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ABSTRACT

The purpose of this study is to promote the development of
morally sensitive human beings through the development of
moral reasoning. Recent studies in cognitive development,
which suggest that the development of moral reasoning is
necessary, though not sufficient, for moral action, serve

as the basis for this study.

1t is pointed out that the current formal and 'hidden' cur-
ricula generally fail to promote this development. There-
fore, a special effort should be made to develop alternative
curriculum. This study suggests one alternative in the
“Jurisprudential Teaching Model and a related Program. The
Model and Program focus on the moral tension.experienced by
citizens in moral principled decision-making as they exercise
their rights and meet their responsibilities. The Teaching
Model outlined in this study takes into account the inter-
relationship among the psychological needs of the learner,
the epistemological nature of the issues, the components of
value decision-making, the clarification and resolution of
moral value statements, the constraints of legal procedure,

and the scope and limitation of several teaching strategies.

Special attention is placed on three teaching strategies:
oral discussion and argument flow analysis, case studies
approach, and simulation; Included is an example of the
.manner in which the three strategies can be interwoven to
promote the development of moral reasoning. The study is
concluded with one suggestion of translating the Jurispru-
dential Teaching Model into a specific Program. This
Program has been piloted under various conditions. The
final test pilot involved a pilot and a control group.
The base line data on both groups included demographic
data as well as test-related data. Several pre-tests,

post-tests, and follow-up tests were administered to both




groups. The results of these tests are currently being

computer ~analyzed by Dr. James Rest at the University of
Minnesota. Dr. Rest, Dr. Terrence R. Morrison, and the

writer will prepare a comprehensive report on the test-

related and demographic data as soon as the computer

analysis has been completed.

It is anticipated, upon the basis of the research conducted
by Lawrence Kohlberg, James Rest, Elliot Turiel, and others,
that the result of the Program will be that the students in
the pilot program will experience increased stage mixture
and some stage movement as compared with the students from
the control group. This would suggest that the students in
the pilot grcup have developed more integrated and differen-
tiated forms of thought which enables them to take into
account more moral aspects in a greater variety of situa-
tions. It must be emphasized again that it is not assumed
that the development of moral reasoning is considered suf -
ficient for the development of morally sensitive human
beings, but that it is an important aspect of moral action,
In other words, this study focuses on one aspect of moral

development.

In conclusion it should be emphasized that every effort was
made in this study to develop a sound conceptual framework
for alternative curricula for the development of moral
reasoning as well as to ﬁesign and pilot-test an alternative
. Program. Both arevessential for the development of good

educational curricula,.
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INTRODUCTION



The main purpose of this study is to promote the development of
morally sensitive human beings through the development of moral reasoning.
Although our present curricula and institutions are not value free, a
direct emphasis on the development of moral reasoning seems to be
missingo1 Research in political socia lization suggests that children
inevitably acquire values at school.2 Rules, regulations, rewards for
obedience, punishment for disobedience, and numerous other control
strategies exercised in schools, moreover, implicitly promote moral codes.
These codes are upheld by teachers and administrators as a guide to
'good conduct', and serve as the 'hidden moral education curriculum'.
Students have a choice of working within or outside these codes and they

are judged accordingly.

School curricula also promote sets of values. Compulsory course
requirements imply something about what is supposed to be worth knowing.
Numerous value statements are made in lessons and discussions. For
example, in social studies reference is made to 'good people' and 'bad
people';"important events' and 'unimportant events'; 'acts of heroism',
and 'acts of cowardice'. In short, 'schooling' institutions and curricula
are loaded with values. Therefore, the key issue is not whether moral
education ought to be introduced in the schools, but how to promote the

development of morally sensitive human beings.

Several questions were central in the development of a program on
"Youth, Law and Morality". One of the first questions is '"What philo-
sophical and psychological considerations must be taken into account in
the development of morally sensitive human beings?'.

1. What criteria determine the philosophical adequacy of a moral
justification? This raises meta-ethical questions (e.g. What
is 'good'?), normative questions (e.g. good rules), and questions
concerning the structure of an argument or justification.

2. What psychological facts underly moral development? Two areas
should be considered - cognitive development and affective or
emotional development. How is the development of moral reason-

ing related to cognitive and emotional development?




This study is focused on the development of moral reasoning and views
the other philosophical and psychological issues in relation to moral
reasoning. Reference is made to various recent studies which provide some
support for this approach to moral development. Implicit in this approach
to moral development is the assumption that a person's morality is dependent
on his ability to make moral judgments. This places the emphasis on the
process of arriving at a moral decision and not on moral behaviour or
sentiments. This is not to suggest that moral behaviour is not important,
but to place the emphasis on cognitive development, which is necessary

(though not sufficient) for moral development.

Since the program developed in this study focuses on adolescents’
understanding of law as it relates to 'citizenship', another basic question
that must be dealt with is "Does legal decision-making entail moral
decision-making?" This question raises many of the issues dealt with in
jurisprudence, including such basic issues as 'what is law?', 'the morality
of law', and many more. This study is limited to the following issues:

1, Does citizenship entail moral tension?

2, Do principles undergird laws in the area of civil rights?

3. What is entailed in principled moral decision-making?

A third basic question to be considered is 'What components should
be incorporated in a teaching model which would promote the development
of morally sensitive human beings through the development of moral
reasoning?', ‘It must take into account a suitable conceptual framework
and identify appropriate teaching strategies to provide the parameters
within which teachers might establish a variety of learning situations.
This study is concluded with a report on a series of learning situationms

which were used in a pilot program on 'Youth, Law and Morality'.

The present study focuses on 'adolescence' (ages 12 - 18). Adoles-
cence is not regarded as an age that human beings pass through, but as a
segment of continuing human development. It is not only an age in which
to prepare for adulthood., "Adolescents are regarded as persons with

specific qualities and characteristics who have a participatory and
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responsible role to play, tasks to perform, skills to develop at that

particular time of life."

Since this study deals with several concepts which are subject to
wide interpretations, a brief explanation of how these concepts are used
is included in the introduction. They will become clearer
as they are developed. The concept, 'value', refers to a 'claim or belief
that something (an act, an object, an event, a policy, a person) is good,
right, should or ought to be - or the negative opposites of such
judgments.,"5 '"Moral claim' refers to all claims which take into account
the effect of one's action on other people., James Rest describes 'moral
human experience' as those experiences 'which pertain to social arrange-
ments whereby the interests and welfare of individuals are reciprocally
interrelated"o6 It does not include all matters of human interaction,
nor are all human values moral values. Examples of other human values
are aesthetic and religious values. 'Moral education' refers to

....that process which helps children and others to

develop their own moral philosophy. This suggests

that they should live self-directive 1ives based on

a coherent value system, which springs from rationally

held ethical principles.'”
Finally, 'moral development' in the context of moral education, refers to
"helping young people through practice to make moral decisionso"8 It is
a central concept in this study. 'Moral decision-making' is the funda-
mental component of the Jurisprudential Teaching Model. An attempt will
be made to show that moral decision-making ought to be based on the
development of rational justifications, Therefore, the main purpose for
developing the Jurisprudential Teaching Model is to facilitate the
development of moral reasoning so that adolescents can be encouraged to
exercise increased differentiated and integrated forms of thought on a

variety of moral issues, taking into account an increasing variety of

relevant moral aspects.

A cautionary note should be included at this point concerning the
- emphasis on rational deliberations. Fred Newmamn expressed these limita-
tions in the following way:

The search for beauty, for interpersonal intimacy and
honesty, for spontaneity of play, for the depth of



religious conviction, and for a semse of craftsmanship
represent only a few alternative dimensions of experience,
none of which should be stifled by excessive zeal to
develop a rational man. ...it would be frightful for
curriculum to focus exclusively on developing tight
logical justifications for every preference or claim we
express.?

Special reference should be made to the jurisprudential teaching
model developed by Fred Newmann and Donald Oliver in the Harvard Social
Studies Projecto10 Although this study departs from their model on a
number of points, the Harvard Social Studies Project has provided many
helpful ideas for the development of the Model in this study. These

will be referred to throughout the study.

The organization of the study is as follows. Chapter One is a
critique of 'moral education' in the secondary schools toddy. Attention
is focused on the social studies curriculum as well as the 'hidden
curriculum! which includes political socialization. Chapter Two is a
critical review of competing ideologies which currently serve as bases
for moral education in the schools. A model is outlined which helps to
idegtify the scope and limitations of ideologies. Chapter Three is a
review of some of the research to date on the development of moral
reasoning. Speéial attention is focused on the work of Jean Piaget on
cognitive development and that of Lawrence Kohlberg on the development
of moral reasoning. It forms the basis for recommending a stage
developmental approach to moral education in this study. Chapter Four
defends the need for moral reasoning as an aid in the clarification and
resolution of important social issues confronted by citizens. It will
be maintained that the 'rights' of citizens to deal with social issues
ought to include the responsibility of doing so on the basis of a
rational justification because the 'rights' entail moral/legal
principled decision-making. Chapter Five is a deécription and justifi-
cation (on the 5;sis of what was said in Chapters Three and Four) of a

Jurisprudential Teaching Model. It includes an account of the components
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of the Teaching Model: a decision-making model (the main conceptual
framework of the Model), oral discussion and argument flow analysis

(the most important teaching strategy in the Model), civil rights case
studies, concept and administration of law, and role play and

simulation. Chapter Six outlines a modest proposal for a unit of study
titled "Youth, Law, and Morality" which is based on the Jurisprudential
Teaching Model. It bas been control piloted in Winnipeg, to find out
whether the Model facilitates “the development of moral reasoning among
adolescents. In the conclusion, areas of further research related to the

conceptual framework outlined in this study are identified.

FOOTNOTES

1 Ralph L. Mosher and Norman A, Springthall with Victor S. Atkins,
R, Chris Dowell, Barbara M. Greenspan, Andrew H. Griffin Jr., George
C. Mager, "Psychological education, a means to promote personal
development during adolescence', Curriculum and the Cultural
Revolution, ed. by David E. Purpel and Maurice Belanger, (Berkeley,
California: McCutchen Publishing Company, 1972), pp. 286 - 294.

2
Robert Dreeben, On what is learned in school, (Reading, Massachusetts;
Addison Wesley, 1968)

3 Robert Dreeben, '""The Contribution of Schooling to the Learning of
Norms', Harvard Educational Review, vol. 37, no. 2, (1967), pp. 217ff.

4 Gisela Konopka, "Requirements for healthy development of adolescent
youth'", Adolescence, vol. 8 no. 3, Fall 1973.

5
Fred Newmann, Clarifying Public Controversy (New York: Little, Brown,
1971) p. 292, p. 26, This is a stipulative definition. For its wider
meaning see below pp. 177ff.

6 James Rest, "The Cognitive Developmental Approach to Morality: The
State of the Art", (University of Minnesota) p.2, (mimeographed)
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8
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9 Fred Newmann, Clarifying Public Controversy, p.84.
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see Bruce Joyce and Marsha Weil,"The Jurisprudential Model: a Social
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of Teaching, ed. by Bruce Joyce and Marcha Weil, (Englewood Cjiffs,
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The Contemporary Scene
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A, Critique of moral education in the formal curriculum

It was suggested in the "Introduction' that moral education is an
integral part of the school program - especially in social studies. It
is apparent from curriculum statements that one of the objectives of
civics courses and Canadian Studies is 'moral education'. Departments
of Education usually recommend that 'civics' be taught to '"impart
information concerning the form and functioning of our government" and
"to give students a deep and abiding appreciation of our heritage of
free government”o1 The purpose is to make every Canadian ''thoroughly
familiar with the working of our democratic institutions, his rights
and duties under the rulg of law and the responsibilities of those

elected to public office".2

According to Hodgetts, Departments of Education seem to agree that
the objectives in Canadian studies generally can be summarized as
follows:

"to give students a reasonable pride in the past achieve-

ments of Canadians."

"to develop citizens whose loyalty and pride are rooted
in historical reality."

"to encourage an affection for Canada's past and a respect 3
for those institutions that have grown out of our history.'

How successfully are the social studies teachers of Canada pursuing
these objectives? The National History Project,4 under the direction
of A.B. Hodgetts, suggested that they are not successful. Hodgetts
reported that his Survey indicated that:

"the strongest most widely held attitude of the
students . . . was either complete indifference

or deep cynicism towards politicians and political
life.">

In the seventy-five civics classes observed by Hodgetts, most students'
time was spent on a study of the mechanical functioning of the three
levels of government. Emphasis was placed on learning descriptive facts
such as 'the maximum time between various kinds éf elections, the
qualifications for a senator or a member of parliament, the number of
seats in the House of Commons, the provisions of Sections 91 and 92 of

the B.N.A, Act, the legal size of a village or town, the number of wards
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in some city, and so on.' Hodgetts reported that the most serious
deficiency in the civics courses was ''the almost complete lack of any
realism.,"6 He did not observe any class discussing the psycholcgical

or sociological reasons for voting; the influence of mass media; the
decision-making processes; the power elites; and other issues. Democracy
was painted in "rosy oversimplified terms inm which 'a bill receives

three readings in the House of Commons and three in the Senate and then
becomes law.' This lack of realism was reflected in the cynicism

revealed in the Student Questionnaires.

Hodgetts reported that the results of Canadian studies are no
more encouraging. Two value systems are fostered through Canadian
studies. In Quebec the emphasis is on "a picture of history peopled
with saintly, heroic figures, motivated by Christian ideals and working
almost exclusively for the glory of God."8 In the other provinces
Canadian studies are characterized by a "dry, secular and narrowly
political and constitutional emphasiso"9 Hodgetts concluded that
Canadian studies did virtually nothing to help students understand the
diverse, and sometimes conflicting, attitudes, aspirations, and interests

characterizing the Canadian mosaic.

The effectiveness of a program of studies does not only depend on
the substantive issues dealt with in the program but rests also on teaching
strategies. Hodgetts identified five different strategies. One of the
two most common teaching methods was the 'lecture'. Over one fifth of
all classes reflected a poor use of the lecture method - ''classes in
which the lecture was being used day after day as a standard technique,
in which there was absolutely nb discussion or student participation, and
in Whiéh the content was obviously a mere recitation of the prescribed
textbooko'JJ'Hodgetts classified less than two percent of the classes,

in which the lecture method was used) as 'excellent'.

The second most widely used technique was the 'assignment method',
The pupils were given a list of questions which were supposed to be
.answered at home and then discussed in class the next day. The emphasis
usually was on factual answers. It is regarded by the Departments of

Education across Canada as one of the worst possible techniques. Over
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fifty percent of all classes fell into this category.13 Hodgetts reported

this as one of the most serious findings of the Project.

The third technique was similar to the question - answer technique,
but encouraged free student participation in the questioning process.
Althéugh this technique has good potential it was used poorly due to lack
of prior planning or purpose. Students simply asked any question that

came to their minds.

The fourth technique was a student-centred discussion,which represented
approximately eight percent14 of the classes in the Survey. In most
instances, this effort to turn the class over to the students resulted
in "aimless chit chat".15 In other classes, students were asked to assume

the role of the teacher.

The final technique was the 'ideal diélogue'. The seven percent of
the classes in the.Survey, which reflected a predominant use of this
technique, were considered superior to the other classes for the following
reasons:

1. The students were well prepared.

2. The students were in the process of developing skills in

discussion techniques.

3. The classes were not completely student-centred.

4. All the classes were studying topics in depth.

5. The development of intellectual skills was encouraged.

The students were encouraged to think for themselves,
solicit factual evidence, weigh and evaluate factual evidence,
and increase their powers of oral and written expression.

6. They reflected the 'inquiry' method of teaching.16

In summary, Hodgetts found that only twenty percent of all classes
in the Survey could be rated as satisfactory or better.17 This leaves

eighty percent where inadequate teaching practices were being employed!

The results of the choice of subject matter and teaching strategies
was revealed dramatically in the Student Questionnaire . Eighty-two percent of
all English-speaking students and over fifty percent of all French-

speaking students found Canadian studies '"boring and meaningless'. The
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classroom observations revealed that the students in eighteen percent
of the classes were "actively bored". Another seventeen percent of the
students were ''passively bored'., - "these students simply sat or slumped

in sleepy apathy throughout the class."”

Hodgetts referred to them as
"100 percent psychological dropouts".18 In forty-one percent of the
classes, Hodgetts described the students as 'mechanical'., They were
well-behaved, but not really interested in Canadian studies. Students
in seventeen percent of the classes were rated as 'moderately keen' and

seven percent as 'very keen',

In summary, it is obvious that current practices in subject matter
selection and teaching strategies leave much to be desired. With the
exception of the few teachers who are using the 'ideal dialogue' tech-
nique, teachers do not seem to be providing systematic educational
experiences to promote the development of moral reasoning. It would
seem that alternative subject matter, materials, or teaching strategies
should be explored because the programs do not seem to meet the

ob jectives set for them.

It might be objected that conclusions about the quality of what goes
on in Canadian Social Studies classes concerning moral education should
not be made exclusively on the basis of one Study or Survey. Unfortunately
no comparable recent study has been made in Canada. The only other
large scale studies available were conducted in the United States. These
studies reveal a situation very similar to what was discovered through
the National History Project.19 J. Wayne concluded that:

social studies courses had little or no effect on
the basic social-civic-moral attitudes of students
and that they could be eliminated with little or no
change in the educational outcomes. 20

A 1969 Harris poll in the United States revealed that students found
history courses in public schools "most irrelevant' and "least useful”

when compared with English, mathematics and science.

After John J. Patrick had reviewed the research on the effects of
civic education he concluded that:

while not conclusive, several research studies
have indicated that formal instructional programs
in civic education have little or no impact upon
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political attitudes and values.22

Finally, a comprehensive survey of the learning achievements of
high school youth in the United States revealed that a substantial
proportion of students held beliefs that were much more appropriate to

. 3
a police state than to a democracy."2

The results of civic education in Canada and the United States seem
to be similar - they seem to make very little difference in terms of the
objectives set for it. Although the studies in the United States cited
above do not explain the lack of success, the National History Project
strongly suggests that at least three reasons are apparent - choice
of subject matter, choice of literature, and choice of teaching
strategies. These explanations have several 'value' implications.
First, some of the teachers - the ones promoting aimless chit-chat -
were trying to take a value neutral position. This is reflected in a
comment from a young, modern elementary school teacher:

I give a damn what the dear little bastards learn
about history as long as they like school and
talk their heads off in my classes.24

The following is an example of such 'talking their heads off'
(discussion about Sir John A. MacDonald):

"I say he was a drunkard."
"Come off it, John, he liked his drink but he
wasn't a soak."

"He got drunk right in public meetings."

"Yeah, a real old wine-o."

"I'11 bet he didn't drink wine. I1'll bet it was
good Scotch."

"Hah, just like my old man.

o

125

Such pointless discussions, however, are not value neutral. The
teacher revealed a sef of values in permitting it to go on, and the
students revealed and encouraged a value system in indulging in such
idle talk. The teacher mirrored a romantic ideology. She implied that
what comes from within the child is what counts. The learning environment
must be permissive enough for the 'inner good' to unfold itself. The
emphasis appeared to be placed on emotional development. Implicit in
the teacher's passive role was the assumption that teaching children

ideas and attitudes is not only meaningless but it actually interferes
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with the natural development of the child. The teacher's 'nmeutral
position' was not neutral at all. Implicit in her teaching strategy
was a concept of learning which allowed the students to discuss without
any regard for improving their oral expression, or the intellectual
quality of the discussion. The students were free to shout to win an
argument, attack persons rather than ideas, advance unfounded opinions
as though they were true, make sweeping general asseftions, jump to
hasty conclusions and refuse to consider other viewpoints. Such a
classroom situation (it is difficult to call it a teaching strategy!)
is loaded with attitudes and values. It certainly, is not a value

neutral teaching strategy.

Second, most of the teachers attempted to transmit a ' commonly
accepted' set of values through the use of the 'lecture method' and
the question-and-answer method. Teachers would express several points
of view on an issue. They would try to conceal their own positinn or
advocate one particular position. Both methods were used primarily to
transmit bodies of information, rules, or values of the past. Implicit
in this approach is the value assumption that it is important for young

people to adopt the basic moral order approved by society.

In short, the study conducted by Hodgetts suggests that existing
programs of studies in civics and Canadian studies not only do not
meet with the objectives set for them, but that these programs have
implicit value assumptions - which may or may not be desirable. A
study by G. McDiarmid and David Prat:t26 is even more disturbing. It
reveals that a considerable amount of prejudice is contained in the
prescribed texts for Social Studies in Ontario. There is no reason to
believe that the "texts in other provinces are any better. For example,
the Manitoba Human Rights Commission discovered considerable prejudice

in Manitoba social studies texts as well.

The following tables illustrate the stereotyping found by McDiarmid
and Pratt in social studies textbooks. Table 1 identifies the
evaluative terms most frequently applied to target groups as well as
the frequency of use. The difference in choice of evaluative terms

between the 'Christians' and 'Indians' is unmistakable.




“14-

TABLE 1
Five FEvaluative Terms Most Often Applied to Target Groups and Frequencv
of Use.
Christians Jews Immigrants
devoted 46 great 8 hardworking 6
zealous 40 faithful 3 enriched Canada 5
martyr 38 just(ice) 3 contribution 4
great 37 wise 2 skilful 3
famous 28 genius 2 problem 3
Moslems Negroes Indians
infidels 9 primitive 38 savage (8) 86
fanatical 9 friendly 15 friendly 51
great 8 fierce 6 fierce 47
devout 5 savage 6 hostile 36
tolerant 5 superstitious- 6 skilful 26
Source: G. McDiarmid and D. Pratt, Teaching Prejudice, p.4l, Table 4

Table 2 shows how textbooks evaluated rank on a scale that ranges

from very unfavorable to very favorable treatment of each group.

The

discrimination against Indians is apparent from a comparison between

Christians and Indians

- no unfavorable assertions about Indians and

fourteen very favorable assertions about Christians as compared to only

two very favorable assertions about Indians.

TABLE 2
Distribution of Qverall Evaluation Scores for Each Target Group
Group Very Un- Unfavor - Neutral | Favor- Very fav- Total no.
favorable able. (-1.4 | (-0.4 able (+0.5 jorable of books
(-3 to -1.5) | £o ~0.5) to+0.4) | to +1.4) |(+1.5to0+3)
Christians O 0 32 26 14 72
Jews 7 0 0 9 13 6 28
Immigrants 1 0 20 3 4 28
Moslems 0 0 28 4 0 32
Negroes 2 7 48 7 1 65
Indians 0 14 54 3 2 73
Source: G. McDiarmid and D. Pratt, Teaching Prejudice, p. 43, Table 6.

In Ontario, the course of study in grade four geography, grade seven

geography, and grade ten history include a study of the Canadian Indian
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today.27 Of the twenty-three prescribed texts recommended for the
three courses, eighteen did not once mention Indians as a live issue.
A1l the texts that did mention Indians were judged 'poor' on the l
basis of the following criteria: wvalidity, comprehensiveness, balance,
and concreteness.28 None were judged 'good' or even 'fair'! The
treatment of this issue might be compared to the treatment cf a topic
like "Expulsion of Acadians”z? Out of a total of twelve prescribed
texts, eight percent omitted this topic, thirty-three percent gave it

a fair treatment and fifty-eight percent gave it a good treatment.

Even the topic "Britain and Ireland 1916 - 21" received better treatment
in Canadian texts than the study of "Canadian Indians Today'"! Out of

a total of seventeen prescribed texts for courses which might cover

the former topic, fifty-three percent omitted the topic, twenty-nine

percent treated it poorly, twelve percent gave it a fair treatment and

six percent gave it a good treatment.

In summary, textbooks are loaded with numerous accounts which place
Indians in an inferior relation to white men.31 Negative or neutral
evaluative terms are ascribed to Indians. When Indians display any
'virtue', the author expresses surprise; when Indians kill white men,
the incident is described as a 'massacre' but when white men kill

Indians, it is called a 'fight'.

McDiarmid and Pratt point out that discrimination is not restricted
to Indians but is also expressed against other people (e.g. Moslems,
Negroes). Suffice it to say at this point, that their study of text-
books in Ontario has disclosed that discrimination and prejudice is
encouraged in schools through textbooks which indoctrinate Canadian
children to hold.prejudicial attitudes towards certain fellow Canadians.
Whether the indoctrination is successful or not, surely such an approach
cannot contribute to the development of responsible citizens. The use
of such prejudicial literature cannot be considered 'value neutral'.

Nor can it be considered a morally responsible choice of texts.

In fact, the research to date strongly indicates that students
coming through Canadian social studies programs fail to acquire the
intellectual skills, the knowledge nor the attitudes requisite to
becoming morally responsible citizens, as outlined in the objectives

stated by the departments of education.
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B. Political Socialization

Not only is there an implicit and explicit moral code in the formal
curriculum, but sociologists, like Robert Dreeben32 have pointed out its
presence in the 'hiddeh curriculum'. Dreeben refers to such things as
structural characteristics of schools; patterns of conduct like
expressing affection, activities of adults and non-adults, and sanctioning.
He indicates that the hidden curriculum has many normative implications
such as adherence to norms like achievement, independence, universalism
and specificity. In other words, these ideas or norms are accepted by

students as standards by which to govern and evaluate their conduct.

A number of studies in pblitical socialization have been conducted to
illustrate the effect of the hidden curriculum on children. One example
is the work of Sara Lawrence Lightfoot.33 The purpose of this study was
to evaluate ''the relationship between the levels of political conscious-

ness of black teachers and the social and cognitive development in black
34

children including reasoning, reflection, and elaborative thinking".
She concluded that differences in political ideology are reflected in
differences in educational philosophy and practice, and that both have

a profound impact on the cognitive development of children.

In the following descriptions of two classrooms, Lightfoot clearly

portrays the hidden curriculum:

As I entered the classroom, Teacher A introduced me

to the children, 'Can you all stand and say hello to
Mrs. Lightfoot?' In simultaneous movement and choral
speaking, the children rose obediently from their

seats and said 'Hello, Mrs. Lightfoot'. The teacher
offered no further explanation of my presence. As I
walked to the back of the room, I walked through the
traditional rowed-up arrangement of desks. There were
five rows of desks and chairs with five children in

each row. The children's seats were stationary and boys
and girls seemed to be mixed through the room. The

room was absolutely noiseless. Immobile faces looked up
at me as I passed to the back of the room. Some kids
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swiveled in their seats to check out tha new person
and a few children fixed long, sustained stares in
my direction. But the whole atmosphere, as I
immediately perceived it, felt inhibitory and
silenced. The children were obviously curious about
me but they didn't express their curiosity fully.
There were a few whispers and the kids who left their
work to attend to me obviously left their primary
task at their own risk, . . . During the lesson,
Teacher A made intermittent references to me, most
of which began 'Can you show Mrs. Lightfoot how well

you can do . . .' or in a more threatening tone,
'I don't want Mrs. Lightfoot to see any slouching
bodies, sloppy desks . . . ' Children glanced

secretly over their shoulders at me - another
oppressor. I smiled to show my good intentions,

my friendly nature, but their faces were untrusting,
solicitous, and fearful. To them, I was clearly in
alliance with the teacher.

Lightfoot described the other classroom as follows:

I entered Teacher B's classroom right after the
children returned from lunch. The transition was
lengthy and it took quite a while for the children
to take off their coats, get seated, and settle
down. Lots of children, all girls, approached me:
physically touching and rubbing against me;
marvelling at my clothes, my dress, my earrings:

and generally trying to get tight with me real quick.
The boys surveyed me from a distance in a partially
disinterested, partially jealous fashion. One girl,
Brenda, having learned my name first, acted as if
she owned me, would shove people away when she wanted
to come close. The introduction of me to the class
was very different from Teacher A's class. 'All
right, when you get settled, I want to introduce

you to this lady who you have been wondering about

. . . This is Mrs. Lightfoot, do you want to welcome
her? . . . Would you tell us, Mrs. Lightfoot, why
you are here . . . what you are doing.' Caught

off guard, I mumbled something about wanting to get
to know them, seeing how they are with one another

. . . But in retrospect, my reasons for being there-
must have sounded rather confused and aimless.

They accepted my jumbled purpose with silent stares,
some approving comments and almost immediately
began approaching me for attention and help.36

Using a Sociometric Interview, Lightfoot explored classroom
environment on the perceptions and expressions of the children. Most
important were the questions which asked the pupils to give reasons for

their answers. These questions were:

I. Guess who the teacher can trust most when she leaves
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the classroom. Why?
5. Guess who most of the children like . . . who does everyone
like? Why or how come? |
9. Guess who is the best leader in class . , . which child can tell
other children what to do? Why?
11, Tell me the name of the boy or girl who you would like to sit
beside you in school., Why?
12. Who would you choose to help you with your homework? Why?
. 13, Who would you choose as president of the class? Why?
14. Who would you tell a very special secret to? Why?
15. Who would you choose to play on your team on the playground? Why?
16. Who is your best friend in the class? Why 237

Responses to the above questions were used to analyse the difference
between the hidden curriculum in Classrooms A and B. Attention was
focused on the different reasons given. The Sociometric Interview
revealed significant differences between Classrooms A and B in

"The authority relation between teacher and child,

in the ability and eagerness of children to give

reasons for their status choices, and in the degree

of sophistication and individuality of the reasoned

responses. 38

The reasoned responses in Classroom A, which were very few, were

generally unimaginative and superficial. In Classroom B the children
struggled longer to answer the questions and to offer reasoned judgments
(see Table 3). The reasons offered in Classroom A were much more
homogeneous than those offered in Classroom B where more individual
critical reflection was in evidence (See Tables 4 and 5 for the results

of this study.).




TABLE 3

Number and Percentage of Children Giving Reasons for their Pupil Choices
in the Following Questions: Sociometric Interview

Questions Classroom A Classroom B
Number of

%ﬁ??8§egf % Children %

2 Most trustworthy 6 22 23 85

5 Most likeable 3 11 20 80

9 Best leader 13 11 21 78

11 Seating comparison 12 44 22 82
12 Tutor 10 37 23 85
13 President 5 18 12 63
14 Confidant 14 52 . 22 82
15 Playmate 6 22 21 78

Source: Sara L. Lightfoot, '"Politics and Reasoning: Through the Eyes
of Teachers and Children', Table 2, p. 229

TABLE 4

Number of Categories of Reasoning Used in Response to Each Question

Questions Classroom A Classroom B
Section I

2 Most trustworthy 3 4
5 Most likeable 3 8
9 Best leader 2 5
Section II

11 Seating comparison 4 8
12 Tutor 4 6
13 President ’ 2 7
14 Confidant 3 6
15 Playmate 2 7

Source: Sara L, Lightfoot, "Politics and Reascning: Through the Eyes
of Teachers and Children', Table &4, p. 232.
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TABLE 5

Number of Children Using Each Category of Reasoning

Categories of Reasoning Classroom A Classroom B
1. Physical attributes 0 6
2. Special talents 1 2
3. Intelligence 3 16
4, Friendship, companionship 18 29
5. Obedience 4 22
6. Superior personal traits 18 25
7. Fear, submission 1 12
8. Reciprocity 1 _4
9. Egocentric motivations 0 19
10. Empathy, sympathy 1 1
11, Family loyalties 0 5
12, Special privilege, teacher 3 16

Source: Sara L. Lightfoot, "Politics and Reasoning: Through the Eyes
of Teachers and Children", Chart 6, p. 234.

This is only one of many studies that have been conducted to indicate
that a hidden curriculum can be identified in the classroom and that it
has an influence upon the moral development of the child. What these
studies try to establish is the extent of the influence of the 'hidden
curriculum', how it can be 'controlled', and whether it is the only

significant influence upon the moral development of the child.

Merelman points out that most studies in political socialization
cannot determine the long-term developmental implications of the 'hidden
curriculum' because most studies are based on a Freudian conceptual
framework.39 The choice of a Freudian framework for political socialization
established two basic assumptions:

5

1. Political orientation was conceived mainly as diffuse,
deep-set responses to environmental stimuli; this
implication followed from the Freudian emphasis upon
conscious motivation.

2. ©Political socialization research focused primarily on
childhood, the major formative period according to
psychoanalytic theory.
Therefore, the Freudian framework cannot accommodate the development of
political attitudes in adolescents. For example, the Freudian framewnrk

has difficulty predicting the differentiation of attitudes towards

parental authority from attitudes towards political authority developed
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during adolescence.

Recently, however, studieséo have pointed out a parallel between
Piaget's developmental model and the child's passage from a diffusely
supportive, personalistic, traditional view of politics to a more
institutional, skeptical perspective. Curriculum based on a Piagetian-
Kohlbergian model of development seems to influence the development of
fundamental orientation towards law, the community and individual rights.
It suggests that systematic educational experiences (i.e. curriculum) can

be developed to influence the moral development of adolescents.

This brief critical review of moral education, as it is operative in
the schools, suggests the need for curriculum changes which will promote
the development of morally sensitive human beings, even if only due to
the fact that existing programs appear to be quite unsuccessful. Before
changes can be recommended, however, a psychological and philosophical
basis must be established for moral education, Chapter Two, thus,
describes a model for analyzing psychological and philosophical assump-

tions that underly educational objectives.




=929 -

FOOTNOTES

1

10

11
12

13

Hodgetts, A B., ‘What Culture? What Heritage? A Study of Civic
Education in Canada. (Toronto: The Ontario Institute for Studies in
Education, 1971), p.78.

Ibid., p. 78
Ibid., pp. 75-76.

Ibid., The National History Project research team conducted a two-year
investigation (completed in 1967) into the teaching of Canadian history,
social studies and civics in the elementary and secondary schools of
all ten provinces. The following types of data were gathered:

1. Student Questionnaire - administered mainly to some 10,000 grade
twelve students in English and French.

2. The Open-ended Essay - administered to over 1,000 students in
five provinces.

3. The Teacher Interview - administered to 500 teachers in all
ten provinces.

4. The Student Interview - administered in the summer of 1966 to a
group of 72 grade ten boys in Ontario and Quebec.

5. The Student-Teacher Questionnaire - administered in 14 faculties
of education. )

6. The Preliminary Interview - administered to some 200 persons
directly concerned with some aspects of Canadian studies.

7. The School Profile and Classroom Observation: some 850 teachers
in 247 schools in 20 cities across Canada were observed.

8. Department of Education Publications - these included course
outlines, lists of prescribed texts and copies of provincially
set examinations.

9. Current Literature - collection of clippings, newly published
books, and articles related to the field of inquiry of the
Project. For more details on the investigation procedures see
Hodgetts, _What Culture? What Heritage? , pp. 1-3.

Ibid., p. 78.
Ibid., p. 30.

Ibid., pp. 78-80

Ibid., p. 31.
Ibid., p. 31.
Ibid., p. 34.
Ibid., p. 45.
Ibid., p. 46.

More than half of the 847 Canadian studies classes in the Survey were




14
15
16
17
18

19

20

21

22

23

24
25

26

27

28

29

30

-93 -

using this method. Hodgetts, 'What Culture? What Heritage? , p. 46.

Ibid., p. 50.
Ibid., p. 50.

Ibid., pp. 53-56.

Ibid., p. 57.
Ibid., p. 58.

Richard M. Merelman, 'The Adolescence of Political Socialization',
Sociology of Education, vol. 45 (Spring, 1972).

See J. Paul Leonard & Alvin C. Eurich (eds.). An Evaluation of Modern
Education, (New York: Appleton-Century, 1942). Quoted from Robert

D. Barr, Values and Youth, Washington, D.C. National Council for Social
Studies, 1971,

Louis Harris, "Collision Course in the High Schools', Life, May 16, 19569,
Quoted from Robert D. Barr, Values and Youth.

John J. Patrick, "Implications of Political Socialization Research for
the Reform of Civic Education', Social Education, (January, 1969).

Quoted from Robert D. Barr, Values and Youth.

See H H. Rommers & D.H. Radler, The American Teenager, (New York:
Bobbs-Merrill, 1957), p. 193. Quoted from Robert D. Barr, Values and
Youth. This is not to suggest that attitudes and beliefs reflect only
what goes on in school.

Hodgetts, What Culture? What Heritage?, p. 51.

Ibid., p. 68.

Garnet McDiarmid and David Pratt, Teaching Prejudice. Curriculum
Series #12, ( Toronto: The Ontario Institute for Studies in Education,
1971).

Ibid., p. 68.

For a description of these categories see G. McDiarmid & D. Pratt,
Teaching Prejudice, p. 57.

Ibid., p. 84,
Ibid., p. 84,

Ibid., pp. 88-92.




32

33

34
35
36
37
38
39

40

Y

Robert Dreeben, On What is lLearned in School

Sara L. Lightfoot, "Politics and Reasoning: Through the Eyes of
Teachers and Children', Harvard Educational Review, Volume 43,
Number 2, (May, 1973), pp. 197-244,

Ibid., p. 197.

Ibid., pp. 220 - 221.

Ibid.,p. 221.

Ibid.sp. 224, The Sociometre had a total of sixteen questions,

Ibid., p. 238.

Richard M. Merelman, The Adolescence of Political Socialization, p. 137.

Ibid., p. 147. Reference is made to Dawson and Prewitt (1969:
and Merelman (1969),




-25-

CHAPTER TWO

A Model for Developing a Conceptual

Framework for Education
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‘Lawrence Kohlberg and Rochelle Mayer1 have developed a model for
establishing clear rational educational objectives or aims - including
aims for moral education. These aims, they argue, can be established by
identifying and analyzing the assumptions underlying the various ideologies
used to establish goals for education. Such a review, they claim, distin-
guishes the ideologies which do not have a rational justification from
those which have a rational justification., Before this model is outlined
in some detail, it should be mentioned briefly that it is assumed in this
study that aims for moral education should be established on the basis of
rational justification. Since moral education is the pursuit of processes
for 'prescribing action' - asserting what is right conduct for all people
in like circumstances - it is important that 'good reasons' serve as a basis.

This point is elaborated at various places throught the study,

Briefly, Kohlberg and Mayer claim that the psychological assumptions
must be reviewed because they reflect what is considered to be the
developmental capacity of the learner. Philosophical assumptions must
also be assessed for they form the basis for a conceptual framework.
Kohlberg and Meyer point out the scope and limitations of the educational
aims of three ideologies - romantic, cultural transmission, and cognitive
development. Thisapproach provides some direction for the establishment
of aims for moral education because the philosophic assumptions include

value assumptions.

The main components of Kohlberg and Mayer's model are identified in
the following outline:

A. Ideologies

B. Identifying and clarifying assumptions

C. - Defining objectives

D. Developing a rational justification for objectives.
Each component will be explained to. show how the model assists in

establishing a basis for moral education,

sl
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Ideologies

1,

Romantic ideology

The 'romantics' maintain that what comes from within the child

is what counts. The learning environment must be permissive
enough for the "inner good" to unfold., Teaching children ideas
and attitudes through rote or drill is not only meaningless but

it actually interferes with the 'natural' development--identity

of self and formation of social relations. As for intellectual
development, it means the pursuit of the child's natural curiosity

in the world about him. Educators adhering to this school of

thought place great value in 'childhood'. G, Stanley Hall, in

1901, captured the central thrust of romantic educational thought:

The guardians of the young should first strive

to keep out of nature's way and to prevent harm
and should merit the proud title of the defenders
of the happiness and rights of children. They
should feel profoundly that childhood, as it
comes from the hand of God, is not corrupt but
illustrates the survival of the most consummate
thing in the world; they should be convinced that
there is nothing else so worthy of love, reverence
and service as the body and soul of the growing
child,?

'Summerhill', the free school set up by A.S. Neill3 in Britain,
is a contemporary expression of this ideology. Many of the
writings on 'deschooling' also are a plea for the romantic's
sentiments to free the child. These include the writings of
John Holt, Everett. Reimer, Neil Postman, Paul Goodman, George

B. Leonard, and many others.

°

- Cultural transmission ideology

The historical expression of cultural transmission is rooted in
the classical academic tradition. Adherents to this ideology
claim that the primary task of education is to transmit bodies

of information, rules or values of the past. Direct instruction
by educators is of primary importance. This ideology has gained
renewed attention today by educators who advocate behaviour
modification as the overriding aim of education. They maintain

that knowledge and values are internalized by children through
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the imitation of adults or through rewards and punishment. They
recognize that learning is an individual matter and therefore
occurs at different rates in different children. Teaching
machines are considered to offer great potential for education.
Recent expression of this 'modern' version of cultural trans-

mission are found in the writings of Robert Mager and B.F. Skinner.

The main point which the traditional as well as the contemporary

variants of cultural transmission both emphasize is the need to
transmit knowledge and values commonly considered 'good'.
Educational goals can be reduced to fixed immutable knowledge and
skills. For example, both stress disciplines and skills. The
traditionalists regard literacy as an essential trait of the
'cultural person' and the modern educaticnal technologists value
literacy because it opens the doors to many vocations. Both
recognize the need to adopt the basic moral rules approved by
society. In contrast to the personal emphasis of the romantic
ideology, the cultural transmission ideology focuses on the needs

of a 'good' social order.

Cognitive developmental ideology

This ideology is popularly termed 'progressive' although that is
somewhat misleading. The term is used because John Dewey6 was

one of the first and most prominent exponents of this ideology.

It is a misleading nomenclature because 'progressive' has come to
include much more than the research eminating from the new
horizons identified by John Dewey. Today it frequently includes
many of the contemporary romantic writers who advocate rapid changes
in 'schools'. The basic philosophical and psychological tenets of
the advocates of a cognitive developmental learning paradigm -
people like John Dewey, Jean Piaget, Lawrence Kohlberg - are

quite different from those of the advocates of romantic ideology.

c s . . . 7
Cognitive developmental ideology focuses on the interaction
between the learner and his environment. Development is defined
as a progression through invariant ordered sequential stages.

Higher stages are characterized by increased differentiation and
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integration of the interaction between the learner and the
environment. The purpose of education ié to encourage the learner
to acquire higher stages. The emphasis is not on definitive truth
statements which are to be received by the child, but on genuine
problems or conflicts. Students should be challenged to try to
understand the physical and social world about them. Cognition

is not divorced from emotion because the inquiry involves a
genuine problem or conflict of the learner. Change in patterns of
thinking is brought about through problem-solving situations and
not through the mere acquisition of knowledge. Similarly in

moral development8, the emphasis is on active participation in
clarifying and resolving problematic social situations. Moral
development is an 'affective' as well as a 'cognitive' experience.
Morality is not 'out there' with the cultural heritage nor is it

'{atent' within the child,.

The scope and limitations of the three basic ideologies will
become much more apparent when the assumptions underlying each
ideology have been identified and classified. Before that is
done, attention should be drawn to.the model which is emerging

for the development of a conceptual framework. (See Table 6).

TABLE 6

Classification of Ideologies

CONCEPTUAL FRAMEWORK
FOR EDUCATION

ROMANTIC CULTURAL TRANSMISSION COGNITIVE DEVELOPMENT
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It is important to observe that the Model does not advocate any
particular ideology but>he1ps to organize and classify ideological
orientations. So far, only two assertions have been made through
the Model, These are:
1, Ideologies underlie the development of curriculum.
2. Existing ideologies seem to fall into three broad categories.
The description of each category does not properly belong
in the Model. The classification offered by the Model helps

to draw out the general description of each category.
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B, Identifving and classifyving assumptions

The brief resumé of the three ideologies implies that educators start
at very different points in their effort to explain and justify aims for
education. The ideologies are clearly in conflict with each other on any
number of important issues. Basically, the romantics maintain that the
direction for development comes from within the child; the cultural
transmission advocates claim that the direction must be derived from the
cultural context; and the cognitive developmental advocates maintain that
the impetus for development eminates from the interaction between the
learner and his environment. Hence, it is impossible to pursue curriculum
development (or any other educational task) consistently by merely

incorporating all ideologies.

How can this discrepancy be accounted for? Kohlberg and Mayer
suggest that it is primarily due to a divergence in assumptions inherent
in each of the ideologies. They suggest that the next step in the Model
must be 'identifying and classifying assumptions'. Before this step can
be pursued, it must be established what categories should be used to
classify the assumptions. A survey of ideologies seems to suggest three
categories. First, since all ideologies are concerned about the state or
condition of the 'learnmer', one category must be the 'psychological
assumptions' about the learnmer. Second, since all are concerned about
knowledge and understanding, a second category must be 'epistemological
assumptions' - what educators mean when they refer to 'knowledge and
understanding'. Third, since all ideologies make obvious value statements
about the aims of education because there is no other way of advocating
aims, a third category must be 'value assumptions'. It would appear that

these three categories cover most of the important aspects of education:

"psychological assumptions' deal with such aspects as how children

learn, personality traits, behaviour modification, emotional

condition, transfer of knowledge, etc.

- 'epistemological assumptions' deal with content selecticn and
organization (e.g. discipline), inquiry method.

- 'value assumptions' deal with asserting aims, moral educati~mu,
pragmatic judgment, cultural relativity, etc.

- a combination of all three categories deals with issues like

curriculum development, school organization, professional

development.
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One way of assessing the desirability of these categories for classi-
fying assumptions is to use them on the three ideologies described above.
If the categories can be used to classify most of the assumptions which
have an important place in the explanation of all three ideologies, then
it would seem that the categories serve a useful function in classifying
assumptions. Furthermore, if the classification can serve to show the
consistency or inconsistency (both internally and externally) of the
ideologies, then the categories have also helped to disclose relationships
which are essential for understanding and establishing educational aims
and objectives. Therefore, the next question that must be dealt with is:
'what are the psychological, epistemological, and value assumptions

underlying the three ideologies?'

1. DPsychological Assumptions
The romantic ideology is based on a maturationist theory of
development. The intellectual and emotional growth of the child
is viewed in a manner like the physical growth of plants and
animals. The environment merely provides nourishment for the
natural growth of the child. Cognitive and emotional development
are regarded as the unfolding of pre-patterned stages. Inter-
ference with the child's environment can frustrate the natural
growth, Both cognitive and emotional development have an

independent biological basis.

Cultural transmission ideology regards the mind somewhat like a
machine - as a memory bank or ‘a tabloid without anything on it, or
a computer which stores bits of information which can be retrieved
on cue. The environment provides the 'input'. The learning
organism emits 'output' behaviour depending on what has been

learnt or 'stored'. 1In short, the ideology is based on a stimulus-
response psychological theory. In classical cultural transmission
the emphasis is on 'training' the child so that he will 'respond'
in a manner which is in hérmony with the child's environment. The
reward is 'success' when the child enters the adult world because
there will be an 'important' (prestige, high income) job waiting
for him. The modern cultural transmission adherents offer immediate

positive reinforcements to encourage the learner to respond in
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expected behaviour patterns . Even cognitive development reflects
only structures which have been internalized through careful
teaching, Positive response is the key motivation for retaining

and remembering points of information or patterns of behaviour.

Cognitive developmental ideology is based on an interaction
theory. Jean Piagetl% for example, claims that 'understanding'
emerges from ekperience which is neither based on natural
maturation or environmental stimuli. Instead, a child may explore
new ways of understanding as he experiences ideas and situations.
He might try to reorganize his basic mental structures when he

experiences dissonance between himself and his environment.

Piaget's view of cognition differs from the traditional intel-
lectual interpretation (classical cultural transmission). For
Piaget, 'cognition' refers to structures whose functions are to
process information and identify relationships among events or
situations. Hence, cognitive development involves a change in
these structures. They change through experience - when the

living organism and the environment interact.

Since this concept of development is contingent upon perceiving
and responding to ekperience, it has both cognitive and affective

dimensions. As it occurs a person feels and thinks. The key

source of change is in cognitive structure, so that a person may
still continue to feel the same way but think about it differently.
For example, two people might experience an intense feeling of
repugnance when informed of a brutal beating of the neighbor's
friendly dog. However, if one of the two people is at the ego-
centric level of moral reasoning, he might entertain the harshest
form of punishment for the culprit with no regard for the culprit's
condition nor the circumstances under which the beating occurred.
The other person, who, let us say, is at a 'law and order' stage of
moral reasoning, would consider punishment within the parameters

of the law that covers the case. The point is simply this: both
experienced an intense feeling of repugnance towards the act, and

yet each responded to the act quite differently. The difference,
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it can be argued, is due to the different forms of thought

exercised'by the two people.

Cognitive structures are characterized by several features. First,
each stage is a distinctive way of thinking or solving problems.
Second, the stages form an invariant sequence or order which may
be slowed down, speeded up, or stopped by environmental factors
but nothing can change the sequence. Third, each stage represents
an underlying thought organization. Fourth, the hierarchy of
stages reflects an increased differentiated and integrated series

of structures or ways of thinking.

To encourage a child to move up the hierarchy of stages requires
that the child be exposed to the next most difficult stage from
his dominant stage.13 This can be done by exposing children to
problem situations for a resulution of which their thought
structures are inadequate. This is in strong contrast - to the
traditional emphasis on providing children with 'right' answers.

It has important implications for curriculum development.

Epistemological Assumptions

What are the distinctive epistemological features of each ideology?
How does each ideology establish what are observable facts and

how these facts can be interpreted? How do epistemological
assumptions help to establish aims for education? Do the
epistemological assumptions entail short-term or long-term

ob jectives?

Romantic ideology reflects an existentialist approach, namely,
defining knowledge and reality in terms of the 'inner immediate
experience of the self'. 'Truth' has emotional as well as
intellectual components. One can also acquire sympathetic
understanding for other 'selves'.. Romantics object strongly to
the subjective/objective dichotomy. They claim that both are
equally 'real' and therefore it is fallacious to make the truth-
fulness of subjective statements contingent upon cb jective

statement. Romantic ideology in recent educational thought reflects
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a reaction against an epistemology which places the full weight

on scientific facts.

Cultural transmission ideologies involve an epistemology which
focuses on sense-experience which can be monitored objectively.
That which can be found to recur in the physical and social
environment is considered 'reality', 'truth', or'knowledge'.
Primary emphasis is placed on the use of scientific modes of
inquiry in the social sciences as well as the physical sciences.
The result has been the emergence of disciplines like psychology,
sociology, anthropology, social phychology, etc. Second, emphasis
is placed on the important but limited role of deductive reasoning
or formal classical logic. 1In other words, it is claimed that the
basis of all knowledge is inductive reasoning (formal experiments,
correlational studies, etc.). Deductive reasoning can be employed

to determine the consistency among inferences.

In the cognitive developmental ideology, epistemology reflects

the relationship between the living organism and the stimulating
environment, Epistemology is neither an inner experience nor an
outer sense-reality. Knowledge is actively constructed through
interactions between external observable behaviour and the thought
structures of the learnmer. The basis for such an epistemology may

be diagrammed as follows:
——————— Interaction =---------=-==~---3

. ‘ . !
stimulus ---- thought structures ---- response ---- environment

The appropriate stimulus produces cognitive dissonance which in
turn challenges the learner to reorganize his thought structure so
that he can respond to the environment which created the cognitive
dissonance. For example, what would a fourteen-year-old boy do
when faced with the following problem:

A small, fragile twelve-year-old boy was repeatedly

stealing a fourteen-year-old boy's lunch. One day a

friend of the older boy caught the offender in the

act of stealing the older boy's lunch. What should

the older boy do about it?
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The initial reaction of the fourteen-year-old might be to 'beat
up' the young lad. However, on second thought, when the older
boy considered this punishment in the context of being treated
in like manner in like circumstances, the solution seemed quite

inappropriate.

The fourteen-year-old was experiencing cognitive dissonance in
this dileima situation - the traditional solution of 'beating

the culprit' seemed strangely inadequate, and no new solution was
immediately apparent. 'Knowing what to do in this situation' was
not a matter of 'knowing' 'objective truth statements'. It

involved alternative ways of thinking about that which had been

observed. The boy's second thoughts were not merely reflex
actions motivated by positive reinforcements. Instead the boy

felt frustrated.

The epistemological distinctions reflected in the three ideologies
have considerable implications for establishing aims for education.
First, do objectives emanate from within the learmer or are they
established by the external cultural environment? The position of
the romantics and the cultural transmission adherents are at
opposite ends of the continuum. The romantics claim that skills
and achievements are not satisfying in themselves but can only
serve as a means to an inner happiness and health. If they fail
in this respect then there is no point in pursuing them. In
contrast, the cultural transmission adherents pay attention
primarily to the child's immediate performance. Everything else
is eliminated as being too subjective. It should be pointed out

* that 'performance' is interpreted quite differently by different
adherents to cultural transmission. The classical emphasis is
focused on acquisition of information, skills, and values whereas
the modern stimulus/response advocates focus on behavioural change
which may or may not involve acquisition of information, skills,

and values.1

The cognitive developmental ideology integrates a certain kind of

inner state (cognitive stages) and external behaviour in establish-
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ing aims of education. For example, it takes into account both
thought processes as well as language. The development of
increased differentiated and integrated forms of thought is
encouraged as well as skills like oral expression, conducting

experiments, reading and writing.

Does the epistemology of the respective ideologies focus on
immediate experience and behaviour or on long-term consequences?
Romantics regard intense immediate experience as self-development or
self-actualization, The 'behavioural concern' of modern cultural
transmission adherents is essentially an emphasis upon the immediate
situation, It is assumed that behaviour pétterns will be trans-
ferred by the learner to later experiences. The classical cultural
transmission adherents promote an immediate acquisition of "truth',
skills, and values and hope that they will have particular

desirable effects in later life. The cognitive developmental
paradigm focuses educational objectives on long-term development -
the development of forms of thought. This is not done at the
expense of immediate interests. Enjoyment and immediate challenge
are considered necessary but not sufficient educational objectives.
In short, for development to have occurred, it must be reflected

in long-term as well as immediate understanding and behaviour.

Are the aims of education reflected in the epistemologies of each
ideology, universal or unique for each individual? Romantics
focus on unique aims for each individual because each individual
is assumed to be pre-patterned differetly from everyone else.

The cultural transmission adherents focus on 'general norms' of
‘"objective truths', Individuals are ranked against the norms. The
cognitive developmental approach to establishing educational aims
is a merger of both--specific and general. The forms of thought
(e.g. concrete operational thought) are 'epistemological
universals'. On the other hand, whether a person will be able to
exercise higher forms of thought depends on whether situations
will arise in which a person will eiperience an immediate dis-
sonance that might prompt the development of a higher form of

thought.
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Value Assumptions

Since prescription of educational ob jectives cannot be derived
from psychology alone, but also include value assumptions about
what is educationally worthwhile, it must be determined how the
respective ideologies deal with the issue of 'worthwhile'
objectives. Before that is done, the fallacy of value -neutrality
should be pointed out. Fact statements about what the processes of
development are cannot be sufficient to establish what development
ought to occur. Whenever educators do not make this distinction,
conformity to cultural norms seems to be the implicit value com-
ponent. In short, morality is reduced to conformity. This poses
special problems for educators in a pluralistic society}5 Which
cultural value assumption should be adopted? A value neutral
position cannot provide answers which it can justify. Another
problem is the fact that it is logically impossible to reconcile

a value-free means with value loaded ends. If 'education' is
considered a 'worthwhile' enterprise, how can the decisions as

to what 'means' to use be a value-neutral decision? For example,
positive reinforcement is not an ethically neutral means because

a decision must be made as to why it would be considered a
valuable aim of education. Implicit in choosing particular 'means’

is a choice for certain 'ends'.

How do romantics determine which educational objectives are
worthwhile? Some objectives are grounded in 'value relativity'
and some in 'psychological fallacy'. Those who claim value
relativity regard children's rights as relative to the individual
child in question. It is the task of parents and teachers to
ensure the happiness and rights of fact, some argue that there is
no place for education because invariably it means a manipulation
of other people. This interferes with the natural development of
the child. Those romantics who select objectives mainly on the
basis of psychological facts about 'mental health' and "happiness'
commit the naturalistic fallacy. This focus is quite apparent

in A.S. Neill's writings:

The merits of Summerhill are the merits of healthy

free children whose lives are unspoiled by fear and
hate,l® The aim of education, in fact, the aim of

life is to work joyfully and to find happiness.17/
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These are not value neutral statements because it is asserted
that it is good for all children and adults to be healthy and
happy. They do not, however, provide an ethical or moral standard
for establishing what is educationally 'good'. It is considered
desirable (psychologically) for children to be healthy and happy
because those two conditions are considered sufficient for
development. An implicit assumption in this position is that
'what children do want is what they should want'. It suggests
that children are pre-patterned to act in accord with ethical
norms. The implication for parents and teachers is considerable,
as A.S, Neill points out:

Well, we set out to make a school in which we should
(grant) all children freedom to be themselves. In
order to do this, we had to renounce all discipline,
all direction, all suggestinns, all moral training,
all religious instruction. We have been called brave,
but it did not require courage. All it required was
what we had - - a complete belief in the child as

a good, not an evil being.18

t

In short, for A.S. Neill as well as other romantics, the psycho-
logical concern for mental health and happiness justifies 'freedom’.
Freedom is not regarded as an ethical principle. No effort should
be made to initiate children to ethical principles like justice,
equality, etc. A child is certainly not to be confronted with a

dilemma because the conflict or dissonance might make him 'unhappy'!

. Cultural transmission ideologies are founded in ethical relativism.
They provide no way of challenging or attempting to justify one
cultural standard as better or worse than another. What is 'good'

" or 'bad' depends on what a society regards as 'good' or 'bad'.
Adherents, like B.F. Skinner, deny any function for principles
because the only things that matter are observable scientific
facts. Principles are not considered as guides that help to
choose among different objectives, because it is contended that
principles are based on the unscientific concept of 'free will'.
Moral education is irrelevant. However, several questions are
left unanswered by the cultural relativists: 'Why is cultural

survival good?' 'Why is reinforcement good?' '"Who is the
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cultural designer?' 'Who ought to control the cultural designer?'

The cognitive developmental ideology rests on the assumption that
values are derived from a dialectical relation between psychology

and philosophy. Of course 'psychological facts' must be taken

into account. 'Happiness', 'mental heslth', 'reinforcement', are
important., On the other hand, it is recognized that value universals
are ethical principles which serve as grounds and limits of ratiomnal

assent, Therefore, it is the interaction between psychological

facts and ethical principles which determines a value position -

not only the values of parents or culture. That is not to say
that the knowledge and values of parents and teachers have no
bearing. They can contribute to the development of a rational
justification for value judgments but they do not play the role
of final judges. 1In this sense cognitive development is quite

different from cultural transmission.

Cognitive developmental value assumptions have vast implications
for teachers. They require that every teacher have a sound
knowledge of ethical and psychological principles. The purpose

of value education is to stimulate the development of such ethical
principles. The principles are not universals that must be
applied in certain situations, but they are viewed as representing
increased differentiated stages of reasoning, judgment, and
action. Since these stages are cultural universals, they can be
viewed as long-range goals of teaching ethical principles. These
stages parallel stages of intellectual development outlined by

Piaget. : .

A review of the three categories of psychological, epistemological,
and value of each ideology suggests that the three categories

dealt with are important aspects of each ideology. This also
indicates that the caregories might be helpful in facilitating
increased understanding and development of a conceptual framework
for establishing aims for education and thereby also serve as a
basis for moral education. Of course, this exercise does not

rule out the possibility of identifying other important categories,
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That possibility always exists, no matter how many categories

were chosen. It is in that sense that a 'model' must not be
regarded as immutable. Further research might well result in
important modification in the model itself. The important

question that a model must speak to is: 'Does the model categorize
and classify in such a manner that it offers further knowledge

and understanding about that to which it is applied?' If so,

then a model can be regarded as 'tentatively useful'. The above

analysis would suggest that the categories helped to analyse the

ideologies.

The model for developing a conceptual framework can now be

expanded as diagrammed in Table 7.

TABLE 7

Identifving Assumptions Underlying Ideologies

CONCEPTUAL FRAMEWORK FOR EDUCATION

IDEOLOGIES

ROMANTIC CULTURAL TRANSMISSION COGNITIVE DEVELOPMENT
1 " i
Psycho-|Epistemo~|Value Psych. Epist. Value Psych. |Epist. Value
logical|logical |Assump- Assump. | Assumpt.|Assump. Assump. |Assump.| Assump.
Assump-{Assump- tions
tions tions
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C., Defining Objectives

How are the psychological and philosophical (epistemological and
value) assumptions of each ideology employed to define objectives or aims
for education? The romantics tend to list a 'bag of virtues' which is i

made up of traits characterizing healthy personalities - e.g. creativity,

self-confidence, etc., The traits are selected on the basis of 'psycho-
logical facts'. Little or no consideration is given to implicit philo-

sophical assumptions.

The cultural transmission ideology defines objectives in terms of
standards of knowledge and behaviour learned at school. These are linked
with long-range objectives like success, income, etc. It is assumed that
the existing culture can be maintained and that success can be assured
within the system to those who comply with it. Classical cultural trans-
mission places great emphasis on immutable universal principles which
appear to be valid because they have been handed down through the ages.
Modern cultural transmission (education by machine and stimulus/response
learning paradigm) pays little attention to philosophical assumptidns and
place great emphasis on tests and measurements of achievements in order to
predict where in the social system the child will be most successful as an
adult. Essentially, all cultural transmission adherents derive aims for
education from psychological facts in that they concentrate on this ques-
tion: 'How can children best learn to fit or conform to their contemporary

culture'? This places little or no emphasis on philosophical assumptions.

The cognitive developmental ideology identifies objectives in terms of

increased differentiated and integrated stages of development. Aims for

education are determined on two bases:

a. Do they have a sound basis in psychological fact (e.g. promote stage
development) ?

b. Do they have a sound philosophical basis (epistemological and ethical)?
In other words, do they promote the development of understanding

through an interaction between the learner and his environment?
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D. Developing a Rational Justification for Educational Objectives

In what sense are the aims for education established by each ideology

valuable or desirable? Are they short or long-term objectives?

The romantic ideology encounters considerable problems with respect to
these two questions. The lists which are proposed by romantics seem
rather arbitrary because they differ considerably in content from one
proponent to the next. The question that remains unanswered is: 'Which
list is valid and how can one know?' It can be argued that the reason for
this difficulty is the fact that romantics take only psychological factors
into account. For example, many questions are left unanswered when aims
and education are established only on the basis of asserting that children
must be ‘'healthy' and 'happy'. Does it follow that anything that makes
children happy is educational--promotes understanding? Does it follow
that all undefstanding is equally desirable? These questions remain

unanswered.

The 'virtue wordé' recommended by romantics usually are culturally
relative because no philosophic considerations are taken into account.
The result is, for example, that the behaviour which one person describes
as 'self discipline' is described as 'lack of spontaneity' by another.
The study conducted by Hartshorne and Maylgevealed the relative meaning of
words like 'cheating'., Frequently, a child would consistently cheat in
one kind of situation but not in another. This might suggest that to have
learned not to cheat in one situation does not ensure that a person will
not cheat in a different situation. Whether a person will cheat does not

seem to depend on whether the person adheres to the virtue 'honesty'.

The romantics also fail to offer any solution to a conflict of virtues
in a given situation. Suppose a person claims 'happiness' and 'justice'
as two of a number of virtues. What is, in a particular situation, the
person must make a choice between the two virtues? Romantic ideology
offers no solution. It should be added that most dilemmas entail a con-
flict of several 'virtues'. 1In fact, that is what frequently creates a

dilemma.

Romantics frequently advocate the objective of altering personality.
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However, researchzO suggests that personality traits are fairly stable.
There is little reason to believe that personality trait, like 'passivity',
can be changed in the long run. Therefore it is doubtful that the pursuit
of 'personality changes' serves as a suitable aim for education. What is
more, the objective would be established on psychological grounds without
taking into consideration ethical principles. For example, it fails to
deal with the question 'what right does one person have to change the

personality of another person'?

Cultural transmission adherents do not offer a critical review of the
bag of virtues offered by 'culture'. 'Culture' means different things
and values to different peonle and the ideology provides no way of choosing
one cultural basis from another. For example, do'classical philosophers’
determine the best cultural values? If so, which classical philosopher?
Does one's contemporary culture best determine cultural values? This is

further complicated by a pluralistic society.

Cultural transmission attempts to identify long-term and short-term
aims for education. The long-term aim of attaining intellectual skills
(advocated by 'classical' adherents) has met with some success. This
might be due to the fact that the development of these skills overlaps

with cognitive development and with general intellectual ability.

The reliability of 'achievement tests' for establishing long-term
objectives is less convincing. Such tests do not seem to be very accurate
in predicting the success a person might enjoy later in the job-system.
The main problem with achievement tests is that they predict success
within the school system (elementtary, junior high, senior high, college)
without'justifying the system or determining whether success within they
system is desirable. Their predictive function beyond 'schooling' is
quite 1imited.21 Moreover, no philosophic basis is offered for the use
of achievement tests. Therefore the use of achievement tests to determine

aims of education is questionable.

Cognitive developmental ideology offers a procedure for identifying
universal values as well as a long~-term direction. The invariant sequernce

of stages represents a movement from a less adequate psychological state
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to a more adequate stage of development. The stages are "universals'
because they are not cultural attributes of children in some cultures.
CHildren in all cultures tend to move in the direction of higher Stages
under the stimulation of dissonance. This is the case in both moral

and cognitive development. This psychological theory of development is
complemented by a philosophical conception of adequate principles’' based
on forms of thought. Piaget23 dealt with the epistemological question of
what thought structures are more adequate and adaptive for dealing with
complexities. Ethical adequacy is dealt with in terms of how higher
stages deal with more facets or aspects of ethical problems.24 This
makes the cognitive developmental ideology partly empirical (psychological
aspect) and partly analytical (the philosophic aspects)., Educational
objectives require that both aspects be taken into account. Otherwise,
educators either commit the 'psychological fallacy' or rely on rationally
accepted principles which might be little more than arbitrary doctrine.
The joint consideration of facts of psychological development and philo-
sophical principles can make possible the establishment of worthwhile

aims for education.

At this point the Model for the development of conceptual framework
can be expanded to include two more dimensions:
a, defining objectives

b. justification for an ideology or conceptual framework

Analysing the way ideologies establish aims for education helps to
clarify the various levels of consistency of these ideologies. It helps
to point out in what way an ideology is internally consistent--consistent

‘within the terms of facts and assumptions incorporated in the ideology.
It also points out in what way the ideology fails to take into account
certain facts and assumptions necessary to justify aims for education.
Therefore, justifying how ideologies arrive at aims for education is a
valuable component in a model for the development of a conceptual frame-

work for education. The expanded Model is diagrammed in Table 8.
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Not only did the analysis of 'defining objectives' facilitate
understanding of the ideologies, but it also revealed the 'justification'

offered by each ideology for its aims of education. That is the main

function of the Model--to disclose what justification is offered by each

ideology for its aims of education. It would seem that the Model25 can

help to deal with the key issues related to the establishment of educa-
tional objectives. These are:

1. justification for the desirability of aims

2. justification for universal aims
3. justification for short-term aims
4

. justification for long-term developmental aims

The fact that the Model deals with the value assumptions implicit
in education, makes it an appropriate Model for establishing the basis
for moral education. The Model suggests that the establishment of
ob jectives for moral education must be done through psychological facts,
epistemological assumptions, and value assumptions because these are the

categories necessary to establish aims of education.
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This is an oversimplification of both positions but it should be
mentioned even though this is not the place to deal with it in detail.

Kurt Baier has elaborated on some of the problems related to trying to
justify a value position in a pluralistic society. See Kurt Baier,

"Ethical pluralism and moral education', Moral Education: Interdisciplinary
Approaches, ed. by Clive H. Beck, Brian S, Crittenden, and Edmund V.
Sullivan, pp. 93-112.

A.S, Neill, Summerhill, p. 4.

Ibid., p. 297.
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A note of clarification should be made about adopting a conceptual
framework. To adopt a particular conceptual framework does not mean

that the framework is considered immutable and complete and that it

must be defended forever at all cost of energy and integrity. Frequently,
a framework is adopted with considerable reluctance (as is the case in
this study) because many questions remain unanswered. Educators have no
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choice--they must proceed from a framework, consciously or unconsciously
in establishing aims for education.  ~ Since the aims of education affect
the lives of many people, it is the moral obligation of educators to
give careful consideration to the aims they set. Therefore, educators
should take time to develop conceptual frameworks even though no frame-
work may be entirely satisfactory.
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CHAPTER THREE

The Development of Moral Reasoning
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The model for establishing the psychological and philosophical basis
for moral education suggests that the cognitive developmental learning
paradigm offers an adequate psychological and philosophical basis for
education. However, before it is used as a basis for moral education, a
closer look at the psychological and philosophical assumptions of cognitive
development is required. To do so requires a review of the studies con-
ducted by Jean Piaget on cognitive development, for they serve as the
basis for the studies on the development of moral reasoning  Although
Piaget explored some of the implications of his findings in cognitive
development for the development of moral reasoning, the major studies in
the development of moral reasoning were conducted by Lawrence Kohlberg,

Elliot Turiel, James Rest,and others.

A. Jean Piaget and Cognitive Development

The studies in genetic epistemology conducted by Jean Piaget
have provided considerable insight into how children acquire the
ability to 'understand'. Piaget has drawn attention to the develop-
ment of 'forms of thought' which people use to try to understand the
environment with which they interact. He identified four levels or
‘stages of thought:

1. sensorimotor stage

2 pre-operational or representational stage

3. concrete operational stage
4

formal hypothetical deductive reasoning stage

The stages are in a hierarchical order from the least complex to
the most complex. Everyone moves through some or all of these stages,
at his or her own rate of development, in the order of complexity
beginning with the least complex stage. Hence, the stages reflect an
invariant sequence of cognitive development. People move from one
stage to the next when they experience disequilibrium as they interact
with their environment. In other words, a person might be challenged
to try a more complex form of thought when he discovers the limitations

of his dominant form of thought.

A basic understanding of Piaget's stages of development is
g g g pm




-53-

essential for an understanding of the development of moral reasoning

because the psychological theory of morality underlying the develop-
1

ment of moral reasoning derives largely from Piaget. What follows

is a brief account of Piaget's stages of cognitive development.

During the first two years after birth, children develop sensori-
2
motor or practical intelligence. They are preoccupied with action,
and not with ideas. The dominant form of thought from two to seven

is intuition. Children form representational images of what they

perceive through the senses. But, there are no logical correlations
of these representations of perceptions. For example, eight blue
discs are lined up with small spaces between them. The child is required
to pick up the same number of red discs from a pile and line them up.
The four to five year old displays no concern for the spaces between
the discs but only for the length of the line. The six year old
matches the disc. However, if the blue line is stretched after the
child has matched the red line, he says the blue line is longer.

This experiment suggests representational action and thought is based
entirely on perception. It is clearly a prelogical form of thinking
and understanding. The following is another example to demonstrate
the pre-logical form of thought. Three balls, A,B, and C, each
representing different colours are strung on a wire. The child
observes that they enter a tube in the A, B, and C sequence. He
anticipates that they will emerge in the same order. However, if the
tube is rotated 180° after the balls enter, the child still anticipates
the same sequence as the order in which the balls entered. This
suggests that the child formed a picture or imitation of reality (the
order in which the balls entered the tube) but lacks the logical
operation necessary to anticipate a reverse order when the tube is
turned 180°. The child demonstrates an elementary intuition of
spatial relationships. His forms of thought could be compared to
habits--they are irreversible and rigid. (The logical operation
required in the experiment above is as awkward for the child as the
attempt to reverse the order of writing habit from left to right.)
The child can anticipate the consequences of action and perceptions
because of the representational images but he cannot form any logical

operations.
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The emergence of the ability to perform logical operations occurs
from seven to twelve. Operations refer to actions whose origins are
perceptual, intuitive or motor (muscle movements). There are many
operations: logical operations, arithmetic operations, geometric
overations, temporal operations, mechanical operations, and physical
operations. The following is an example of the logical operation of
addition and its reverse, subtraction. The child is given a pile of
sticks and is asked to place them in order from shortest to longest.

A child at the intuitive stage (two to seven) will do the experiment
on the basis of comparing two sticks and placing the shorter of the
two first without realizing that there might well be shorter sticks
than the two he picked up. The child at age seven plus, does the
following operational thinking: A, B, C, D etc. In other words, he
finds the smallest stick and places it down first. Then he finds

fhe smallest stick of those that are left and places it down. The
child displays an understanding of 'smaller than' and 'larger than'
(adding and subtracting). The 'operational reversibility' permits
logical operations. It must be observed, though, that the logical
operations both have a concrete perceptual base, The logical
operations are performed on perceptions, on mental representations of
perceptions (intuitions), or on action. The following example also
jllustrates the central characteristic of the logical thinking of
children in this age group. The child is presented with an open box
containing two or three white wooden beads and about twenty brown
wooden beads. He is asked whether there are more wooden beads or
more brown beads in the box. Below the age of seven, most children
say there aré more brown beads. This indicates that they are unable
to compare a part of all the beads with all the beads, but are able to
coﬁpare only the two parts that make up the whole. However, beyond the
age of seven the child shows that he can compare the part with the
whole because he recognizes that there must be more wooden beads than
brown beads because the whole is greater than any of its parts. This
response also reflects the child's ability to understand the two main
laws of groupings, namely, composition and reversibility. The child
not only assimilates what he perceives but organizes what he perceives

by identifying logical relationships. This, Piaget calls concrete

operational thought.
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During early adolescence children usually become capable of
hypothetico-deductive reasoning. For the first time, they develop
systems and theories. They acquire principles which can be applied
in various situations. They are intrigued by possible solutions to
problems. Prior to this age, they will try to recall a parallel
situation and its corresponding solution. After the age of eleven or
twelve they will conjure up all kinds of possible approaches and
solutions including some which have no basis in their own past
experiences, perceptions, or intuitions (mental representations df
experiences). This makes it possible for adolescents to reason about
a simple hypothesis: The following example illustrates the point.

E - has darker air than L. E's hair is lighter than T's hair. Which
of the three has the darkest hair. Most children before the age of
twelve reply as follows: E and L are dark-haired. E and T are light-
haired. Therefore L has the darkest hair, T has the lightest hair

and E is inbetween. The adolescent recognizes that T must have the
darkest hair. If the pre-adolescent could have seen the hair of the
three people, he could have answered correctly without any difficulty
because then the problem would require a concrete operational solution
similar to the problem in the preceding paragraph, However, the child
.could not see the three people and therefore had to do logical
operations .on the plane bf ideas with the support of perceptions,

experience or faith to solve the problem. He could not do it. On the

other hand, since the adolescent was able to solve the problem, he

showed that he could operate on the plane of ideas or make an 'hypothesis'

Through hypbthetico—deductive reasoning3 he was able to solve the problem.

He was able to draw conclusions from pure hypothesis without the support
of actual observations. He did not rely on factual truth to solve the

problem but on the use of logical operations in a hypothetical situa-

tion. The adolescent was able to work from propositions whereas the
child could only apply operations on objects, experiences, or intui-
tions. 1In a sense, the adolescent is liberated from the limitations
of concrete operational thought--free to think or reflect on theories
that go beyond his range of experiences and intuition. This allows
for increased differentiated and integrated understanding never before
possible. However, it is dependent on concrete operational thought.

An understanding of the logic of relations, classes, and numbers is
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acquired through concrete operational thought. This understanding
in turn is the basis for the logic of propositions of operations.
The logic of propositions is entailed in formal thinking and under-

standing.

Special problems are related to the transitional stage when a
person moves from one level of thinking and understanding to another.
First, the transition is characterized by inconsistencies and unset-
tledness. The person is somewhat insecure and awkward in his explo-
rations into new forms of thinking. This appears to be particularly
characteristic of adolescents as they explore formal thinking. A
secure and adequate base in concrete operational thought appears to
make the transition easier. Second, the transition is characterized
by a higher than usual degree of egocentricity. This is reflected
in the adolescent's emphasis on idealistic solutions to the world's
reality. After the adolescent understands the operation and limitation
of formal thinking, his 'centering' on metaphysical or ideal solutions
of problems is brought in balance with due consideration for reality.
In other words, formal thought is used to predict and interpret
experience. This is the most differentiated form of equilibrium

possible.

In summary, intellectual development for Piaget is "an organiza-
tion process' and what is organized are active, intellectual opera-
tions; their organization into systems with definable structure is

the sine qua non for 'good' cognition, i.e cognition of a greater

genetic maturity.

Piaget also established the foundation for recent research in
the development of moral reasoning.5 By paying careful attention to
what children say, probing questions, numerous interviews, and hypo-
thetical stories, Piaget concluded that children pass through stages
-of development in moral reasoning. The moral domaih, for Piaget,
refers to the obligations and rights that people assume as they
recognize the reciprocal inter-relationships among each other's
interests and needs. Piaget identified two basic categories--heter-

onomy and autonomy. These can be illustrated in people's concept of
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‘cooperation'. Children's concept of 'cooperation' as it relates

to adults is characterized by 'unilateral respect'. Adults' concept
of cooperation generally is characterized by mutual respect. The
former is an example of a heteronomous person and the latter is an
example of an autonomous person. In short, what is most significant
about Piaget's observations about the development of moral reasoning,
is that the same moral concept frequently means different things to
different people. This difference seems to reflect different ways of

understanding 'obligations' and 'rights'.

As was pointed out in the introduction to this Chapter, the
major research in the development of moral reasoning was conducted some

time after Piaget wrote The Moral Judgment of the Child (1932).6 A

‘recent thrust in the development of moral reasoning is the work of
Lawrence Kohlberg. Others, like Elliot Turiel and James Rést, have
identified important facets of the basic conceptual framework
developed by Kohlberg, It is to this body of research that attention
should be drawn to establish a psychological and philosophical basis

for the development of moral reasoning.
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B. TLawrence Kohlberg and the development of moral reasoning

1, Psychological theory of development
Lawrence Kohlberg identified an invariant sequence of stages
of moral reasoning which parallels the stages of cognitive
development identified by Piaget. Through cross-cultural studies
and longitudinal studies,7 Kohlberg identified six stages of
moral reasoning. These are{
I. Preconventional level
1. Punishment and obedience orientation,
2. Instrumental relativist orientation.
II. Conventional Level
3. 1Interpersonal concordance or 'good boy--nice girl'
A orientation.
4, Law and order orientation.
I1II. Post conventional Level
5. Social-contract legalistic orientation.

6. Universal ethical-principle orientation.

At the preconventional level the child operates on the basis
~of what is consideredvgood and bad, right or wrong as defined by
his.cultural environment. He identifies them by the punishment
or reward consequences of his action., Stage one is strictly a
matter of avoiding punishment. Power is considered right. There-
fore one must be obedient. No sense of moral values of life is
displayed. For example, with respect to the moral worth of human
life, when a ten year old .boy was asked the question: "Is it
better to save the life of one important person or a lot of
unimportant people?", he replied:

A1l the people that aren't important because one man
just has one house, maybe a lot of furniture, but a
whole bunch of people have an awful lot of furniture
and some of these poor people might have a lot of
money and it doesn't look it."?

No distinction is drawn between the moral worth of human life and

physical and social values.

The main concern at stage two is the satisfaction of one's

own needs and sometimes the needs of others. Immediate pragmatic
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considerations are normative. For example, with respect to the
moral worth of human life, when a thirteen year old boy was
asked the guestion,” Should doctors 'mercy kill' a fatally ill
woman requesting death because of the pain?'", he replied:

"Maybe it would be good to put her out of her pain,
she'd be better off that way. But the husband
wouldn't want it, it's not like an animal. If a
pet dies you can get along without it--it isn't
something you really need. Well, you can get a
new wife, but it's not really the same.'l0

The reply suggests that the value of a human life is a matter of
the way it satisfies the needs of its possessor or of other

persons.,

At the conventional level, the person displays a concern for
group loyalty. The expectations of the group take precedence
over immediate consequences. At stage three, good behaviour is
that which pleases or helps others and is approved by them.
Behaviour is frequently judged by intention. For example, with
respect to the moral worth of human life, when a sixteen year old
boy was asked the question put to the thirteen year old boy (above),
he replied:

"It might be best for her, but her husband--it's a human
life--not like an animal, it just doesn't have the same
relationship that a human being does to a family. You
can become attached to a dog, but nothing like a human
you know. "1

The boy expressed a concern for a special affective relationship

possible among members of a family.

At stage four, at which most people peak, there is an
awareness of a social order and concern to maintain it through
centres of authority, fixed ruies, and doing one's duty. For
example, another sixteen year old boy replied to the above ques-
tion as follows:

"I don't know. In one way it's murder, it is not a
right or privilege of man to decide who shall live
and who shall die. God put life into everybody on
earth and you are taking away something from that
person that came directly from God, and you're
destroying something that is very sacred, it's in
a way part of God and it's almost destroying a part
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of God when you kill a person. There's something
of God in everyone.'l2

The value of life is determined by sacred order of rights and
duties with which nobody has a right to tamper. This order

serves the group.

The post-conventional autonomous or principled level of
moral judgment is made independently of authority and the
individual's immediate interests. At stage five, the social-
contract legalistic orientation, modifies the legal point of view

by taking into account social utility. There is a clear aware-

ness of the relativism of personal values and corresponding
emphasis on procedural rules for reaching a consensus. It is
recognized that certain aspects belong to the rule of law. The
United States constitution and government is a good example of
stage five. A young man, age twenty, when asked the same question
as above, replied as follows:

"Given the ethics of the doctor who has taken on
responsibility to save human life--from that point
of view, he probably shouldn't, but there is another
side; there are more and more people in the medical
profession who are thinking it is a hardship on
everyone, the person, the family, when you know they
are going to die. When a person is kept alive by
artificial lung or kidney it's more like being a
vegetable than being a human who is alive. If it's
her choice I think there are certain rights and
privileges that go along with being a human being.

I am a human being and have certain desires for life
and I think everybody else does too and in that sense
we're all equal."l3

Life is valued, by this man, both in terms of its relation to the

cormunity welfare and in terms of being a universal human right.

Stage six, the universal ethical-principle orientation
reflects the truly autonomous person who acts on the basis of
self -chosen ethical principles grounded in logical consistency
and universality. They are abstract (e.g. The Golden Rule) and
not concrete (e.g. The Ten Commandments). For example, when a
young man, age twenty-four, was asked "Should the husband steal

the drug to save his wife? How about for someone he just knows?",

he replied:
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"Yes, a human life takes precedence over any other
moral or legal value, whoever it is. A human life
has inherent value whether or not it is valued by
a particular individual."

("Why is that?™

"The inherent worth of the individual human being is

the central value in a set of values where the principles
of justice and love are normative for all human
relationships."14

This man has expressed a belief in the sacredness of human life
as representing a universal human value of respect for the

individual.

It is apparent from Kohlberg's description of the stages
that specific motivations for moral action characterize each
stage. At stage one, action is motivated by the avoidance of
punishment, and "conscience' is irrational fear of punishment.

At stage two, action is motivated by a desire for reward or
benefit. In other words, under certain beneficial circumstances,
fear of punishment might be overruled. At stage three, action

is motivated by consideration for approval of others, actual or
imagined. At stage four, action is motivated by anticipating
dishonour or group censure for failure to do one's duty. At

stage five, action is motivated by a concern for maintaining the
respect of equals and of the community. At stage six, action is
motivated by a concern about self-condemnation for violating one's

own principles.

Not only did Kohlberg identify six stages of moral develop-
ment, but he also obsérved that these stages appeared in the same
sequence in all cultures included in the experiments. People
seldom responded to a moral issue at a level below their individual
dominant stage. If a person changed his stage he would move to
a higher stage. 1In all cultures involved in the experiment, most
people never reached stage six. Different cultures peaked at
different stages. For example, most of the middle-class urbsan
boys in the United States reached level four and five by the time

they were sixteen whereas most Mexican boys at the same age
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reached level three and four,

Kohlberg summarized the psychological theory underlying
cognitive development and, therefore, also the development of
moral reasoning, as follows:

1. The terms '"cognition", "thought", or "intelligence",
basically refer to adaptive actions upon objects
or internalization of such action. Mature or
adequate cognition is identified by an equilibrium
or reciprocity between action and object. Cognition
is defined as function (as modes of action) rather
than as content (as sets of words, ''wverbal responses',
associations, memories, etc.), or as a faculty or
ability (a power of producing words, memories, etc.).
The encouragement of c¢ognitive development, there
is the provision of opportunities for activities of
an organized or equilibriated form.

2. Cognition proceeds from stages of structural
reorganization. While cognitive functions are
present from birth, cognitive structures are
radically different from one stage to the next.

3. The implication of structural reorganization in
development is that the source of cognitive structure
and of cognitive development is to be found neither
in the structure and maturation of the organism nor
in the teaching structures of the environment, but
in the structure of the interaction between organism
and environment.

4, The optimal conditions for such structural reorgani-
zation entail some optimal balance of discrepancy and
match between the behaviour structures of the child
and the structure of his psychological environment.

5. From birth, there are inherent motives for cognitive
activities, but these motives too, undergo structural
charnige in development.

6. Both the '"cognitive' and the "affective'" are functions,
not psychic contents or structures. Cognitive and
affective development are parallel aspects of the
structural transformation undergone in development,15

Several concepts in the above summary require further clari-
fication, One of the key concepts is 'structural reorganization'.

Kohlberg defines structure as ''the general characteristics of
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shape, pattern, or orgénization of response rather than the rate
or intensity of response or its pairing with particular stimuli"
All mental structures have a cognitive component; hence the
reference to 'cognitive structures'. Cognition means putting
things together or relating events. Cognitive structures are
'rules for processing information or for connecting experienced
events.' It is considered an 'active connecting process and not

a passive connecting of events through external association and

repetition.' The process of relating events depends upon 'general

categories which represent .the modes of relating common to any

experienced events, for example, causality, substantiality, space,

. . . 17 .
time, quantity, and logic." Basic neutral structures are the
result of an "interaction between certain organismic structuring

. . 18
tendencies and the structure of the outside world".

Cognitive structures lead to the core of the cognitive

development theory-—cognitive stages. Kohlberg offers the
following general characteristics of stages:

1. Stages imply distinct or qualitative differences in
children's [all people's] modes of thinking or of
solving the same problem at different ages.

2. These different modes of thought form an invariant
sequence, order, or succaession in individual
development. While cultural factors may speed up,
slow down, or stop development, they do not change
its sequence.

3. Each of these different and sequential modes of
thought forms a "structural whole". A given stage-~
response on a task dces not just represent a
specific response determined by knowledge and
familiarity with that task or tasks similar to it;
rather it represents an underlying thought-organi-
zation . . .

4, Cognitive stages are hierarchical integrations.
Stages form an order of increasingly differentiated
and integrated structures to fulfil a common function,

In summary, an interactional conception of 'stages' assumes
that "experience is necessary for the stages to take the shape
they do as well as assuming that generally more--or richer
stimulation will lead to faster advances through the series

involved."20

19

16
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Each stage (except stage 6 according to Kohlberg) is
characterized by certain limitations. For example, stage two
offers no basis for building social structures for cooperation.
Stage three provides no way of understanding conflicts of
loyalties. Stage four provides no critique of existing social
structures or for choosing new laws. In short, higher stages of
moral reasoning provide people with more strategies with which

to clarify and resolve moral issues.

Central to the cognitive stages outlined by Kohlberg is the
following questién: 'How do people move from one stage to the
next?'. This question centres on the issue of interaction which
is the source of the 'developing structures' that characterize
the various stages.22 The biological characteristics of the
learner combine with experience in forming structures. The way
in which the organism deals with reality is in part determined by

the.biological principles of organization, adaptation, (assimi-

lation and accommodation) and equilibration. Turiel explains

'restructuring' (movement from one stage to the next) as follows:

The existing structure influences how the environment
is experienced and it is an interaction of that
structure and new experience that leads to a re-
organization of structure. . . . The child's [or
person at any age] structure has been acquired in the
developmental process and has been determined by an
interaction of organismic tendencies and his previous
experiences. The interaction must be conceived as
multiple since, in a sense, new experiences are
interacting with previous experiences, as these are
represented in the existing structure. 23

Several conditions must prevail if inferaction between the
learner and the environment is to result in cognitive develop-
ment., First, interaction between the learner and the environ-
ment requires a 'match' similar to what David Hunt describes
in "Matching models and moral training”.24 David Rappaport

'ego' and his

describes the match as an interaction between the
'id' and the 'environment'. The 'ego structure and organization'
parallels Kohlberg's stages of development. Rappaport maintains

that interaction can stimulate 'ego structure and organization'
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changes to allow for increased relative autonomy OT what

Kohlberg would refer to as higher stages of moral reasoning.

Elliot Turiel used Hunt's matching model to determine which
interaction solicited the most eager response and consequently
resulted in developmental changes. He conducted the following

study.

He classified a group of seventh-grade boys according to
their dominant moral stage. He assigned each to one of four
treatment conditions——one above, one below and two above their
dominant stage, or to a control group. Then they were exposed
to role playing and discussion at the different levels. They
were retested after one week to determine their post-treatment
stage of moral development to establish what, if any, change
had occurred. The results of the experiment and other325 showed
that exposure to stimulation one stage above the child's present
stage produced the greatest change. For example, a student whose
dominant stage was stage two, responded most eagerly to hypo-
thetical situations that required level three kind of differen-

. tiatiom. Secondly, the research indicated that people do not
respond to stimulation two stages above their dominant stage.
Thirdly, although no change was observed in using the stage which
is one below the dominant stage, it was being used. 1In other

words, people operate at at least three stages.

To comprehend the next stage up requires considerable usage
of that structure of thought. For example, children whose
parents are at the principled level reach higher stages faster
than those whose parents are at lower stages of development.

In other words, a child must be involved in situations which
require higher levels of moral reasoning in order to develop to
higher stages. Social participation (role-taking) is a necessary
environment for moral development because it involves a continual
process of matching a moral view to one's experience of 1life in a
social world. Experiences of conflict in this process generates

movement from structural stage to structural stage.
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An understanding of the 'laws of transition' from one
stage to the next is important for creating a 'match'., Central
to this issue is Piaget's concept of 'disequilibrium'. It
should be recalled that people deal with their enviromments using
the cognitive structures available to them. Cognitive structural
change may occur through a person's inability to assimilate
(or accommodate) events completely with their existing structures.
If the required operations for assimilation are developmentally
close enough to a person's cognitive structure, then the dis-
equilibrium created by the event may motivate attempts to achieve
a new equilibrium which makes possible a more complete assimila-
tion of the new experience. Turiel reports that two main factors
characterize the equilibration process: the organizational and
the energetic. The energetic factor refers to '"the affective
experience of disequilibrium that must exist if the equilibrium

28 The organizational factor refers

process is to take place."
to (a) the environmental conditions that facilitate mental
actions necessary for the attainment of a more progres-
sive cognitive organization, and
(b) the effects of different symbolic media on cognitive

reorganization.

Turiel summarizes the process of disequilibrium and stage
movement as follows:

. . . change occurs when perceived conceptual
contradictions energize attempts to restructure
by exploring the organizational properties of
the higher mode of thought. "30

Another factor that facilitates stage movement is the
ability to operate at several stages.31 Children who have
fixated at one stage experience very little cognitive conflict
and therefore such children experience very few contradictions
in the external environmént. However, children who do operate
at several levels can be induced to experience disequilibrium
through structural contradictions at one stage above their
dominant stages. In other words, ''stage mixture serves to

facilitate the perception of contradictions, making the individual
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more susceptible to disequilibrium and consequently more likely

to progress developmentally."32

In conclusion, Table 9 illustrates stage movement at each
of Kohlberg's six stages as well as the main motivating factor

for making the move.

TABLE 9

Stage Movement through Kohlberg's Six Stages of Moral Development

Dominant
Stages

Stage . . JAincreasing relative autonomy

Stage

Stage

Stage

6
5
Stage 4 - . . . 4
3
2
1

Stage

1 |

Motivating
Stages: 1 2 3 4 5 6
2. Philosophical assumptions of the development of moral reasoning

Psychological evidence concerning the culturally universal
stages of moral reasoning does not provide a sufficient basis
for determining whether educators ought to encourage the develop-
ment of moral reasoning. This is so for several reasons. First,
it must be established that stage six is a higher stage, not
only psychologically which has been pointed out, but also philo-
sophically. To move from the 'is' of natural development to an
'ought' of moral education is a value issue. Moral judgments
cannot be reduced to non-moréi cfiteria.a If rules,-regulations,
or laws of natural development control a person's action, he
does not have the choice of being moral. However, moral judgments
entail choice. TFor these reasons it is essential to establish
philosophically whether stage six moral reasoning produces more

adequate moral judgments. In other words, the psychological
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evidence suggests that stage six moral reasoning does produce
~more adequate moral judgments. The question is: 1is it also

more adequate in a philosophical sense (i.e. in terms of the
structure of the argument)? If the moral philosophic criteria of
stage six are also more adequate, than the previous stages,

then it can be argued that educators ought to encourage the

development of moral reasoning.

Kohlberg argues that the formalistic tradition in philo-
sophic ethics (from Kant to Rawls) provides a philosophic basis
for cognitive devélopment. He claims it is naturally allied
with the psychological theory of stage development. Briefly his
argument is as follows. Psychological research points out that
the logical structures of higher stages is characterized by
increased differentiation and integration. For example, higher
forms of thought are capable of coordinating an increased
number of points of view. Formalistic philosophy introduces
principles of 'justice' or 'fairness' which can be applied to
resolve all conflicting claims in a dispute. A resolution
would entail 'giving' each his due according to some principle

~of justice that can be recognized as fair by all the conflicting
parties involved.33 Kohlberg claims that this is done most
adequately at stage six. Thus he identified an isomorphism
between the moral philosophic criteria of adequacy or moral
judgment and the physhcological theory of cognitive development.
In short, Kohlberg claims that "the philosopher's justification

of a higher stage of moral reasoning maps into the psychologists'

explanation of movement to a higher stage, and vice versa'l.

Kohlberg's justification for claiming that stage six moral
reasoning produces the most morally adequate judgment is based
on natural structures which he calls 'stages'. They are natural
in the sense that they are the result of processing moral
experience. Moral theory is a "constructive systematization of
these natural structures”.35 What are the formalistic properties
of the highest decision-making structure (Stage 6) that make it

philosophically the most adequate?
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First, the criteria of differentiation and integration
will be dealt with. It has been pointed out earlier that these
two criteria reflect the explanatory power of the psychological
development of 'thinking'. Philosophically, they are necessary
in rational justification and choice. This can be illustrated
through an analysis of the usage of the universal moral categories
"rights' and 'duties' from stages one to six:

Stage 1. Having a Right: Means having the power or

authority to control something or scmeone, or it is

confused with being right (in accordance with authority).
Obligation: or '"should" is what one '"has to

do" because of the demands of external authorities,
rules or the external situation.

Stage 2. Having a Right: implies freedom of the self
to choose and to control the self and its possessions.
One has a right to ignore the positive claim or welfare
of another as long as one does not directly violate

his freedom, or injure him. (Having a right differen-
tiated from being right, and from being given the

power to, by a status one holds.)

Obligation: Obligation of '"should" is a
hypothetical imperative contingent on choice in terms
of an end. In this sense, obligations are limited to
oneself and one's ends. ('"Should " or obligation
differentiated from "has to", from external or authori-
tative compulsion).

Stage 3. Having a Right: implies an exception of control
and freedom which a '"good" or natural person would claim.
A right is based either on a rule or on a legitimate
expectation towards others, e.g. you have a right to

have your property respected since you worked hard to
acquire the property. Rights are earned. (Having a
right differentiated from the freedom to control and
choose.)

Obligation: Should or "duty" equals a role-
obligation, what it is incumbent on a member of a social
position to do for his role-partner as defined by rules,
by the expectation of the role-partner, or by what a
good role-incumbant (a good husband, a good doctor)
would do. (Obligation differentiated from being a means
to a desired end.)

Stage 4., Having a Right. Rights are: (8) categorical
general freedoms and expectations which all members of
society have, and (b) rights awarded to particular
roles by society. General rights usually take primacy
over role-rights. (Having a right differentiated from
a particular legitimate expectation.)

Obligation: Obligations are responsibilities,

36
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i.e. welfare states of others or_.of society for
which one is accountable. These responsibilities
arise through: (&) being a member of society, and
. (b) voluntarily entering into roles which entail
these responsibilities. (obligations or duty as
commitment and responsibility differentiated from
what is typically expected of a role-occupant.)

Stage 5. Having a Right. Has an awareness of
human or natural rights or liberties which are
prior to society and which society is to protect.
It is usually thought by stage five that freedoms
should be limited by society and law only when
they are incompatible with the like freedoms of
others. (Natural rights differentiated from
societally awarded rights.)

Obligations: Obligations are what one has
contracted to fulfil in order to have one's own rights
respected and protected. These obligations are
defined in terms of a ratinnal concern for welfare

of others. (Obligations as required rational
concern for welfare differentiated from fixed
responsibilities.)

Stage 6. Having a Right: There are universal rights
of just treatment which go beyond liberties and which
represent universalizable claims of one individual
upon another.

Obligations: Any right or just claim by an
individual gives use to a corresponding duty to
another individual.37

The usage of the concepts 'rights' and 'duties' indicate

that each higher stage is more differentiated and integrated

than the prior stage. Only at stage six are 'rights' and 'duties'
completely correlative. The lack of correlativity, even at
stage five, is illustrated in the following example:

"Morality to me means recognizing the rights of others
first to life and then to do as they please as long
as it doesn't interfere with somebody else's rights."

The correlative to 'right' in society is clearly present in
the statement--for every right, society has some duty to protect
that right. However, there is not correlativity between individual
rights and duties in the absence of a contract. Recognition of
individual rights does not directly generate individual duties.

In the Heinz dilemma, people at stage five recognize the woman's

right to live, but they do not believe that it generates the
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obligation to steal to save her life: 'Stealing' in this
situation would not be 'wronmg' but it would go 'beyond the call
of duty' and be regarded as a deed of supererogation. In con-
trast, people at stage six consider it the husband's duty to
steal the drug so that his wife can realize her right, namely,

the right to live.

To make 'rights' and 'duties' correlative requires the
judgment of an automonous rational moral agent., He is 'fair',
but he is not a 'saint'. He does only what he is rationally
prepared to demand that others do as a duty. This account of
moral judgments ?oses a further question:

[What does it mea@} for a "rationally moral agent"
to choose between conflicting duties since he
cannot be an omnipotent saint?'39

The question is only partially resolved by the second group of
categories that characterize stage six as being philosophically
more adequate. These are 'universalizability' and 'reversibility'
Again, Kohlberg adoped.the formalists' (Kant, Rawls, etc.)
argument that rational moral judgments must be reversible, con-
sistent, and universalizable, and that this implies the pre-

scriptivity41 of such judgments.

'Reversibility’' is a central concept in developmental
theory. Piaget considers it to be the keystone of logic. For
example, one can move back and forth between the premises and
conclusions in a syllogistic argument. The same applies to
mathematical logic. Similarly 'reversibility' is central to
moral thought. To say-that 'rights' and 'duties' are correlative
is to say that one can move back and forth between them without
distortion. 1In fact, 'universalizability' is '"fully attained by
the 'reversibility' of prescri?tions of actions".42 In other
vords, 'fairness' is attained through 'reversibility' in the
sense that a moral decision requires that all interested parties
agree as they consider their own claims impartially. Each party
to the agreement arrives at the same decision as each person puts

himeelf in the shoes of the other.

40



-72-

Universalizability raises the question, "What if everyone
did it?" or "What if everyone made this decision?'" The answer
to this question is implied in reversibility. If something
seems right from the conflicting points of view of all those
involved in the situation, it would-appear to be the right thing

to do for everyone in that situation.

Not only does reversibility imply ‘universalizability', it
also implies 'reciprocity'--a conception held at every stage.
At stage one, the conception of reciprocity is mechanical
equivalence-—'anbeye for an eye and a tooth for a tooth'. At
stage two, reciprocity is reflected through an awareness of
'fairness' as positive (or negative) exchange of gratification--
'if you contribute- to my needs and interests, it's fair for me to
contribute to yours.' At stage five, reciprocity means reciprocity
of contractual rights. At stage six, reversibility is attained
through "ideal role-taking"43 which, according to Kohlberg involves
the following steps:

1. To imagine oneself in each person's position in
that situation (including the self) and to con-
sider all the claims he could make (or which
the self could make in his position).

2, Then to imagine that the individual does not
know which person he is in the situation [Rawl's
'veil of ignorance' as to one's identity%4%4] and
to ask whether he would still uphold the claim.

3. Then to act in accordance with these reversible
claims in the situationf‘5

This stage six approach to moral dilemmas links in with the
'natural stage development'. In a study by A. Erdynast,46 only

respondents at stage five could change to the stage six approach

to moral development.

This summary of the philosophic assumptions underlying the
development of moral reasoning, would suggest that the moral
theory explicated by Kohlberg parallels his psychological theory

of natural stage development.
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C. Key issues concerning the development of moral reasoning which require

further research

The main difficulty with Kohlberg's theory arises from the stage
six moral principled reasoning. Eventually, the perameters for stages
one to five were established by psychological eﬁidence. The 'natural'
stages one to five seemed to accommodate all moral experience except
individually principled moral decisions. Kohlberg created a stage
six to accommodate these decisions. That stage six reflects a new
decision-making process is evident in the following arguments:

Philosopher I: (stage five)

What Heinz did was not wrong. The distribution of
scarce drugs should be regulated by principles of fair-
ness. In the absence of such regulations, the druggist
was within his legal rights, but in the circumstances he
has no - moral complaint. He was within his moral
rights, however, unless it was within his society a
strongly disapproved thing to do. While what Heinz
did was not wrong, it was not his duty to do it. 1In
this case it was not wrong for Heinz to steal the drug,
but it goes beyong the call of duty; it was a deed of
superogation.

Philsopher II: (stage six)
Question: If the husband does not feel very close
or affectionate to his wife, should he steal the drug?
Answer: Yes. The value of her life is independent
of any personal ties. The value of human life is based
on the fact that it offers the only possible source of
a categorical moral 'ought'" to a rational being acting
in the role of a moral agent.
Question: Suppose it were a friend or an acquaintance?
Answer: Yes, the value of human life remains the
same, 47

The structure of the stage five argument is based on social
contract, whereas that of stage six is based on principled moral
reasoning. The duties and rights are viewed in the context of the
principle, 'primacy of life over property'. The stage six philosopher
insists that this should always be the case in every situation and
therefore he reflects a new decision-making process which is not
characteristic of stage five moral decisions. In-so-far as stage
five moral judgments are not based on moral principled decision-
making, they are less adequate than stage six moral judgments because

a stage five philosopher has no way of establishing the 'morality’
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of a particular social contract. To establish the morality of a
contract would require determining the priority of principles under-
lying one contract as opposed to another. Stage six is supposed to
enable a philosopher (or any other person) to establish a priority

of principles in a given situation.

The difficulty with Kohlberg's stage six lies not with moral
principled decision-making, but with how he claims this is accomplished,
He identified what he regarded as the fundamental moral principle
which he called a categorical imperative (following Kant, R .M. Hare,
and Rawls).48 He claimed that, by stage six, 'authority' and
'utilityv' are replaced by the principle of 'justice'. The principle
of 'justice' is regarded as the universal absolute principle since it
is compatible with the logical properties of ethical terms, namely,
'prescriptivity' and 'universalization'. 'Justice, therefore, is a
mode or rule of choosing which is desirable for all people in all
situations. It is not a particular rule determining action. 'Justice'

is the principle used for sorting out conflicting welfare alternatives.

The difficulty with positing one universal principle (i.e.
'justice') is as follows. First, it is a shift from the structure of
a moral judgment to 'content'. Kohlberg has not explained in his
psychological theory why 'justice' ought to be the moral substance of
stage six. Nor has he established it as a universal principle over
against all other principles that are sometimes brought to bear on a
moral issue, The only solution offered by Kohlberg to a conflict of
principles at stage six is to assume that the principle of 'justice'
overrides all other principles. But, it is not clear that this
necessarily always follows from the ﬁorally relevant elements that
characterize stage six judgments (i.e. human interests and human
rights). This criticism is not to suggest that moral principled
decision-making is structurally not superior to stage five social
contract, or that the principle of 'justice' is unimportant. What is
nct clear is how it can be established that the principle of 'justice'
will override all other principles in all situations. There are,
conceivably situations where 'justice' is not the overriding principle.

Kohlberg's stage six could not cover such situations. 'He would then
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be compelled to postulate more stages.

A second difficulty with Kohlberg's stage six lies in the fact
that his moral philosophy theory as well as his psychological theory
rest on psychological evidence. In other words, he has attempted to
derive an 'ought' from an 'is' by asserting that any conception of
what moral judgment ought to be must rest on an adequate conception

of what 'is'. 1In a strictly logical sense, he has committed the

'naturalistic fallacy', which, incidentally, he does not deny.49

In other words, he has attempted to derive an imperative con-
clusion from indicative premises. He claims that in this instance
he may do it because he has identified very close isomorphism between
the psychological theory and the philosophicals theory underlying
stage six. It is admittedly tempting to follow Kohlberg's stage
developmental theory given the psvchological evidence in its support.
Moral principled decision-making would intuitively appear to be the
highest possible level of moral decision-making. Nevertheless, it
is important to keep in mind that the isomorphism in Kchlberg's
theor§ between psychological and philosophical assumptions entails a
naturalistic fallacy. It would appear uncertain, at this stage,

whether he has effectively overcome this problem.

The main issues raised above concerning the developmental theory
do not exhaust the issues that require further research. James Rest,
in an article on "The Cognitive Developmental Approach to Morality:

the State of the Art”,50

emphasized that the research to date really
only provides leads and suggestions as to what might be a develop-
mental approach to 'morality'. What is required is further research
to clarify and provide more empirical evidence to support the sugges-
tions. He maintains that there are several key questions which

require extensive further research. These are:

1. 'What kind of variable is moral judgment? How can
one put much confidence in what people say when there ;
often seems to be such a discrepency with what they do?"51

First, 'moral judgment' involves sampling the subject's problem-

solving capacity by observing a person at problem solving. A careful
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note is made of how the person goes about taking 'relevant' factors
into consideration in constructing a solution. It is an emphasis

on how a person thinks through moral problems--not how kindly or self-
denying he feels towards others. It must be distinguished from moral
knowledge (ke.g. knowing the Ten Commandments) and moral opinions
(e.g. opinion about the non-medical use of drugs). Secondly, to

date very little has been done on the correlation between resolving
moral issues in hypothetical dilemmas as compared to real life
situations experienced by the person making the judgment. Third,
although moral judgment might well be central to moral development,
are the two really synonymous? This question will be expanded later
in the concern raised about the emotive component in solving problems

involving moral judgments.

2. How is one stage 'better' than another? By what
criteria are higher stages said to be more advanced
than lower stages?52

Generally, the reseérch to date suggests that 'better' refers to
the ability to consider more ‘'aspects of morality' and the ability to
use more complex forms of thought. Higher stages are dependent on
lower stages and on an elaboration of the thought processes reflected
in lower stages. What must still be demonstrated, is a clear
distinction among the characteristics of each stage. Kohlberg's
scoring manya153 has made a beginning in this area. Further work is
required to show how all these characteristics logically fit together,

and to elaborate on the empirical basis for the characteristics.

3, "How can a theorist claim to have identified stages
of moral thinking which are unbiased or not slanted
towards his own values? Couldn't another theorist just
as easily invent his own set of stages, and call his
own thinking the culmination of development? Is
Kohlberg's typology sexist, ethnocentric, anti-clerical,
too individualistic--in short, is it arbitrary?"

One possible bias is the strongly individualistic orientation
of stage six. Why not equate stage six with a societal orientation?
Similarly, the philosophical and psychological criteria for establish~
ing the stage characteristics of other stages also require further

research.
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4, "™ow can one know whether stages of moral judgments

even exist? How useful is it to study moral judgment

development in terms of stages?'?>

Research is required into the simple stage theory to point out the
many qualifications and complexities that characterize stage develop-
ment. A person's thinking is not nearly as uniform (one stage level)
as the theory might suggest. Changes in making moral judgments occur
gradually and not uniformly with regard to all aspects of morality.
Developmental changes are not synonymous with the ability to develop

logically consistent arguﬁents:

To date there is little evidence that people are generally aware
of the six stages identified by Kohlberg. If people are indeed aware
of such distinctions, that might add credibility to Kohlberg's stages.
Further study is required to find out how desirable, recurrent, and
prevalent Kohlberg's conceptual constructs really are. This in turn

might help to refine the conceptual model itself.

5. "Is morality really as cerebral and intellectual as the
cognitive developmental approach suggests? What is the
relation between moral cognitions and affect?">/

Rest divides this question into two parts: a) 'What motivates
movements from stage to stage of moral judgment?”58 b) "Even if
people have the same conceptual understanding about a situation,
can't they differ in how intensely they feel about it?"59 First a
distinction, recognized in Kohlberg's model, must be pointed out--

a) feelings concerning social issues and, b) the conceptual framework
with which those feelings are interpreted or understood. They are
regarded as two aspects of the same psychological system (person).
Related issues which require further attention are: Do people exercise
only one cognitive framework when confronted with social issues or do
they have alternative ways of dealing with it? Do some people not
simply react to stimuli to which they have been conditioned and which
have no relation to a person's conceptual framework for making moral
judgments? What is the connection between a person's ability to make
moral judgments and his moral values? What aspect of a -person is not
monitored by Kohlberg's stage development model? (past experience,

ideologies, etc.?) 1In other words, how does a person's 'stage'
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interact with his cultural or personal values?

6. 'How is moral judgment related to actual, real life
behaviour 760

Studies to date suggest a moderate degree of correlation between
moral judgment and behaviour. Types of behaviour that have been
studied are: cheating on a quiz, confessing to a misdeed, touching
a forbidden toy, participating in political protest, etc. 'Behaviour'
also refers to making judgments about the rightness of other peoples’
acts--a lawyer defending his client, a politician justifying new
legislation, voters casting ballots on a money by-law, people at a
party discussing a political scandal. Would a person reflect the
same stage of moral judgment at a party as he would on a hypothetical
moral dilemma? Do people reflect their dominant stage of making
moral judgments when they are actually involved in considering the
welfare of other people, possibly at their own expense? Some people
like Socrates or Martin Luther King seem to suggest a correlation.
What about most people? How significant are situational pressures?
Are'values' other than 'moral values' centre stage in real life
situations? What if most people do not live a reflective life? Does
that reduce the significance of making moral judgments in some people's

lives?

Brian Crittenden has raised another central question which is
only partly dealt with in Resp’s list of concerns. The following
question outlines his central concern about Kohlberg's concept of
moral reasoning and its relationship to 'morality':

"Is the nature of decision-making in morality such that
we can distinguish the characteristics_of moral reasoning
quite independently of moral beliefs.

Crittenden suspects that developmental psychology is attempting to
separate moral reasoning from substantive moral beliefs--separation

of form and content. If this in fact is attempted, then it would
follow that developmental psychology is trying to resolve moral issues
by dealing only with the 'form' and not with the 'content' of moral
issues. It should be pointed out that Kohlberg consciously attempted
to come to grips with both, 'form' and 'content', by dealing with the

psychological and philosophical aspect of moral development That
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does not totally resolve Crittenden's concern, Rest's list of
questions reflect a concern for many psychological and philsophical
dimensions of 'moral development' and in that sense Rest's questions

support Crittenden's concerns.

Finally, Peter Glassen raises a question which has not been raised

quite in that form by either Rest or Crittenden, He asks:

> "Are there unresolvable moral disputes?"62

Is it possible that cognitive development accounts for the resolution
of some disputes but not all? For example, it is important to con-
sider whether cognitive development takes into account the subjective
aspect of moral assertions. In fact, many people argue that moral
judgments are a matter of expressing personal attitudes of approval
and disapproval. They argue that the difference of attitude is not
always a matter ~f adhering to different beliefs or having different
knowledge about the issue, If that is the case, then the cognitive

developmental paradigm does not seem to cover all moral disputes.

Peter Glassen approaches this problem by analysing the Eases or
assumptions and assertions underlying all moral disputes. He points out
out that a statement of approval has a 'subjective' and an 'objective'
basis. TFor example, the statement "He approves of the war because he
believes that wars bring out the noblest qualities of man'" asserts
a fact or characteristic as an objective basis for approval. The
basis for approval is in the object of the person's approval. Of
‘course, the person could be in error about what he believes about war
and therefore it is important to note that the characteristic is
attributed to the object. If further evidence challenges the person's
belief about the characteristics of war, then a person, whose attitudes
were based on his beliefs, would no doubt change his attitude. A

~change in the objective basis would have changed the person's attitude.

However, it is quite possible for two people to have the same
beliefs about an object and yet one of the two may approve of it and
the other may not approve of it. This suggests to Glassen that there
must be more than just an objective basis for an attitude of approval

or disapproval. In the statement,'He approves of the new civic
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auditorium because he is a great lover of music and drama', the
expressed approval does not have a basis in any characteristics of
the object but rather in certain characteristics in the subject. A

subjective basis was offered for the approval.

Therefore, Glassen argues that attitudes of approval or disapproval
have a subjective and an objective basis; He does not claim to be
able to prove this assertion, but he offers the following support for
it. He claims that it would be unlikely that, if a person were
totally indifferent to man's noble qualities, 'that his belief 'that wars
bring out these qualities would lead him to approve of wars. Hence,
there seems to be an implicit subjective basis alongside the stated
objective basis for approval. If a person did not consider that
increased music resulted in some benefit to someone, it is doubtful
that a person would approve of the construction of a new civic audi -
torium just because he is a great lover of music, The benefit of
music serves as an implicit objective basis alongside of the expressed
sub jective basis for the statement of approval In summary, an
attitude of approval or disapproval is the result of two factors:
1. a person's knowledge or belief aboﬁt the characteristics of an
object and 2. a person's personal reaction to the object. Disagree-
ment between two pedple can be the result of either or both conditions.
Two parties hold the same attitude because the subjective factor deter-
mining their attitude are the same and they hold the same beliefs,
Two parties might express different attitudes because the sub jective
factors determining their attitudes are not the same but they hold
the same beliefs; or their beliefs are the same but the subjective
factors determining their attitude are not the same, or both the
subjgctive factors and beliefs are not the same. All this might

confirm the emotivist theory that there are unresolvable moral disputes.

Glassen challenges this conclusion by analyzing the nature of the
sub jective basis,63 as compared to the objective basis. The objective
basis consists of knowledge and/or perception of the qualities of an
object., These are cognitive conditions for approval. The subjective
basis consists of feeling or emotion or sentiment; wanting, desiring,

liking; or a trait of personality (these are reducible to feeling
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or desiring)., These appear to be emntional or motivational con-
ditions or affective conditions. Glassen refers to them as 'emotive-

' conditions of a person,

motivational' or 'affective-conative
How does this analysis help to understand moral disputes? First,
it should be observed that whereas moral judgments are expressions of
approval or disapproval, so are other sorts of evaluative judgments--
aesthetic judgments; prudential judgments, etc, Since the basis fer
approval is the product of two factors--objective and subjective
conditions--the difference in judgment must reside in both or either
factor. Glassen points out that there frequently is a difference in
the objective condition in different judgments like moral judgment
and aesthetic judgment, but there are occasions when there seems to
be no objective difference. 1In the case of moral approval and pru-
dential approval, the objective bases are often indistinguishable.
Two people might both hold the same beliefs about, for example, keeping
promises, and yet one person might approve of it morally and the other
person on prudential grounds. This would suggest that the difference
in the judgments is located in the subjective basis for the judgments.6
Glassen provides further support for this observation by pointing out
that in ordinary language people do not accept just any sort of
affective-conative condition as a subjective basis for moral approval
or disapproval, Only a certain kind of affective-conative condition
is accepted. For example, suppose someone, John, says of another, David,
"He is a wicked man', Suppose, also, that it is known that David has
recently defeated John in a fair competition, say, chess. 1In such an
instance, John's comment is not treated as a moral judgment because
it is suspected that the comment was prompted by frustrated ambition,
disappointment, or something of the sort, Glassen summarizes this

point as follows:

in general, any attitude ~f approval or disapproval
that is believed to have as its subjective basis some
selfish desire, or fear, or hatred, or any one of various
other affective-conative conditions, will not be regarded
as being-an attitude of moral apprrnval or disapproval;
nor will a moral judgment be regarded as the appropriate
expression of that approval or disapproval,

Glassen identifies three attitudes which support the above con-

clusion. These are: 'hypocrisy', 'raticnalization', and ‘cynicism'.
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Hypocrisy is defined as '"the practice of deceiving others by leading
them to believe, among other things, that one approves or disapproves
of something morally when in fact one either has no attitude of
approval or disapproval at all, or when the basis of one’'s attitude
is some selfish desire, fear, hatred, etc., rather than the particular
affective-conative condition of which alone the moral judgment would
be the appropriate expression."66 ‘Rationalization is defined as '"The
practice of deceiving oneself by, among other things, persuading
oneself that one'sAapprovals and disapprovals are moral, whereas in
fact their subjective basis is something quite other than what would
entitle them to be so considered." Cynicism is defined as 'the
tendency to suspect others nf being guilty of either hypocrisy or

rationalization."

Glassen concludes that for an attitude of approval or disapproval
to be a moral attitude, it must have a special sort of affective-
conative or subjective basis. In short, evaluative judgments reflect
different subjective bases for approval and disapproval. All moral
disputes, says Glassen, reflect a special kind of subjective basis.

He does not spell out what that special kind of basis might be,
although he indicates that he has a preference for 'benevolence',

6
'fellow-feeling', 'sympathy', or 'the sentiment of humanity’, 9

Since all moral disputes have the same subjective basis, all
moral disputes are resolvable by the disputants coming to agree in
their beliefs concerning the object about which they are in dispute
and towards which their attitudes initially differed This is so,
because, if both parties are really expréssing moral attitudes, then
the sub jective basis of both must be the same. The only thing that
can account for the difference in their attitudes is the objective
basis of their attitudes--differences in their beliefs about the
object.‘ Therefore, when the difference in cbjective basis is elimi-
nated, then no more differences exist. This observation has important
implications for the resolution of moral disputes. 1t suggests that
moral judgments have a basis in cognition. This observation is
supported by the fact that when a person encounters a person who

disagrees with his moral judgment, the person will make an effort to
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change the other person's belief so that they may agree about the
moral judgment. The willingness to engage in a dipute if the same
affective-conative condition exists, suggests that the difference
can be resolved by settling the difference in beliefs, Approval

would come with the resolution of the difference in beliefs,

The cognitive basis for moral judgments explains why moral
judgments are expressed in declarative sentences and not in
exclamatory sentences. It helps to explain why people can 'know’
that something is right or wrong; talk about moral convictions and
moral principles; refer to moral judgments as being true or false,
correct or mistaken, valid or invalid.70 It also explains why people
take seriously moral judgments which have been made by people whom
they do not know--the cognitive basis of moral judgments makes them

independent of the particular person who made the judgment.

The analysis of statements about moral disputes, conducted by
Glassen, provides further suppnrt for the cognitive developmental
paradigm outlined by Kohlberg in that it does not deny the sﬁbjective
component of moral judgments, but subsumes it under the cognitive
component, thus making 'cognition' the basis for the resolution of
moral disputes. This relationship between the 'subjective' aspect and
'objective' aspect of moral judgments is mnst explicit in Kohlberg's
development of cognitive dissonance . It reinforces the assumption

that morality requires rational moral agents.

Glassen's account of the subjective basis also clarifies the
various kinds of dilemmas experienced by different people who are
confronted with the same issue. Some might experience a logical
dilemma, some a cultural dilemma, some an experiential dilemma, and
some a moral dilemma. It is impossible for a group to resolve a
moral dispute when they perceive the dispute from such different
subjective points of view because it is not a 'moral' dispute for all
of the members of the group. They do not all experience a moral
dilemma, and therefore they are making different kinds of evaluative

judgments,
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In conclusion, this chapter has identified the psychological
and philosophical basis for cognitive development and more specifi-
cally, the development of moral reasoning. The studies of Kohlberg,
Turiel, Rest, and others lend considerable support to the first five
stages identified by Kohlberg although some serious problems remain
concerning stage six--the stage of development of the fully autonomous
moral person, The research seems to deal with most people since most
people do not develop beyond stage four. Kohlberg's invariant
-sequence of develoﬁment of moral reasoning can serve as a model for
the development éf moral reasoning of adolescents; which is the group
of people under consideration in this study., Therefore, Kohlberg's
developmental theory was adopted as the basis for the Jurisprudential
Teaching Model developed in this study. This decision is made even
through it is recognized that there are numerous issues about

Kohlberg's developmental theory which require further study.
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Lawrence Kohlberg, '"The claim to moral adequacy of a highest stage of
moral judgment', Journal of Philosophy Vol. 70, January-December, 1973.

For a detailed account of Piaget's stages of cognitive development,

see John H Flavell, The Developmental Psychology of Jean Piaget.

Part One deals with the theory, Part Two describes many of his
experiments, and Part Three summarizes many of the critiques of Piaget's
work.

Flavell describes hypothetical deductive reasoning as follows:

It is.'"not so much this or that specific behaviour as it is a generalized
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CHAPIER FOUR

Moral Reasoning and Citizenship
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It was pointed out in the introduction that this study is focused on
'"law' as it relates to 'citizenship. Special emphasis is placed on the
concept of 'civil rights' in terms of the 'rights' and 'duties’ (or responsi-
bilities) of citizens as 'decision-makers' concerning important social issues.
Therefore the purpose of this Chapter is to establish that ‘assuming the
decision-making responsibilities of citizenship' entails moral reasoning.
If that relationship can be established then young people should be
encouraged to develop moral reasoning to assume their responsibilities
(and concomitent 'rightsi) as young citizens and to assume leadership
responsibilities as adult citizens. It would also suggest that a program

in 'Youth, Law, and Morality' might assist in promoting the development of

moral reasoning.

The decision-making responsibilities of citizens is discussed under
the following topics:

1. Citizenship and moral tension

2. Principles as a basis for law

3. Principled decision-making
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A. Citizenship and moral tension

Michael Walzerl points.but that while in the past 'citizenship'
was accepted to mean 'being faithful to the state', such an interpre-
tation is no longer found to be entirely acceptable. For example, he
draws attention to the citizen whose state requires him to get involved
in monstrous unjust wars. Should a citizen refuse to participate?

Is that treason? What about the citizen who is caught in a civil war?
Which side must he -obey? Should a citizen obey a revolutionary party
which has overthrown the previous government? Should citizens never
obey a revolutionary party--not even after twenty-five years as is the
case in China? Walzer suggests another more immediate and general
problem about Citizenship in the Western world--the problem of
alienated and powerless citizens. In other words, when a citizen can
no longer understand the state--how it operates and the policies it
pursues--is the person, as a citizen, free of all moral obligation?
Walzer deals with this issue by describing a 'pluralist' approach.

A pluralist' is "a man with more than one commitment, who may at any
moment have to choose among his many obligations. Citizenship is one
of his obligations, but only one."2 Walzer does not simply choose
this conception of ciﬁizenship because he happens to like it, but he
shows in what sense previous conceptions of citizenship are quite
inadequate today. First, he identifies the limitations of viewing a
citizen simply as '"the recipient of certain benefits that the state,
and no other social or political organization provides”.3 Bodin's
writings are cited as an example: "a citizen is one who enjoys the
common liberty and protection of authority.”4 The citizen receives
liberty and protection, but does not wield the instrument which
provides the services. Walzer identifies several limitations of this
concept of citizenship. The definition suggests no relationship
among citizens but pﬁly a promise to provide 'security' in return for
'obedience'. It also separates 'citizens' from 'authorities' which
raises the most serious objection, namely: 'who decides?' Who
decides what is to be protected? Who decides whether the protection
is adequate? Does the instrument--the state--'decide' or do men
'decide'? 1If it is men who, at the same time, are also citizens, who
decides which men? Viewing 'citizenship’only in terms of the state

providing protection offers no explanation for these questions.
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Another objection raised by Walzer to Bodin's concept of
citizenship is that viewing citizens only in terms of recipients of
benefits, omits a moral dimension--a concern by citizens for other
citizens. It suggests that citizenship does not entail a mutual
concern ameng citizens. This, in turn, suggests that citizens are
passive figures who do not belong to a political community. It
suggests that citizens have no part in watching over their protected

position, but merely sit back in priwvate enjoyment.

An alternative concept of citizenship was outlined by Aristotle:
"a citizen is a man who rules and is ruled in turn.'"  This concept
is possible only in a state in which everyone has a sense of personal
participation in the affairs of the state. Everyone would have to
participate in a government office at some time. Bodin rejected this
concept because he was convinced (as are many others) that such an
arrangement could only work in a small state--like the Athenian polis.
Therefore, Bodin aimed for a different solution for the sixteenth
century nation-state--an exchange between the powerful and the power—
less. This exchange has been described as an exchange of obedience
for security. Bodin felt that,in a nation-state,citizens would merely
get deputies‘to do their political duties instead of doing it them-

selves.

Walzer points out that 'Ruling and being ruled' does not neces-
sarily mean only direct participation in political affairs by every-
one. Today, it means an arrangement whereby the authorities can be
forced from power by the citizens. As for direct participation, that
is done by those who have.a commitment to public business. The
result is that most citizens do not have an active role in political
affairs. The nation-state today makes citizens participate in war.
In short, the situation today can be summarized as follows: citizens
are told‘they make decisions, they are implicated in the decisions
that are made, but they do not in fact decide. Walzer portrays a

citizen in this situation as "compromised, anxious, guilty, impotent'.

Is it necessary, or does it reflect reality, to view citizenship

only in terms of either the "passive citizen' or the 'active citizen'?
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Both operate from the assumption that the tie between the citizen

and the political community must be direct. Walzer suggests that
those ties can also be mediated because the citizen stands to the
state '"mot only as an individual, but also as the member of a variety
of other organizations with which the state must relate in relating
to him."7 This is the fundamental tenet of Walzer's 'pluralism'.
Hence, the citizen is not only protected by the state as a private
individual but also in his 'associations'. The result is that the
associations of cifizens can influence the quality of security they
receive from the state. The citizen is involved in the protection

of his liberty even though he is not directly involved in the political
community. Second, citizens are actively involved in governing them-
selves in the associations in which they are members Self-determi-
nation occurs within church groups, unions, etc. The moral and
political meaning of the word 'citizen' finds expression in these
groups. The state authorities protect these groups. Hegel described
it as follows:-

This is the secret of the patriotism of the citizen -
because it is the state that maintains their particular
spheres of interest, together with title, authority,
and welfare of these.

Walzer summarized'pluralist citizenship' as follows:

It not only implicates the citizen in state policy, but
generates real obligations and an authentic patriotism
by recognizing a sphere within which they actually have
scope for meaningful action.9

This concept builds moral and political conflict into citizenship.
It no longer is only a matter of being obedient to state authorities,
but the citizen must constantly choose among the several loyalties to

which he is committed.

Even though the citizen has responsibilities to the state as
well as other associations to which he belongs, it does not follow
that he will not be a good citizen most of the time. Walzer points
out that it would result in the best possible citizen,

free, because he governs himself, virtuous because of
his public spirit, powerful because his actions have
significant effects.10
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At the same time it could also make for a 'dangerous citizen'
in that he might not be able to agree with the state authorities at all
times. This could result in a refusal to obey state authorities. The
fact that 'pluralism' as described by Walzer attempts to accommodate
Fhe need for protection as well as the need for self-determination
within the modern state, creates the situation in which a citizen
might be caught in the dilemma described above. This approach to
citizenship rests on the assumption that "pluralism may not promote

'order' and yet still be socially and morally valuable, "1

Walzer concludes by observing that the citizen's welfare is
attended to best through citizen participation in groups through which
a citizen is more capable of judging the quality of his protection.
Through groups he is more capable of protecting himself and not
leaving that entirely to state authorities or bureaucrats. The
citizen is more responsible in his group and so also in the state
because of the -relationship between the groups and the state. He
helps in making policies and in carrying them out. In short, he takes
an active role in the main values of citizenship--protection and
responsibility. Walzer emphasizes that pluralist participation is
"not a duty, but only a means to realize values that ought, perhaps,
to be realized"..12 On the other hand, in-so-far that citizens do not

participate, others will rule them.

In summary, Walzer made the following observations about 'citizen-
ship'. First, the substantive values of citizenship are 'protection'
and 'responsibility'. ~ Second, citizens today can enjoy these through
participation in group decision-making at the state level and through
numerous other groups to which they belong. Third,'citizenship'
entails a moral tension in-so-far as citizens agree to participate
in group decision-making about‘important social issues. Fourth,

- 'eivil rights' refers to assurances that citizens can enjoy 'protection
and responsibilities' through participation in group decision-making.
It is in this context that'citizenship' entails moral tension because
moral judgments are required to make legal decisions about 'civil

rights'.
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B. Principles as a basis for law

The legal decisions designed to protect the rights of citizens
are enacted into laws. But, what is 'law'? Why is "the law" regarded
as a matter of legal 'obligation'? Does 'the law' have something to
do with 'moral obligation'? Although there is no agreement among
legal philosophers as to whether legal obligations entail moral
obligations, an effort will be made in this Chapter to explain under
what condition 'the law' includes moral obligations. That condition
has been elaborated by Ronald M. Dworkin in "Is Law a System of Rules?”13
Dworkin takes issue with H.L.A. Harfl4 who claims that legal obliga-

tion  does not entail moral obligations.

R.M. Dworkin argues that "until we can identify the principles
we are following we cannot be sure that they (laws) are sufficient,
or whether we are applying them consistently".15 He claims this is
the case in all instances where people are sent to jail, or fined a
sum of money, or compelled to do what they do not want to do on
grounds that such prople have 'broken the law', or have failed to meet
their obligations, or have interfered with the rights of other people.
Dworkin attempts to defend this position by analyzing the position
held by positivists who try to establish legal rights and obligations
from the way legal institutions operate and not from a basis of
principles. Dworkin conc entrates on a comparison of his position
to that of the 'Positivists' because they stand most clearly in

opposition to the argument that 'laws' have their basis in "principles’.

It is understood that this fundamental issue cannot be resolved
in this study. All that will be attempted is to reconstruct the
position taken by a major advocate of positivism, Professor H.L.A.
Hart of Oxford, as well as the position based on'principles'advocated
by R.M. Dworkin and M.P. Golding. From this comparison it will be
suggested that there is reason to believe that some lawsl6 have a

basis in 'principles?.

The theory of law developed by the positivist, H.L.A, Hart, is

characterized by three organizing principles:
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1. The law of society is a set of 'special rules' to
determine certain public behaviour. The rules are
identified by the way they were adopted or developed.
This distinguishes them from social or moral rules.

2. The set of rules is exhaustive which means that any-
thing that is not expressly covered by the rules is
outside the perameters of the law. When a judge is
faced with matters that are not covered by law, he
must exercise his discretion and reach beyond the
law for some kind of standard to establish a legal
rule for the particular situation.

3. Valid legal rules establish legal obligations as well
as legal rights. To call a rule 'valid' means that
an acceptable procedure was used to create the rule.
When a judge exercises his discretion, he does not
enforce a legal obligation,

Hart identified two types of rules--primary and secondary rules.
Primary rules grant rights or impose obligations (e.g. criminal law).
Secondary rules outline how and by whom primary rules can be formed
(e.g. parliamentary procedure for making statute laws, rules for
establishing contracts, rules for executing wills, etc.). The authority
of rules is based on two sources: a) a gfoup accepts a rule as a
standard for its conduct; b) it is enacted in conformity with a
secondary rule which spells out how rules shall be enacted--a procedure
for establishing the wvalidity of a rule. Hart refers to secondary
rule as 'rules of recognition'. Secondary rules can be simple (the
king's word is law) or they can be complex (a mixture of a written and
unwritten constitution). Hart provides no test to establish in what
sense a rule of recognition is wvalid because, by definition, it is the
ultimate basis for rules. The only way to identify the rule of recog-
nition is to observe the behaviour of a group, which includes the
arguments the members of the group use to establish validity. The rule
recognition is clearly distinguishable from moral rules because the

former is the basis for the government apparatus of the group.

That primary and secondary rules are sometimes arrived at and
administered in the manner described by Hart can hardly be doubted.
Special rules are sometimes put into effect simply because a group
accepted them. Groups can choose to accept rules for many different

reasons --economic advantage for the group in its relation to other
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groups, under the threat of force, in ignorance, on grounds of
'universal principles', on the basis of moral value principle tests.

Is it not also possible that sometimes particular rules are put into
effect even though the group might find them unacceptable--e.g. increase
in taxes, conscription? What constitutes group acceptance--100%, 50%,
20%? The main weakness in Hart's theory is that he does not seem to
take into account such situations where laws are established on the

basis of 'principles' or 'moral value principle tests'.

There seem to be legal cases where judges develop their arguments
on principles. For example, in 1839 a New York court, in the case of
Riggs vs. Palmer, had to determine whether an heir named in the will of
his grandfather could inherit under that will, even though he had murdered
his grandfather to do so. The court began the argument as follows:

"It is quite true that strategies regulating the

making, proof and effect of wills, and the devolution

of property, if literally construed, and if their

force and effect can in no way and under no circumstances
be controlled or modified, give this property to the
murderer.138 .

However, the Court concluded as follows:

A1l laws as well as all contracts may be controlled

in their operation and effect by general, fundamental
maxims of common law. No one shall be permitted to
profit by his own fraud, or to take advantage of his
own wrong, or to found any claim upon his own iniquity,
or to acquire property by his own crime.

The Court concluded that the murderer was not entitled to his
inheritance on grounds of a moral/legal principle in spite of the fact
that the law entitled him to the inheritance. As will be pointed out
later, it would appear that this case cannot be relegated to a judge
exercising his 'discretion' because a law did cover the case. Even
if it was a matter of discretion, that still does not explain the

basis for the discretion if legal principles are denied.

R.M. Dworkin explains in what sense principles serve as standards
for resolving disputes about legal rights and obligations. He refers
to a principle as a "standard that is to be observed, not because it

will advance or secure an economic, political, or social situation
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deemed desirable, but because it is a requirement of justice or fairness
or some other dimension of moraiity..”z1 'That no man may profit from
his wrong' is a principle. Principles are quite different from legal
rules like 'The maximum legal speed is sixty miles an hour'. Dworkin
argues that the distinction between 'principles' and 'rules' is a logical
distinction. Rules are either valid or not valid--they dictate in a
situation what ought to be done or they do not apply to the situation

at all. This is most apparent in situations like a baseball game.
"Principles', however, do not apply automatically in certain situations.
Even though the principle 'no man may profit from his wrong' is
accepted, it frequently happens that a person legally profits from his
own wrong. In short, principles do not set out conditions that make

its application necessary. Instead, principles state reasons that

argue in one direction but do not necessitate a particular decision.

Another distinction between 'rules' and 'principles' is that
principles have a dimension of weight or importance whereas rules do
not. When more than one principle has a bearing on a case, the
relative weight of the principles involved must be taken into account.
Needless to say, this is a controversial responsibility. Rules do not
operate this way. Even though one rule might be more important (e.g.
have greater implications for more people) than another, it does not
supercede the other on the basis of weight. When two rules conflict,
then one of them cannot be valid unless a legislative error has been

made.

If principles are ﬁot applied directly to situations in the
manner that rules apply to specific situations, what place do principles
have in resolving legal disputes? The court cites principles as its
justification for adopting and applying a new rule.23 In Riggs,
the court cited the principle 'that no man may profit from his own
wrong' in order to justify a new interpretation of the statute of
wills, Just how are principles treated when they are used to reach
particular decisions of law? Dworkin suggests two approaches. First,
legal principles might be treated like legal rules in that some legal
principles are binding like laws and therefore must be taken into

account. Second, principles do not apply like legal rules but judges
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are free to apply them if they wish to do so. 1In the former interpre-
tation, it is possible that pre-existing legal rights and obligations
are pursued by arguing from legal principles. In the latter, it would
seem that ﬁhe case is settled g§_29§29_§§ggg_becausé in applying a
legal principle, the judge is stepping outside a legal basis. Hence,

it would appear that he is enforcing a legal obligation which did not
exist prior to the case. Dworkin argues that the appeal to 'exercising
discretion' made by positivists in cases where no law adequately covers
a case, properly beiongs in the second category which Dworkin calls

24

'the doctrine or judicial discretion in the strong sense'.

Positivists argue that principles cannot be binding or obligatory.
However, in the case of Riggs, many critics would have censured a
judge for not considering the principles that were relevant to the
case. 'Binding' for Dworkin, simply means that a judge must consider
and follow principles that carry the greatest weight in the situation.
A judge is as obligated to do this as he is obligated to follow a legal

rule.

Second, positivists might argue that whereas some principles are
binding in that judges must take them into account, they cannot

determine a particular result. It is true that 'rules' dictate specific

results or they must be abandoned and that 'principles' incline a
decision one way (though not conclusively). However in one sense,
principles can dictate results. If a judge concludes that the principles
with the greatest weight point one way then he must decide that way

just as he must follow a legal rule, even though he may be wrong in
establishing the weight of principles. Likewise, he may also be

wrong in determining whether a particular rule is binding.

Third, positivists might argue that since the authority and weight
of principles is controversial they are not binding law. However,
principles are arrived at through a thorough examination of practices and
other principles to attain a thorough understanding of the issue at
hand as well as the insight that previous cases might provide. Therefore
principles can hardly be regarded as random selections of other standards.

Judges are obligated to follow this approach on principles. In that
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sense they are really not exercising their own discretion regarding
the selection of principles.

The central argument offered by Dworkin against divorcing
principles from law is summarized by Dworkin as follows: 'Unless at
least some principles are acknowledged to be binding upon judges,

requiring them 8s a set to reach particular decisions, then no rules,

25
or very few rules, can be said to be binding to them either." The
conclusion is arrived at from an analysis of the questicn: '"When

26

is a judge permitted to change an existing rule of law?"
Whoever accepts that a judge can and should have the responsibility of
changing existing rules of law (positivists accept this), must recog-
nize a standard that determines when a judge may overrule an established
rule and when he may not. This requires principles. It is necessary,
though not sufficient, that the judge identify a principle which can
justify a reinterpretation of an existing law. (e.g. in Riggs the
principle was 'no man shall profit by his wrong'). However, not any
principle will do, because then no law or rule is binding. The selec-
tion of principles must be established on the basis of the relative
weight of principles in the case, or else a judge could choose any
standard or principle. In fact, it is important that the judge also
take into account the principles in support of retaining the existing
rule of law (e.g. doctrine of legislative supremacy or the doctrine of
precedence). Although no doctrines on either side of the issue command
a solution, the judge is not free to pick and choose among any and all

principles., 1If he could do this, no rules would be binding.

In summary, to say that a particular rule is binding implies one
of two things, both of which treat principles as laws in the sense that
rules are-!'as standards binding upon officials of a community (or group),
controlling their decisions of legal right and obligation n27 First,
it may be implied that the weight of principles supporting the rule is
greater than the weight of principles that support a change. Second,
it may be implied that the gemeral principles of 'legislative supremacy'’
or 'precedent' should not be ignored by the courts. A combination of
both could also be implied. The point is that the decision is made on

grounds of principles. 1In other words, law is more than a system of
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rules. Law includes 'principles' and 'rules'.

Dworkin continues by pointing out that the recognition of princi-
ples in law is more than the 'rule of recognition' described by Hart.
What is involved in fixing the relevance and weight of a particular
principle in a particular situation is much more than Hart's master
rule which specifies "some feature or features possession of which
by a suggested rule is taken as a conclusive affirmative indication

"

that it is a rule. Dworkin points out that to argue for a

particular principle involves

grappling with a whole set of shifting, developing
and interacting standards (themselves principles
rather than rules) about institutional responsi-
bility, statutory interpretation, the persuasive
force of various sorts of precedent, the relation
of all these to contemporary moral practices, and
hosts of other such standards.

What is more, Hart's 'role of recognition' stands as an ultimate

basis in a manner unlike principles. Principles are established on
both 'acceptance' and 'validity'. This does not establish some
ultimate principles. 'Principles' shift their inter-relationships and

relative weight from one situation to another.

Dﬁbrkin concludes that legal obligations might be imposed by
principles as well as by rules. He recognizes that this conclusion
leads to a number of complicated questions of which the most funda-
mental question is:

If there is no rule of recognition, no test for law
in that sense, how do we decide which principles to
count, and how much, in making such a case?30

In order to deal with this question, it is necessary to establish
what is entailed in 'principled decision-making'. M.P. Gnlding3

provides some insight into that issue.

‘R.M. Dworkin has made a case for the need to take principles into
account in making legal judgments or decisions. Since legal judgments
concern social issues, Dworkin's position indicates that legal decisions
or judgments also entail moral principles, if an attempt is made to

establish a rational justification for a legal judgment,
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C. Principled decision-making

M.P. Golding clarifies principled decision-making by identifying
the similarities and differences between 'principled judicial decisions'
and 'principled moral decisions'. They are similar in that both make
a universal claim. In that sense both are neutral of the particular
situation and general to many real or hypothetical situations. Both
include the weight of principles in the decision-making process. Both
must take into account other factors, besides principles as well--:
e.g. the consequences of action, people's likes and dislikes. Both

must make decisions based on rational justifications.

Two distinctions, says Golding, can be identified between
principled judicial decision-making and principled moral decision-
making. The former presupposes that:

a legal system is able to stipulate in a large measure
the principles that must be employed in deliberation
and second, a legal system may stipulate what grounds
are and what grounds are not legitimate grounds for
the different treatment of persons or circumstances.32

Moral principled decision-making is not excluded from judicial principled
decision-making but the scope for exercising the weight of moral
principles is reduced by the legal system. Insofar as principles are
required in making a judicial decision, theyare moral principles
because the legal issues raised in the legal dispute entail social
issues. All cases require reasons for judgment that not only take
into account the case at hand but that go beyond the case. This is
not to suggest the judicial principled decision-making is based only
on moral principles. A person could choose to make the decision on
other principles--aesthetic; prudential, etc. However, if the intent
in'making a judicial principled decision is to base it on a rational
justification, then moral principles must be taken into account since

judicial disputes centre on social issues.

Golding illustrates the role of legal and moral principled
decision-making by referring to the civil rights case, Brown vs.

Board of Education. The following statement summarizes the court's

opinion:

We must consider public education in the light of
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its full development and its present place in
American life throughout the Nation. Only in
this way can it be determined if segregation in
public schools deprives these plaintiffs of

the equal protection of the laws . . . Such an
opportunity (education), where the state has
undertaken to provide it, is a right which must
be made available to all on equal terms.

We come then to the question presented: Does
segregation of children in public schools solely
on the basis of race, even though the physical
facilities and other ''tangible' factors may be
equal, deprive the children of the minority group
of equal educational opportunities? We believe
that it does. . . To separate them from others
of similar age and qualification solely because
of their race generates a feeling of inferiority
as to their status in the community that may
affect their hearts and minds in a way unlikely
ever to be undone

We conclude that in the field of public educa-
tion the doctrine of ''separate but equal' has no
place. Separate equal facilities are inherently
unequal. Therefore, we hold that the plaintiffs
and others similarly situated . . . are, by reason
of the segregation complained of, deprived of the
equal protection of the laws guaranteed by the
Fourteenth Amendment. This disposition makes
unnecessary any discussion whether such segrega-
tion also violates the Due Process (Clause of the
Fourteenth Amendment.3%

Golding identified five points in the argument:

1. the focus is only on education

2. it is assumed, without dispute, that when a state introduces a
program of public education it must be made available to all on
equal terms.

3. segretation is bad becawse it 'generates a feeling of inferiority'

4, ' 'separate educational facilities are inherently unequal'.

5. the issue is settled entirely on equal protection grounds.35

First Golding pointed out that there is reason to believe that the
case was not settled entirely on the facts of the case It is true that
the testimony of social scientists was solicited to establish whether
segregation 'generates a feeling of inferiority'. If the case rested
primarily on the weight of the 'facts', then surely the Court wouid

or should have also dealt with the following questions:
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1f the harm that segregation worked was relevant,
what of the benefits that it entailed: sense of
security, the absence of hostility? Were they
inxelevant?36 :

The point is that the argument did not revolve around the relative
benefit of these two considerations. That the decision did not really
turn upon the facts is also supported by the lack of clarity of the
relationship between the Court's judgment that 'segregated schools
generate a feeling of inferiority' and its judgment that separate
educational.facilities are 'inherently unequal'. Does the second
question follow the first? What then is the force of the word
'inherently'?37 Golding concludes that 'principles' played a crucial

role in the Court's reasoning.

The Court's decision must be viewed in the light of the legal
position of segregated schools prior to the Brown decision, The
pre-Brown legal position was 'separate but equal'. In other words,

there was no need of a justification for separating a group of citizens

and educating them separately provided they received equal facilities.
Apparently it was felt that there was no reason to believe that any
individual suffered any kind of injury due to this doctrine. This

contention was challenged by the Brown decision.

Golding claims that the Brown decision was based on the following
two points:
1. segregation in public schools ié invalid because it is in principle
a denial of equality
2. it is constitutionally bad because it generates a feeling of

inferiority in the minority group.

The major premise of the decision is that public education must be made
available to all on equal terms. Disparity of treatment of equals must
be justified by the discriminator if it is to be principled. It would
appear that the Court made a principled decision when it insisted on
sameness of treatment in public education because this requires that

a rational justification must be offered for different treatment. The

distinction of race alone is no longer acceptable ground for permitting

separate school facilities. After the Brown decision, a rational
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justification must be made for each request to introduce 'separate but
equal’' educational faciiities because the Brown decision established
.’equality for all' as an overriding moral principle.

In order to keep the function of 'principles' in judicial principled
decision-making in proper perspective, it should be emphasized that the
Brown decision certainly took 'facts' into account as well. This is
illustrated in the manner in which the Court dealt with its second
concern, namely;

it [segregation] is constitutionally bad because it

generates a feeling of inferiority in minority groups.40
The Court was oppésed to segregation not only on a matter of principle
(e.g., 'that everyone has a right to the sameness of treatment'), but
also because it felt that Negroes were harmed by discrimination; which
is a factual issue. It was a combination of 'principles' and 'facts'
which made the Court's decision so forceful and which made it so
difficult to justify any form of discrimination in public action after
the Brown decision. Through this decision one more principle had been
drawn into the domain of jﬁdicial decision-making in matters felated
to 'segregation'. After the Brown decision all judicial decisions
concerning 'segregation' must take into consideration the 'weight' of
the moral principle 'that everyone has a right to the sameness of

treatment’.

In summary, Golding has pointed out that principled judicial
decision-making takes into account the weight of moral principles. The
legal system can serve to identify which moral principles must be
taken into account by judges and iawyers because previous decisions
(precedent) and legislation may inhibit them from considering certain
moral principles. On the other hand, the legal system may require or
compel lawyers and judges to take into account certain moral principles.

This was apparent in the consequences of the Brown decision.

Golding pays scant attention to a véry important point when he says:

Of course, in situations in which people are
expected to make principled decisions it is
expected that the psychological process will
accord with the above procedures . . . and
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it seems to me that this does happen at
least sometimes.

He seems to be referring to cognitive development discussed in
Chépter Three in this study; but he does not seem to give much thought
to whether all people are cognitively capable of principled decision-
ﬁaking. This is a particularly crucial issue for this study since the
primary purpese of the Jurisprudential Teaching Model outlined in
Chapter Five is to promote the development of moral reasoning through
moral principled judicial decision-making. Therefore the final question
that must be dealt.with is:

Are adolescents cognitively capable of moral

ﬁrincipléd judiéial decision-making?

The research of Piaget, Kohlberg, and Turiel suggests a tentative
answer to this question. First impressions of Kohlberg's model would
suggest that adolescents are not cognitively capable of moral -principled
judicial decision-making because that would seem to require stage six
reasoning. Adolescents, it should be recalled, operate predominantly
at stages two to four. Hdwever, this conclusion is the result of
applying a simplistic stage developmental model which does not take
into account all the aspects of cognitive development. First, it should
be observed that Piaget points out that early adolescents are predomi-
nantly at the concrete operational stage. They are capable of logical
operations provided the context for doing so is concrete (e.g. specific
case study, specific precedent) . Second, Plaget observed that
adolescents are in a state of transition between concrete operational
thought and hypothetical deductive reasoning (the requirement for
principled decision-making). In other words, they are in the process
of moving into the stage of reasoning which is required for principled
decision-making. Third, Piaget argues that cognitive dissonance must
be created to encourage people = to attempt a stage movement. Cognitive
dissonance can be created by providing a person with a dilemma which
creates anomalies which the person cannot accommodate and assimilate
with his present thought structures. The result is that the person
might try increasingly differentiated thought structures in order to be
able to accommodate or assimilate the situation. For adolescents, such

‘hew' thought structures would be hypothetical deductive reasoning.
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In other words, most adolescents require dilemmas which would challenge
them to try hypothetical deductive reasoning since most early adoles-
cents are ati the concrete operational stage. This suggests that
adolescents might be exposed to dilemmas that involve principled
judicial decision-making in order to challenge them to explore

increasingly differentiated thought structures.

Before this conclusion can be drawn, the stage movement must be
examined in the light of Kohlberg's studies in the development of
moral reasoning because the concern of this paper is concentrated on
the more specific cognitive development of moral reasoning. If,
according to Kohlberg, most students are at stages two to four, how
can they be expected to try principled decision making which would
appear to require ethical principled reasoning (stage six), when stage

movement seems to occur only one stage at a time?

The answer to this-question requires a clarification of Kohlberg's
stages three and four (conventional level of reaéoning). Stage
development with respect té principles of judgment suggests the con-
sideration of principles at stages three and four. For example,
concerning the welfare of others, stage three thinking is summarized
as follows:

the good is helping others being unselfish and
loving. ,

Stage four thinking concerning the same aspect is as follows:

the maintenance of social order, the honour and
survival of the larger or institutional group
are the ultimate welfare.

Both statements reflect a concern for other people, possibly, even
at a person's own expense. Neither position is reducible to the facts
on an isolated position. Both are general universal statements covering
all situations. Both reflect the application of principles. Neither
suggests a way of resolving a conflict of principles except to assume
that the above statements enshrine universal principles--anything
contrary to them must always yield to them in a particular situation.
It . is obvious that this is not the same as ethical principled reasoning

(stage six) as is reflected in the following summary statement about
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the welfare of others:

Where justice does not have a prior claim, welfare
iﬁ the ultimate criteria.

Moral principled reasoning as explained by Golding is best
reflected in stage six reasoning. However, it is important to heed

Kohlberg's observation that moral reasoning is not the same for all

people. In other words, adolescents at stages three and four exercise
moral reasoning, but they deal with 'principles' differently than
adults do, because their stage of cognitive development is different
from most adults. Only through concrete situations (case studies,
personal experiences, precedents) can most adolescents take 'principles'

into account in decision-making.

In fact, it is important that adolescents be challenged to try
moral principled decision-making since Kohlberg identified an invariant
sequence of stages of development through which an adolescent may pass
if he encounters cognitive dissonance at one stage higher than his
dominant level of reasonihg If adolescents are to be encouraged to
approach Golding's concept of principled decision-making, then they
must be challenged with increasingly complex decision-making situations.
This can be done by inviting them to exercise moral principled judicial

decision-making on a variety of legal case studies.

Legal case studies provide a framework within which to consider
moral principles in making decisions. 1In that sense principled
judicial decision-making can be less complex than moral principled

decision-making where all conceivable principles must be considered.

In conclusion, not only can adolescents be expected to try moral
principled judicial decision-making, the cognitive demands of such
decision-making could create the cognitive dissonance necessary for

the development of moral reasoning.

D. Summary
M. Walzer's account of a citizens''obligation' suggests that

'citizenship' entails moral tenmsion. The citizen's responsibility
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of protecting the 'rights' of all citizens (civil rights) involves
making moral decisions. Dworkin explains how making decisions about
law involves principled decision-making. The weight of conflicting
principles must be established to justify law and legal decisions.
Golding points out that principled judicial decision-making entails
moral principles.A rational justification is not established, unless
moral principles are taken into account. In short, citizens require
the ability to exercise moral principled judicial decision-making to
clarify and resolve issues of 'rights' and 'duties'. The research
on the development of moral reascning suggests that moral principled
judicial decision-making situations can create the cognitive dissonance

necessary for the development of moral reasoning.




-111-

FOOTNOTES

Michael Walzer, Obligations: essays on obedience, war, and citizenship,
(Cambridge: Harvard University Press, 1970), p. 205.

Ibid.

3. Ibid.

4 Ibid., p. 205, See footnote no. &

> Ibid., p. 211, See footnote 10 for a reference to Aristotle's
development of this concept.

6 .

Ibid., p. 217

7 .

Ibid., p. 218

8 Ibid., p. 219. See footnote #19. With 'corporations' Hegel meant
secondary associations like guilds, religious bodies, societies of
scholars, and perhaps also local government.

9 .

Ibid., p. 220

10 Ibid., p. 222

11 .

Ibid., p. 223, footnote #23

12 Ibid., p. 225

13 Dworkin, Ronald M., '"Is Law a System of Rules?" University of Chicago
Review, vol. 35 pp. 25-60.

14 H.L.A. Hart, The Concept of Law, (London: Oxford University Press, 1961),
H.L.A. Hart, Definition and Theory in Jurisprudence, (London; Oxford
University Press, 1953).

15 ] 1 1t

R.M. Dworkin, '"Is Law a System of Rules?", p. 26

16 . . .
This argument does not deny the contention that some laws have their
origin simply in the prevailing institutions. The point is that some
also have a basis in principles.

17 Dworkin offers this summary statement about 'positivists'., Dworkin, R.M.,
"Is law a System of Rules?'", pp. 28-29.

18

115 N.Y., 506, 22 N.E., 188 (1889). See R.M. Dworkin, '"Is Law a System
of Rules?", p. 35.




_-112-

19Ibid., p. 35, footnote no. 3 idem at 509, 22 N.E, ét 189.
20, . .
Tbid., p. 35, footnote no. 4 idem at 511 22 N.E. at 190.
211bidl, p. 35.
2zlbid., p. 38.
23Ibid., p. 42,
24Ibid., p. 48.
25Ibid., p. 5.
26Ibid., p. 51.
27Ibid., p. 52.
28

Ibid., p. 55. Dworkin is quoting Hart, The Concept of Law, p. 92, 1961.

29Ronald M. Dworkin, "Is Law a System of Rules?", p. 55.

O1pid., p. 59.

1
3 M.P. Golding, "Principled Decision-Making and the Supreme Court',

Columbia Law Review, IXIIT (1963) 35

320h44., p. 217.

33

This summary of judicial principled decision-making applies also to other
situations--constructive criticism, intelligent discussions. The only
difference is that the perameters of 'law' do not apply in the same way.
The legal system limits the range of moral principles to be considered.

341hid., p. 230. Golding quotes 347 U.S. pp. 492 - 95.

351pid., p. 230-31.

36Ibid., p. 231. Golding quotes Wechsler, "Toward Neutral Principles of

Constitutional Law", Harvard Law Review, vol. 73 no. 1 (1959), pp. 44-45.

37M.P. Golding, "Principled Decision-Making and the.Supreme Court", p. 231.

38 1pid., p. 232.




-113 -

39 1pid., p. 252.

40

Tbid., p. 232.

4l 1pid., p. 216.

42 gee "Stage Summary A - Stages in the Ma jor Modes of Judgment', Appendix &, P. 324

43 Ibid.

4% 1pid., p. G441,




-114-

CHAPTER FIVE

Towards a Jurisprudential Teaching Model
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Introduction

When lawyers, judges, and legislators exercise jurisprudential
reasoning, they consider three general aspects of issues: 1) all
relevant facts, 2) authority of the law, 3) ethics.1 These three
concerns have been summarized by Julius Stone in the following
quotation:

What interests lawyers, judges, legislators and
others concerned with law, more often than not,
is not so much whether a conclusion follows

from certain premises. They are concerned,
rather, with 1) whether (on the side of finding
the facts and the inquiries which deal with this)
those premises are true, that is, correspond to
what exists or occurs; or 2) whether (on the
side of finding the law) the premises as formu-
lated are precise, have authority as law and

the only available premises which have that
authority; or 3) whether (on the side of ethics)
the results which they bring about are just,
that is consistent, in contents or objects or
effects, with whatever theory of justice is
adopted. Even if an arrangement from certain
premises is wvalid, it does not follow that the
conclusion is true, or is law, or is just; the
conclusion may still be untrue if the major
premise is false; it may still not be law, if the
premise was not exhaustive and precise statement
of law; and it may still not be just if the
premise were not just. 2

The Jurisprudential Teaching Model has been developed with the
aim of taking into account all three concerns described by Stone.
However, a teaching model must do more than that. It must also take
into account the cognitive development of the learner. The framework
outlined by Piaget, Kohlberg, and others was used to determine suitable
teaching strategies especially suitable for the purpose of the Model.
Finally, a teaching model should identify some suitable materials.
All these factors are taken into account in the Jurisprudential

Teaching Model described in this Chapter.

The Jurisprudential Teaching Model (see chart on pagellé)outlined
in this Section represents a developmental flow chart of the inter-

relationships of the following aspects:
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a decision-making model
oral discussion and discussion flow analysis
civil rights case studies

concept and administration of law

e I B W -

role play and simulation

The purpose of the Teaching Model is to assist teachers in creating
, learning activities that will help students to engage in the three aspecte

of jurisprudential reasoning.

The basic structure of format of the Model is illustrated in Table 11
below. It highlights the fundamental purpose of the Model, namely, to

encourage adolescents to make moral/legal decisions concerning'civil rights

issues' in the context of law.

TABIE 11

MORAL/IEGAL
DECISTON-MAKING =

CONCEPT AND

ADMINISTRATION
OF LAW CIVIL RIGHTS
> CASE STUDIES

In short, the purpose of the Model is to assist teachers in creating
learning activities which will help adolescents to engage in the three
aspects of jurisprudential reasoning (outlined by Julius Stone) by engaging
them in the various aspects of decision-making (i.e. issue framing, modes
of inquiries, critical thinking, rational operations, use of precedent or
analogies, and making evaluative judgments) through a discussion of a

variety of civil rights case studies.

The developmental characteristics, which are established within the
cognitive developmental framework, of the Model can be summarized as

follows:
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1. to confront the learner with situations which challenge the learner's
forms of thought

2. to guide the learner in his efforts to resolve the anomalies created
by the situations by introducing the learner to various intellectual
strategies, new cases, and related issues,

3. to provide the learner with an opportunity to clarify and justify his

personal stand on social issues.

These developmental characteristics point out that the primary concern
of the Teaching Model is NOT to solve social problems or to indoctrinate
adolescents with 'right' attitudes and values but to facilitate the
development of moral reasoning through clarifying factual, legal, and
ethical issues. The success of the use of the Model is measured in terms
of the development of increasingly differentiated and integrated forms of
thought as well as an increasing awareness of the complexity of social

issues.

The Model is designed for adolescents--ages fourteen to eighteen.
According to Piaget, some adolescents are still at the concrete operational
stage, some are exploring formal operations, and some are at the formal
operational stage. According to Kohlberg, adolescents are predominantly
at stages two to four (instrumental relativist orientation, interpersonal
concordance or 'good boy - nice girl' orientation, and 'law and order’

orientation).

What follows is a detailed account of each component of the Jurispru-

dential Teaching Model outlined in Table 10 on page 116.
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A. Decision-Making Model

the

The decision-making model serves as the'conceptual framework of

Jurisprudential Teaching Model because the main purpose of the

Model is to help adolescents make rationally justifiable decisions

about social issues. The following aspects are entailed in making

rationally justifiable decisions:

issue framing

modes of inquiry

critical thinking

rational operations

analogical reasoning

making evaluative judgments

interrelationship of these components, which is illustrated in

Table on page 118 will be explained as each component is explained.

Issue-Framing (see Table 13 below)
Issue-framing should be included in the Model because adoles-
cents experience considerable.difficulty in framing issues clearly.
Adolescents require assistance in identifying issues and classi-

. fying them.

TABLE 13

The Components of Issue Framing

FACTUAL

DEFINITIONAL

IDENTIFY ISSUES EXPLANATORY

POLICY

VALUE

)

CLASSIFY ISSUES LEGAL

FUNCTIONAL

MORAL
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This can be done by giving them exercises like the ones that are

3
developed by Robbie Case in Thinking Critically.” The material

includes vignettes in which students are asked to identify one
or more issues. It also includes exercises which ask students
to identify what kinds of issues are found in different vignettes--
factual, definitional, explanatory, policy, value, moral, etc.
Malcolm Levin and John Eisenberg have developed a slightly
different approach. They report a dilemma which might be any-
where from three to ten pages long. This is followed by a long
list of questions which raise any number of issues in the
dilemma. These, in turn, are followed by analogical vignettes.
Students are asked to discuss any or all of the questions and
vignettes. They have produced two series—-Dilemmas4 (1 - 4) and

The Canadian Critical Issues.5

Issues can also be raised through various media--films,
short stories, novels, dilemmas, historical literature (primary
and secondary sources), news media, role play, cartoons, etc.
The central purpose in media selection is to provide sufficient
variety so that all students will encounter issues. Since
different students seem to be attracted to different media, a

variety of media should be used.

It does not follow that specific exercises must be constructed

to help students to identify and classify issues. This aspect

of decision-making should be encouraged at all times in conjunc-
tion with the other aspects of the decision-making model. It
should be emphasized near the beginning of a program because it

is essential for all other facets of the model, 1In order to make
any decision--good or bad--a person must know what issue he is
dealing with. It may well be that during further inquiry into

an issue, a person might change the issus. The point is that

issue framing helps to conduct a focused inquiry.

Modes of Inquiry (see Table 14 on page 123)
7
Julius Stone points out that facts and truth statements

must be taken into account in jurisprudential reasoning. There-
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fore, adolescents should be introduced to a variety of modes of
inquiry in order to deal with the factual and explanatory
requirements of a legal issue. They need to know when to acquire
more information, how to recognize the need for information, how
to cope with a lack of conclusive information, how much informa-
tion is needed, and what kind of information seems necessary for

dealing with a specific issue.

Familiarity with some 'disciplines' might be helpful--e.g.
history, sociology, political science, geography--in that each
discipline offers a specific way of asking questions. For
example, geography focuses on questions related to the signifi-
cance of 'location' although not to the exclusion of all other
questions. However, Kaplan's caution against compartmentalizing
'knowledge' into distinct 'discipline packages'8 should be heeded
because it poses several problems. First, it implies that
'knowledge' is a static thing 'out there' which must be stored
in fixed boxes, namely, disciplines. Thomas Kuhn9 maintains
that knowledge is not static. What people call 'knowledge'
depends, in the first instance, upon what paradigm they use to
organize what their sense perceptions perceive, Second, a
'discipline' approach to problem solving creates difficulties
because problems frequently involve several disciplines. A
student would probably have to have the ability to use all known
disciplines in order to deal with problems. Nor is it known how
well a person must know a discipline before he can use it to solve
problems. Does it follow that a person must not be asked to
solve problems till he 'knows' all disciplines well enough? The
result might be that adolescents (and most adults?) should not be
allowed to solve problems. However, that is clearly unsatisfactory
because, in fact, most, if‘not all adolescents and adults, must
solve problems constantly in daily life. It surely would be a
strange educational recommendation that adolescents should not
be helped to develop problem solving skills simply because they do

not possess a command of the disciplines.
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TABLE 14

Modes of Inquiries

Historical

Comparative Geographical
Process of Inquiry

1. Recognize Problem

2. Formulate
Hypothesis

3. Identify logical
implications of
the hypothesis

Sociological 4. Gather relevant Psychological
data (
5. Analyze,

interpret and
evaluate data

6. Evaluate hypo-
thesis and state
generalization

Political 7. Identify Problems Econodmic

Legal .

Note: The Process of Inquiry is required for all the frameworks and there-

fore is placed in the centre of the chart. It should be the basis for all

inquiries. The list of Frameworks of Inquiries is a representative list

and should not be regarded as exhaustive. The arrows connecting the
frameworks indicate that all the frameworks are interrelated, somewhat

overlapping, and interdependent.
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Third, and most important, can adolescents understand
ébsﬁract disciplines? Db 'disciplines' mean the same thing to
adolescents as they mean to scholars and teachers? These questions
must be dealt with in the context of the invariant sequence of
stages of cognitive development. Since it is doubtful that
adolescents, who are primarily at the concrete operational stage
can understand disciplines as organizing models, it is doubtful
that they should be the basis for modes of inquiry in a program

for adolescents.

Kaplan offers a more adequate organizational model which is
not restricted to formal opera;ional thought. He recommends a
'process' to replace the static structure of 'disciplines'. The
categories are open and closed in that they permit a reciprocal
interaction among the categories. The categories identified by
Kaplan are methodology, logic,concepts, laws, experiment, measure-
ment, statistics, models, theories, explanations, and values.
These categories allow a person to pursue an inquiry at the con-
crete operational level as well as the formal operational elevel

of cognitive development,

A greatly simplified version of Kaplan's 'conduct of inquiry'
is outlined by Edwin Fenton in the following model:
1. Recognizing a problem
2. Formulating an hypothesis
- asking analytic questions
- stating hypothesis
- remaining aware of the tentative nature of an hypothesis
Recognizing the logical implications of an hypothesis
4 Gathering data
- deciding what data will be needed
- selecting or rejecting sources on the basis of a statement
of logical implications.
5. Analyzing, evaluating and interpreting data
- selecﬁing relevant data from sources
- evaluating the sources

- determining the accuracy of statements
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- interpreting data
6. Evaluating the hypothesis in the light of data-

- modifying the hypothesis if necessary

- rejecting a logical implication unsupported by data

- restating the hypothesis

- stating a generalization11
Although Fenton's mode of inquiry misses many of the details
identified by Kaplan, it has several advantages First, due to
its simplicity, it can serve as a format for adolescents. Second,
and most important, it illustrates how inquiry can be orgarnized
in a way that adolescents, who are only beginning to make the
transition from the concrete operational stage to the formal
operational stage, can be invoived in inquiry. All the steps
outlined by Fenton can be conducted at both stages as well as at
the transitional stage from concrete to fcrmal. Since Fenton's
model places much emphasis on proceding from an '"hypothesis' or
'hunch' or 'possibility', it encourages adolescents to pursue
exploratory thinking--consider several alternative solutions.
According to Eric Erickson, adolescents seem to be keenly
interested in exploratory thinking.l2 It reflects 'stage

movement' in cognitive development.

That Fenton's mode of inquiry overlaps into the other com-
ponents of the decision-making model is not a limitation but
an asset because it suggests that modes of inquiry are interrelated
with the other aspect of the model. Each aspect of the model is
not intended to be an independent entity but merely reflect a
dimension of the model. To separate the aspects into component
parts is a somewhat arbitrary and distorting exercise but it
helps to understand the total model, if the component is not taken

out of context.

3; Critical Thinking
It is apparent from the explanation of modes of inquiry
that criticél thinking is an important component of the decision-
making model. 1In fact, all aspects of the decision-making model

require critical thinking. Critical thinking can be pursued from
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direct experience (concrete operational thought), or from
propositions (formal operations), or from a combination of both.
Three basic components can be identified--deductive reasoning,

inductive reasoning and the logic of language (see Table 15 below):

TABLE 15

Categories of Critical Thinking

CRITICAL THINKING

/ o~

DEDUCTIVE INDUCTIVE LOGIC OF
REASONING REASONING LANGUAGE
1. Contradiction 1. Experiment Emotive
2. Counter 2 Correlation Argument
Explanation 3. Sampling Ambiguity
3. Conditional 4. TFunctional Definition
Argument .
Connection
4, Al i
ternation 5. Analogical
5. Cause/Effect Reasoning
6. Syllogism 6. Scientific
7. Circular G?nerallza-
tion
Observation
8. Experience
Fallacies

Critical Thinkingl4
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Even though the three-way distinction is wrought with problems
13 )
as has been pointed out by Karl Popper, the categories are

helpful in classifying various types of critical thinking.

It is not good enough for a person to 'sense' that something
is wrong with a person's argument, if the purpose of the discussion
is to arrive at a rationally justifiable decision. A person must
know the nature of the error in the argument in order to proceed
with the discussion. For example, suppose Jim has given a con-
ditional argument (if - then) for his position but has offered
no support for the condition ('if'). Other members must under -
stand how a conditional argument functions so that they can detect
the error committed by Jim. Otherwise, the group is in danger of

pursuing a line of argument that might not have_any valid

basis. Someone should insist on an explanation.of the 'condition'
upon which Jim's argument is based. Similarly, the group members
must be on guard for inductive arguments. For example, if Tom
mékes an argument based on a small sampling of correlational
studies but calls it an experiment, the group could be misled to
place too much weight on the evidence produced by Tom. Someone

- should ask for an explanation of Tom's 'experiment' so that his
'information' can be placed in proper perspective. Finally,
people frequently use emotive language to win an argument. Mem+
bers of a group should guard against this tactic by listening
carefully to what the person has to say. Propaganda is character-

ized by emotive language.

4. Rational Operations

The function of rational operations is to establish the
accuracy, relevance and logical validity of statements about
specific issues. It is not assumed that rational operations can
terminate controversy, or solve problems, but they can help to
provide evidence and reasons for positions, and to discover
alternative approaches to issues. Rational operations Sserve
four main functions:

1. to develop skills in discussion process for developing group
and individual positions;

2 to make analytic distinctions among types of issues;
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3. to suggest strategies for elaborating an argument;

4., to suggest strategies for evaluating an argument.

The development of a rational justification is wrought with
many problems, especially if it is attempted by a group. People
are frequently too sensitive about their own statements, and
insensitive towards the argument of other people. As a result,
they sometimes fail to observe important points made by other
people. Second, people fail to recognize precisely what kind of
issue is being discussed. Hence, they sometimes disagree simply
because they are not all dealing with the same issue. Third,
sometimes members of a group deliberately change the discussion
to another issue in order to avoid certain complications about
certain issues. This makes it difficult to explore issues
adequately. Fourth, sometimes a discussant will present an
ad hominem argument in an attempt to persuade another person,
who disagrees with him, to stop arguing. The discussant is
trying to terminate the discussion not by establishing a rational
justification but by making another person uncomfortable by
attacking him personally. Fifth, sometimes an 'analogy' is
introduced which bears little or no resemblance to the isgsue or
situation under discussion, This is done to shift the discussion
to a position where it is hoped that certain anomalies will
disappear. These are but a few of the strategies used in dis-

cussions which can thwart the pursuit of a rational justification.

Discussants who use these strategies might be quite adept at
critical thinking or other facets of the decision-making model.

What they lack are operations which place statements into per -

spective with various statements made before and statements

which might follow. What they need are operations which take

into account all aspects of the decision-making model and show

the interrelationship of statements. This is what rational

operations attempt to do and that is why they serve a central
role in the decision-making model and in the Jurisprudential

Teaching Model. The integrating and differentiating power of
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rational operations is the cement of the Model.

They should not

- be seen as ends in themselves nor as behaviours to master in

playing the game of 'discussions'. They should be regarded as

tools for building rational justifications.

Various models of rational operations have been developed

to analyze the flow of an argument or discussion, None are a

comprehensive list of all operations which might be brought to

bear in discussions but each is a list of operations for a par-

ticular purpose. For example, D. Oliver and F, Newmann construc-

ted a model to aid adolescents in monitoring the operations used

in their discussions. (See Table 16)

TABLE 16

Newmann's Categories for Argument Flow Analysis

~ Good Ratings

G

[>T % B o B )

DN

o U o~ W

Definition given or asked

Evidence or example given
or asked.

Analogy given
Inconsistency challenged
Relevance questioned
Issue stated

Factual

Definitional

Policy or value

Summary given or asked

: Stipulation Made

Concession Made

Poor Ratings

Claim repeated
Irrelevant statement
Insensitive statement

Issue changed abruptly

No evidence given
Inaccurate facts

Personal attack

L I v B v I " B s 4 o]
1

1
2
3
4
5: Unclear statement
6
7
8
9

Loaded wordsl

Although this model is very simple in that it has only two main

classifications (Good, Poor) which do not really classify the

various types of rational operations, its simplicity is an

advantage in working with early adolescents.

The categories are

in simple everyday English which is familiar to adolescents.

Its simplicity enables adolescents to discover the function of

rational operations in the development (or interference) of a
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rational justification.

Dr. Terrence Morrison developed a more comprehensive
classification of rational operations which takes into account
the four main functions identified above.17 Although the model
does not claim to encompass all rational operations, it does
indicate the scope of rational operations. His categories are

as follows:

TABLE 17

Morrison's Classification of Rational Operations

I Discussion Process Clarification

RO -
RO -

1: Discussion rules suggested
2: Summary given or requested
RO - 3: Paraphrasing
RO - 4: Repetition - duplication noted
II Issue Stating
RO -
RO -

Factual Issue

Definitional Issue

RO -
RO -
RO -10: Moral Issue

5:
6:
RO - 7: Explanatory Issue
8: Policy Issue
9:

Value Issue

RO -11: Legal Issue
RO -12: Motivational Issue
RO -13: Functional Issue
IIT Argument Elaboration
RO - 14: Definition given or requested
RO - 15: Stipulation made
RO - 16: Assumption given
RO -~ 17: Comparison - distinction given or requested
RO - 18: C(Clarification given or requested
RO - 19: Evidence - example given or requested
RO - 20: Analogy given or requested

RO - 21: Hypothetical instance introduced
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IV Argument Evaluation
RO - 22: Analogy challenged
RO - 23: 1Inconsistency noted
RO - 24: Relevance questioned
RO - 25: Assumption probed
RO - 26: Counter-evidence introduced
RO - 27: Moral-value principle test-new case
RO - 28: Moral-value principle test-subsumption
RO - 29: Moral-value principle test-role exchange
RO - 30: Moral-value principle test-universal consequences

RO - 31: Conditional argument18

The four main aspects of Dr. Morrison's Model identify the
main components of a discussion. These 'modal phases’' ''describe
the relationship of a pattern of rational operations to the stage
of an on-going flow of discussion."19 The first modal phase,
'Discussion process clarification', '"describes various moves
used by discussants to elucidate or establish the procedures,
rules, or directions governing an on-going flow of communication."
The second modal phase, 'Issue-stating', ''refers to a phase in a
discussion within which the moves are directed toward the defi-
nition and clarification of the substance of particular types of
issues or areas of dispute." The third modal phase, 'Argument
elaboration', '"encompasses moves employed for the purpose of
detailing and extending the component parts of the structure of
a particular line of reasoning or point of view'". The fourth
modal phase, 'Argument evaluation', "includes operations directed
towards judging, estimating, adjudicating or appraising (in
relation to a variety of criteria), the validity or worth of
particular points of view.”21 It is important for discussants
to recognize at what modal phase they are operating. Facility
at all four modal phases is essential for the development of a

rational justification in an oral discussion.

Each modal phase includes a variety «f rational operations
which reflect the relationship between aspects of reasoning and

strategies of argumentation. Aspects of reasoning include cate-
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gories like inductive and deductive reasoning which place special
emphasis on the logical structure of an argument. Strategies of
communication refer to various techniques and styles of persuasion
like an analogical argument, conditional argument, subsumption
probing, etc. A two-way relationship exists between rational
operations and the flow of an argument: the discussion flow is
analyzed by breaking it down into its rational operational
components, while the rational operations are analyzed and given

meaning by their relationship to the flow of the discussion.

Although Dr. Morrison's Model is the most comprehensive
available, it requires further elaboration. First, the Model
does not identify or clarify all rational operations‘ For
example, 'discussion rules suggested' (RO - 1) does not indicate
as to what might be suitable discussion rules or how a person
might determine what constitutes a good discussion rule. All
the categories for 'Discussion Process Clarification' require
further elaboration. For example, no reference is made to the
role of the chéirperson in a discussion (non-directive, directive,
supportive, provocative, etc.). No monitoring procedure is
recommended to determine how democratically or authoritarian the
discussion is conducted. ©No procedure is recommended to deal
with emotional issues like 'dependency - counterdependency,'
'fighting and controlling', 'withdrawing', and 'pairing up'.

No procedures for developing communication patterns have been
suggested. Such patterns should deal with the following issues:
1. Who talks? For how long? How often?
2  Whom do people look at when they talk?
a) particular person
- always the same person
- person who is addressed
b) the group
c) no one
Who talks after whom?
4. Who interrupts whom?
What form of communication is used?

a) assertions?
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b) questions?

“¢) tone of voice?

d) gestures?
'Discussion Process Clarification' is a component of the decision-
making model because the process can promote the use of rational
operations in a discussion in which the purpose is to develop
rational justifications. If there are no discussion rules, chances
are that a discuséion by adolescents will jam. A summary state-~
ment can help to indicate the direction of the discussion by
establishing whether issues are being clarified or whether every-
one is sticking to his own favourite issue and paying little
attention to what the rest have to say. Similarly, all the
categories help to establish a suitable process in which the
discussants have the best opportunity to exercise rational

operations in a discussion.

"Argument Elaboration' and 'Argument Evaluation' fail to take
into account a number of logical operations. No reference is made
to counter-explanation and syllogistic argument (true and sound).
No consideration is given to the pitfalls of many fallacies:

1. TFormal fallacies (e.g. what is true of a part is therefore
asserted to be true of the whole).

2. Linguistic fallacies (e.g. deliberate use of a word or phrase
in more than one sense in the same argument-equivocation).
Material fallacies (e.g argument ad hominem).

4. TFallacies of circumstance (e.g appeal to pity, prejudice,

vanity, ridicule, force, etc.)

The reference to fallacies draws attention to the main omission

in the model--absence of any reference to avoidence strategies.

Dr. Morrison is currently developing a separate model for monitor-

ing avoidance strategies. It will, no doubt, include categories

similar to the 'Poor Ratings' listed by F. Newmann and the

'fallacies' pointed out above.

In spite of the few concerns expressed above about Dr.
Morrison's model, it has much to offer., Although this study is

not the place to analyze each category of the model, a few will
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be analyzed to illustrate the 'power of analysis' of the categories.
y g

First, classifying and explaining definitions assists in the
development of a rational justification. This rational operation
deals with the following issues:

Is it accepted as a definition due to conventional usage?
Was,an authoritative source used to establish the definition?

Is it a stipulative definition? (

Does it have supportive factual claim?

Is it arrived at deductively?

-

Is it non-circular?

-

Is it convertable?.

0w N YW

What discriminating power does it have?

Clarification of these questions helps to distinguish a defini-
tional issue from all other issues and so assists the process of
argument elaboration. Value issues entail different questions
from those of definitional issues. Some of the questions raised by
- a value issue are:

1. What is a Value?

a) quality a thing has in itself?

b) characteristics it possesses in relation to other things?

¢) 'worth' conferred onto the thing by someone?
2 Classification of Values

a) by subscribership?

b) judged by certain value characteristics?

c¢) due to benefit entailed in it?

d) purpose?

e) instrumentality?
3. Assessment of Value

a) analytic (clarify, classify)?

b) descriptive (empirical inquiry)?

¢) normative or prescriptive?

These two examples point out in what sense issues are quite
different. It is these differences that must be kept in mind in
order to move on to 'Argument Elaboration' and to 'Argument

Evaluation.' That is not to suggest that 'Issue
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Stating' is conducted only at the begin-

ning of a discussion. That is not the case. As a discussion
proceeds, frequently further clarification of issues is required.
Sometimes new issues arise which must be resolved in order to
proceed with the main issue. For example, if the main issue is

a value issue, it can happen that the discussion requires a
definition of new terminology introduced in the discussion. In
other words, a definitional issue has arisen which must be dealt
with before the group can proceed with the 'value issue.’' Some-
times a discussion leads to new overriding issues which, in effect,
steal centre stage because all the other issues are subsumed

under it.

Special reference should be made to the 'moral value principle
tests'zq'categories which are absent from all other existing
models of rational operations. They are valuable for establishing
the relationship and 'weight' of principle. First, it should be
recalled that social issues are usually characterized by an inter-
section of principles. Hence the problem usually is not simply a
matter of establishing which 'principle' is relevant and which is
not, but it is a problem of establishing the relationship among
principles in a particular situation. The moral value principle
tests do this in the following manner. First, one way of testing
the applicability of a principle is to explore a new case that is
similar to the one under discussion. If it can be established
that the cases are similar on important points and if it is clear
which principle(s) were applicable in the new case, the case at
hand may be resolved through the application of the 'new cases'.
Second, the 'subsumption test' refers to the relationship among
principles. Sometimes the 'weight' of various principles relevant
to a case can be clarified by establishing how the principles
relate to each other. For example, to resolve the Billy Budd
case, it might be helpful in the development of a rational justi-
fication to establish that 'justice' is the over-riding principle
in that particular case. The attempt to establish a priority of
principles is called the application of the 'subsumption test.'

Third, the 'role exchange test' can be used to establish the
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weight of a principle. Reversible thought is encouraged by
taking the role of the defendent. It can help to overcome ego-
centrism and so place the principles in an entirely different
light. Fourth, the 'universal consequences test' urges a person
to explore the implication of a priority of principles in all

like hypothetical instances. This encourages a person to consider

the priority in a much wider arena than the immediate case. That
can help the person to assess the weight of the principle quite
differently. 1In short, the moral-value principle tests assist in
dealing with the most difficult dimension of social issues,
namely, moral values. To apply the 'tests' is to apply rational

operations to the most complicated issues in oral discussion.

In summary, Dr., Morrison's Model helps discussants to map
the flow of the argument by disclosing the relationship between

the 'form of what is said and the structure, substance, and

25
direction of the on-going discussion.' The analysis can reveal
anomalies in the argument. This sets the stage for cognitive
dissonance and the subsequent exploratory effort to resolve the

anomaly in the argument.

5. ©Precedent and Analogies (see Table 18 on page 137)

The major function of analogies in the Jurisprudential
Teaching Model is to assist adolescents in noting distinctions and
qualifications which might refine the rational justification
which they are developing on social issues. Analogies can help

in this respect by pointing out factual, logical, legal, and

value similarities and distinctions. Actual case studies and

hypothetical cases can be used to test the consistency of a value
judgment. The application of analogies can result in one of four
consequences:
it may reverse a person's position
b. it may support a person's position
c. a person may retain a person's position because it can be
shown how the analogy is different in important respects

d. it may qualify or modify a person's position.
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TABLE 18

Analyzing Precedents and Analogies

PRECEDENT
AND

ANALOGIES

RELEVANT IRRELEVANT
SIMILARITIES v SIMILARITIES

AND
DI%yBRENCES DIFFERENCES
ANATLOGICAL REASONING
FACTS LOGIC TAW VALUES

Factual distinctions can persuade a person to reverse his
position. For example, suppose two people A and B both have
shop-lifted a coat from a downtown retail outlet. A group of
adolescents are discussing what should be done with B who is a
fourteen year old boy with no previous record. One of the
discussants suggests that B should be jailed for two weeks (as a
deterrent) because the discussant had read of another person, A,
who had been jailed for two weeks for stealing a coat. Upon
further inquiry it is observed that A is eighteen years of age
and a repeating offender. At this point the discussant who
recommended two weeks of imprisonment for B might withdraw his
recommendation because he recogniées that the two cases are

different in important aspects.

Errors in the use of analogies are frequently logical blunders
similar to the one committed by Alice in "Alice in Wonderland"
as is illustrated in the following passage:

"Then you should say what you mean', the March Hare
went on. "I do," Alice hastily replied; at least
--at least I mean what I say--that's the same thing,
you know."
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How the problem of misusing logical analogies can be revealed
is illustrated by Alice's companions:

"Not the same a bit!' said the Hatter. 'Why,

you might just as well say that 'I see what I

eat' is the same as 'I eat what I see'!' "You

might just as well say," added the March Hare,

"that 'T like what I get' is the same thing as
'TI get what I like'!"

"You might just as well say," added the Dormouse,
who seemed to be talking in his sleep, 'that

'I breathe when I sleep' is the same thing as 'L
sleep when I breathe'!"™ "It is the same thing
with you," said the Hatter, and here the con-
versation dropped." 26

Alice's companions' use of analogies was suitable because they
pointed out the pattern of Alice's argument. The fallacy of the
pattern of Alice's analogies became obvious in the analogies

identified by her companions.

Analogies can be cited to support a person's value judgment.
This is the argument from precedent used by lawyers and judges.
They do not restrict themselves to legal analogies but require
the use of all four types--depending on the case at hand. 1In
' fact, every effort is made by judges to resolve cases on the
basis of previous judgments in similar cases but to avoid the
danger of comparing the case at hand with a case which is really
quite different. However, when the Jurisprudential Teaching
Model makes use of this practice in law, a serious distortion
might arise. The adolescents might be led to believe that the
case at hand is not resolved on the basis of principled decision
making but merely by searching for a case that looks similar at
the expense of the unique factors of the case at hand. Students
may not notice the role of 'principles' in preparing a judgment.
This is potentially a serious distortion that might encourage
some educators to recommend that court simulations should not be

incorporated into the Model.

However, the danger inherent in inviting adolescents to deal

with issues in a legal setting, using precedent, can be one of
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the key aspects of the Model to help students appreciate the

role of principles in analogous cases. It should be recalled

that moral principled decision-making is stage six in Kohlberg's
hierarchy of stages of moral reasoning, whereas adolescents are
predominately at stages two to four. It should also be noted

that Piaget observed that adolescents are predominately at the
concrete operational level of thought as well as at the transi-
tional stage from concrete operational thought to formal opera-
tions. Given these developmental characteristics about adolescents
generally, there is reason to believe tﬁat a consideration of
precedents can assist adolescents to see the role of principles

in a case even though they cannot develop a ratiomal justification
from principles through formal operations. An argument from
concrete previous cases or incidents requires concrete operational
thought. In this context principles are sufficiently concrete--
i.e. in the form of precedents that must be taken into account--
so that adolescents can bring them to bear on a case even though
they do not operate at the formal operational level and even

though they are not at stage 6 of moral reasoning.

This might be illustrated by the case of Riggs v. Palmer
described by.R.M. Dworkin. It should be recalled that the issue
in this case was whether an heir named in the will of his grand-
father could inherit under that will, even though he had murdered
his grandfather to do so. The students could become familiar
with the details of the case as well as the law which covers it.
They could review other cases in which the law was rigorously
applied when a will was contested. They could check out sub-
issues like the technical validity of the particular will. For
example, had the will complied with the stipulation that 'A
will is invalid unless signed by three witnesses.'? They could
see how this case is different because of the applicability of
an overriding principle--'No man shall profit by his own wrong, '
The question then is, does that difference warrant a different

court decision? The court which dealt with Riggs v. Palmer

obviously thought so because they did not grant the murderer

his inheritance.
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The point is that adolescents might learn to take principles
into account. by meeting them in analogous cases and observing
how they have affected the judgment in different cases because
precedent decisions can help to concretize principled decision-

making. In Riggs v. Palmer the students could observe that this

case was different from previous cases with respect to one aspect
only-~the moral principle that 'no man shall profit from his own

wrong.,' Hence, the exceptional decision of the Court.

It is difficult to recommend where analogies should be drawn
into an argument because that is in part determined by the flow
of the argument. However, a few guidelines might be helpful for
introducing adolescents to effective usage of analogies. First,
members of a discussion group should establish the main issue
under discussion even though this may change as the discussion
progresses. Then attempts should be made to clarify the main
issue by resolving important factual questions, definitional
questions, value issues. At this point enough might be known
about the issue to introduce analogies. In short, adolescents
might be encouraged to hold off with drawing on analogies until
the issue or case at hand is quite clear to the discussion group.
If this precaution is not taken, then the introduction of analogies
can result in serious distortions because the discussants might
be unaware of important similarities and distinctions. The
analogy can actually side track the discussion and lead the
group to conclusions which they would not accept had they realized

in what sense the analogy was not a valid analogy.

In summary, it is suggested that although the use of analogies
can thwart a discussion, especially through the introduction of
legal analogies (precedent), it can introduce adolescents to the
role of principles in the development of a rational justification
even though adolescents are not at the moral principled level of '
moral reasoning. This enables them to get involved in principled

decision-making.




~-141-

6. Evaluative Judgménts (see Table 19 on page 142)

The most difficult aspect of the decision-making model, which
serves as the basis for the Jurisprudential Teaching Model, is
levaluative judgments'. It is at this point that emotions
frequently take over and reason is disbanded. Howéver, it is
suggested in the research outlined in Chapter Three (The Develop-
ment of Moral Reasoning) that 'reason' should play an important
part in making evaluative judgments. Chapter Four (Moral
Reasoning and Civil Rights) showed how moral reasoning is an
integral part of the development of a rational justification for
prescribing action for other people. Therefore, adolescents
need to be introduced to value analysis, value classification,
and moral value principle testé in order to make rational

l)
evaluative judgments. It completes the decision-making model.“7

What is entailed in the final and most complex aspect of the
decision-making model, namely: evaluative judgments? First,
adolescents must learn to conduct value analysis. Nicholas
Rescher28 suggests that instead of asking 'what are values?' one
think in terms of 'what do values do?' Then one does not have
to deal with the question of whether the quality is inherent in
the thing itself. TFor example, when one says 'All red cars are
good cars' does the statement mean that all red cars are inherently
good? That is a very difficult question to deal with and probably
quite unsuitable for adolescents because they lack adequate tools
of analytic philosophy. Does it mean that the 'good' is a
characteristic red cars possess in relation to other things?
Again, this is a difficult question to deal with because 'what
does it mean to possess a value?' However, if values are con-
ceived in terms of ‘'what do values do?' then they can be viewed
in terms of 'worth' being conferred upon a thing, person, or idea.
Someone considers red cars valuable and therefore he made the
statement, 'All red cars are good cars.' Adolescents can under -
stand the third meaning of 'value'. It also leads to the next
task, i.e. 'value classification', which is also familiar to
adolescents because it is reflected in the ordinary use of

language.
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TABLE 19
Categories of Evaluative Judgments

E EVALUATIVE JUDGMENT

S G =
Quality
Value Analysis ‘< Characteristics
Worth
Subscribership
Characteristics
Y
Value Clarification Benefit
Purpose
Instrumental
Y
Moral Terms Prescriptivity
Evaluative Judgment ///////
(egislative Function) .
s i Universalization
(Justification)
Moral Value

New Cases

Principle Tests

Role Exchange

Subsumption

Universal

Consequences
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Rescher has identified a number of common classifications.
First, they are classified by subscribership (who holds it?).
Do most people ascribe to it? Are those who ascribe to them
considered authorities on the matter? Second, sometimes value
is conferred because the object has certain characteristics
which are considered desirable. For example, speed is considered
a valuable characteristic in racing cars and therefore a fast car
is considered valuable. Third, an object can be considered
valuable because of its benefit to people. It happens to meet
some of the needs or interests of people and therefore 'worth'
is conferred upon it. For example, milk is valued because it is
a source of calcium which helps to keep people healthy. Fourth,
the purpose of an object can establish its value. An awful
tasting drug can be considered valuable for medicinal purposes.
Fifth, some values are the basis for other values. For example,
'frugality' is not valued for itself but because it can lead to
other values like 'wealth' or 'self-sufficiency.' All these
classifications have been used by most, if not all, adolescents.
The same value word can be classified in different ways according
to its function. Adolescents need to be informed about the classifi-
cation so that they understand more clearly the role of wvalue

statements in various situations.

'Value' words have sevefal dimensions besides conferring
worth on an object. Values can be regarded in greater or lesser
degree from one instance to the next. One chair can be more
comfortable than another, one car can be more 'economical' than
another. Various scales are used ‘to express the degree to which
a value is considered present in an object. First, sometimes an
ordinal value scale is used (e.g. the sunset is beautiful). A
value is present or it is not present. Second, sometimes a
cardinal scale is used (e.g. wealth/destitution). Third, some-
times a bi-polar scale is used to express the relative value of

an object:

negative ——- neutral -=- positive

harmful harmless beneficial
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Fourth, sometimes bnly a mono-polar scale is used (e.g. only
negative or only positive). Fifth, some values are terminating.
For example, when a person is healthy he cannot become more
heélthy. Sixth, some values are non-terminating. For example,
a person can go on accumulating more and more wealth whether he

is wealthy or not.

A person's value system is characterized by three distinct
tasks:

1. the analytic task of characterizing, classifying and
explicating the concepts of the various 'values' that are
at issue.

2. the descriptive task of applying the value concepts to
specific concrete settings.

3. the normative task of evaluating this specific pattern of

2
value subscription. 2

The value classifications illustrated above are examples of
the analytic task. The descriptive task is an empirical inquiry
similar to what was outlined in 'modes of inquiry' above. It is
the normative task,which is the most complex task of all, that
requires further explanation. The discussion of moral-value
judgment tests (see '"Rational Operations' above) was an attempt
to explain what is entailed in making an evaluative judgment.
However , before more is said about those tests, it might be
helpful to observe in what sense it is possible to reason about
value questions. Rescher maintains that values have an objective
(empirical) componentBO and therefore values can be treated in
a manner like 'facts'. 1In other words, the fact/value dichotomy
is false. Values which claim to enhance the 'quality of life'
are either well founded or false. They are not a matter of
personal choice. For example, that racial supremacy undermines
the quality of life (including that of the 'master race') can be
argued on the empirical base of historical evidence. It ig not
a matter of 'subjective preference’'. Second, since values have
an impersonal (universal) quality about them, they cannot be

reduced to mere subjective expressions. Something cannot be of
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value to one person but not to another in like circumstances.

This distinquishes a 'value' from a 'personal preference'.

Third, reasoning about values is important because the
prinéiple role of values resides in the rationalization of action.
This is implicit in the following ordinary questions:

What am I to do? (lst person)

What are you to do? (2nd person)

What are the merits of what John is doing? (3rd person)
Implicit in asking these kinds of questions, which are charac-
teristically asked by everyonme concerning the conferring of
'worth' upon action, is the assumption that action should be
conducted upon the basis of good reasons. If that is the case,

the role of reason is fundamental to value issues.

The most fundamental question is: 'What is entailed in
evaluative reasoning assuming that the purpose of evaluative
reasoning is the development of rational justifications. Implicit
in a value judgment are two things: (1) value principles and
(2) a set of facts which show that. the value principles apply.

It is logically inconsistent to assert the judgment but deny the
principle because the value principles relate the supporting

facts to the evaluative terms. The facts must meet two conditions
to be relevant: (1) they must be facts about the value object

and (2) they must be facts to which the evaluator ascribes some
value rating. Value criteria must be introduced to rate the
facts. For example, the value criteria that 'killing is wrong'

establishes that 'euthanasia is wrong.'

An application of the moral prinicple value tests probably
illustrates most clearly what is entailed in evaluative reason-

ing. Hence, the inclusion of the following examples.

1. New cases test. Consider the acceptability of the tentative
value decision in a similar new case. Suppose a person
asserts that 'lowering the voting age is bad' in a discussion

of federal election procedures. Suppose the statement was
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made on grounds that people under the age of eighteen are
politically immature. A new case could be made by shifting

the discussion to a comparison of rural housewives and

college students. Can it be established that rural house-
wives possess more political maturity than do college students?
Such a shift might suggest that 'immaturity' is not an accep-

table basis for establishing an age limit for voting.

Role exchange test. Due to the emotional component in value
decisions, people sometimes prescribe action for other people
which they would find entirely unacceptable for themselves.
 Consequently it is desirable to apply the role exchange test
to determine the acceptability of the underlying principles.
Suppose a person argues that 'no able-bodied man should
receive welfare allowance for himself or his family.' Such
a person might be asked to consider the following situation
'Suppose you were a technician at the James Bay Power
Development site before it was damaged. You might be laid
off for a whole year due to the damages at the site. Since
you were laid off in the middle of winter along with nine
hundred other men, you fail to get another job for several
months. Sould your family go hungry just because you were
laid off due to no fault of your own?' At this point the
discussant might be ready to qualify his statement. He
might even concede that there might be numerous circumstantial
situations where a so-called 'able-bodied person' might be

in need of welfare allowance and therefore should receive it.

Subsumption test. This test involves exploring the inter-
relationship of principles. When there is strong disagreement
about a value decision due to disagreement over the applica-
bility of a principle, it might be desirable to explore
related principles. Suppose a person is opposed to lowering
the voting age because 'it is unwise to grant voting privi-
ledges to immature people'. This value decision might be
placed in proper perspective by trying to establish the

relationship between 'immaturity', 'rationality', and
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'political rationality'. Does 'to be immature' mean the
same as 'being irrational'? Are 'rational people’ immature
in some respects? Is 'rationality' a'preferred criteria for
voting above that of 'maturity'? Are people over eighteen
necessarily more rational about politics than people under
eighteen years of age? 1If nbt, should 'age' be an absolute
criteria for granting voting priviledges on the basis that
people over eighteen are more 'mature' than those under
eighteen? Such a series of questions might lead a discus-
sant to question the basis he gave for his original value

decision. In fact, it might even change his value judgment.

Universal consequences test. A person can be invited to
'test' his judgment by considering the consequences of
applying his judgment to all like hypothetical or real situa-
tions. Suppose a teacher punished a fifteen year old boy

for denying that he had stolen the teacher's car keys when

in fact, the boy had stolen them. In other words, the teacher
punished the boy for lying to the teacher. Suppose Teacher B
agrees with Teacher A that the boy should be punished but
disagrees with Teacher A's reason for punishment. Teacher B
thinks that the boy should be punished because of the serious-
ness of stealing other people's car keys because such theft
increases the temptation to steal cars. That must be dis-
couraged in order to protect private property, argues Teacher B!
Neither teacher is willing to give in to the other person's
argument. Finally, in desperation Teacher B asks Teacher A

to consider the consequences of punishing everyone for telling
lies or making false statements. What about the two-year old
who sometimes imagines things to be different from what they
really are? What about old people who sometimes experience
memory lapses? What about the problem of 'selective percep-
tion' frequently characterizing witnesses at the scene of an
accident? What about a teacher who 'signs in' a fellow
teacher who is late for school? What about failing to report
some personal income on the income tax returns? What about

the 'white lie' to cover a minor breach of rules in order to
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avoid embarrassment? What about a 'white lie' to get a ‘
friend 'off the hook'? What about withholding vital infor-
mation as a witness in a civil court case? What about a lie
‘to protect the innocent in time of invasion? What about

war spies who live a life of deception on behalf of a country
they love? These are just a few questions Teacher B might
ask to invite Teacher A to comsider the universal consequences
of punishing people whenever they make false statements.
Applying the universal consequences test might help Teacher A
to reconsider the adequacy of his fjustification' for punish-
ing the boy by pointing out factors relevant to the situation

which Teacher A had not taken into account prior to the test.

It is important to emphasize again that the moral-value
principle tests are not designed to resolve issues {guarantee
right answers!) but to assess the 'justification' for moral value
decisions. They can assist in argument evaluation. Nor is there
any assurance that they will help to clarify issues because they
can stimulate various kinds of dissonance--logical, cultural,
experiential, and moral. Only a moral dissonance can help to
clarify moral issues. A logical dissonance can help indirectlf
if the discussion is caught in-a logical inconsistency. However,
if a cultural or experiential dissonance has been created, then
the issue might have become more confused than ever. Then it
might be necessary to try any and all rational operations to help
a person to shift from a cultural or experiential dissonance to
a logical or moral dissonance. Whether the person will make the

shift is not at all certain.

Since the task of making evaluative judgment is a part of the
Teaching Models some suggestion should be made as to how adoles~
cents could be introduced to the process. Before that is done,
it should be emphasized that the purpose of the Model is not
primarily to introduce adolescents to the formal properties of
making evaluative judgments, but to help thém to make evaluative
judgments based on rational justifications. 1In other words, it

is not expected of adolescents that they be able to conduct a
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philosophical analysis of what is entailed in evaluative

judgments.

The following teaching strategy is recommended for dealing
with evaluative statements. First, identify the value questions.
On what basis is the object in question regarded valuable? What
specifically is regarded valuable? Second, assemble all the
evidence related to the value statement. This involves collect-
ing facts, organizing data, classifying facts, etc. Third,
assess the factual assertions. In what sense are the facts
generally applicable or specific to any facet of the issue? Are
they conditional facts? If so, has the condition been met? What
is the source of supporting evidence? What is the reliability of
the source and the evidence? Have alternatives been considered?
Fourth, establish the relevance of the facts. Fifth, arrive at
a tentative value decision which is based on the weight of the
preceding four steps. Sixth, apply moral-value principle tests
to the tentative conclusion in order to test the acceptability,
relevance, and weight of the principles implicit in the tentative
value decision. This step applies only if the value statement

involves 'moral' wvalues.

It should be apparent that the teaching strategies for help-
ing adolescents to make evaluative judgments based on rational
justifications included the entire decision-making model. This
illustrates the point that the entire model culminates in the
evaluative judgments. It also points out that the components

of the model reflect an integrated process. The process is more

than the sum total of all of its parts. Integrating the parts
into a decision-making model creates a process with which to make

evaluative judgments based on rational justificationms.

This completes an account of the decision-making model which
is the most important aspect of the Jurisprudential Teaching
Model. It is by no means a comprehensive account but it should
serve to outline the function and power of the decision-making

model to make evaluative judgments based on rational justifications.
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B. Oral Discussion and Argument Flow Analysis

One of the main teaching strategies in the Jurisprudential.
Teaching Model is oral discussion and discussion flow analysis. This
is suggestéd in spite of the criticism levelled at attempts to discuss pub-
lic issues conducted in the classroom., It is sometimes argued that
generally people are stubborn and/or afraid to change their minds
about social issues. Therefore, what is the point of wasting valuable
class time on such discussions? Second, it is argued that political
and social issues have no right answers and gannot be resolved through
rational discussions. They are only a matter of opinions, so what
is the use of talking? Third, it is contended that most adults, let
alone adolescents, do not have enough facts to discuss complicated
social issues intelligently. What is more, if they did have access
to enough facts, the answers to the probiems would be so obvious that
there would be nothing to argue about. Finally, since the average
person is helpless in the face of political bureaucracies, what is the

pointlof identifying better solutions for social problems?

Tt is not assumed in this paper that there are satisfactory
answers to each of the five ob jections to oral discussions of social
issues, but it is assumed that it is worth trying to challenge each
of the objections. It is felt that oral discussion of public issues
has generally not been tried properly and therefore there is reason
to believe that the ob jections might be unwarranted. Oral discussion
is not recommended as an isolated activity conducted now and again
in-between traditional lectures and assignments unrelated to the
discussion. It is recommended for use in the decision-making model
described above as well as the other aspects of the Jufisprudential
Teaching Model. Finally, and probably most important, it is recom-
mended for use in conjunction with argument flow analysis models. The
purpose and function of these models constitutes the main purpose of

oral discussions in this Model.

Oral discussion and argument flow analysis is incorporated into the
the Teaching Model to meet the following aims:

1. to appreciate complex issues
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2. increase adolescents' use of reasons in support of a position or to
reject or revise a former position.
-3, provide qualifications and distinctions for positions.
4, help to analyze arguments prepared for opposing positions and so
learn to appreciate in what sense positions may differ.

5, develop increasing facility in discussion strategies.

M.A. Levin suggests that a 'good discussion' (a discussion that

meets the aims outlined above) must meet two conditions:

1. it must be a 'disciplined discussion';

2. it must be effective in classifying and/or resolving important
issues. v

He recommends the following conditions for a disciplined discussion:

1. explicitly stating the issues over which the participants
disagree;

2. responding sensitively to each other's statements (e.g. para-
phrasing and clarifying);

3. sticking with issues: pursuing them systematically and with some
degree of continuity;

4, recognizing when the issue or topic changes and making explicit
transitions when moving from one issue or sub-issue to another;

5. summarizing the progress of the discussion at different points
in the course of the conversation;

6. showing concern for relevance.

Fred Newmann has developed a Discussion Rating Scale to assess
the quality of 'disciplined discussion' (see Table 20 on page 152)
This aspect of a discussion is also monitored by the first part of
the Rétional Operations Model developed by T.R. Morrison (see Table
21, page 153).

The most important function of 'discussions' is the effectiveness
with wﬁich issues are clarified and/or resolved (Levin's second con-
dition of a 'good' discussion). Although Levin has developed a model
‘as well as some charts to introduce this component, the classification
of rational operations developed by T.R. Morrison offers a more

comprehensive guide to issue clarification and resolutions. Some of
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TABLE 20

Discussion Rating Scales

1. Fensitivity‘ ‘

low 1 | 2 E ' -4 | 5 hign

2. Treatment of Issues

| | ! |

superficial 1 ‘ 2 E I & | 5  thorough

3. Relevance

| | L |

low 1 | 2 | 3 I & | 5  high

4. TInvolvement-Interest

low 1 I 2 E | 4 | 5 high

5. Complexity of Argument

l | l |

low 1 2 I 3 I 4 | 5 high

6. Overall Quﬁlity

low 1 I 2 3 I 4 | 5  high

Source: Fred Newmann, Clarifying Public Controversy, 1971; p. 293
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TABLE 21

Argument Flow Analysis Grid

Issues

Rational Operations

,;'DISCUSSION PROCESS CLARIFICATION

Discussion rules suggested

Factual

Definitional

Explanatory

Policy Value

Horal

LegalMotivational

Functional

RO-2

Summary given or requested

RO-3

Paraphrasing

RO-4

Repetition-duplication noted

RO~-5

3 1SSUE STATING

Factual Issue

RO-6

Definitional Issue

RO-7

Explanatory Issue

RO-8

Policy Issue

RO-9

Value Issue

RO-10

Moral Issue

RO-11

Legal Issue

RO~12

Motivational Issue

RO-13

Functional Issue

RO-14

¢ ARGUMENT ELABORATION

Definition given or requested

RO-15

Stipulation made

RO-16

Assumption given

RO-17

Comparison~distinction given or requested

RO-18

Clarification given or requested

RO-19

Evidence-example given or requested

RO-20

Analogy glver or requested

RO-21

Hypothetical instance introduced

RO-22

0 ARGUMENT EVALUATION

Analogy Challenged

RO-23

Inconsistency noted

RO-24

Relevance questioned

RO-25

Assumption probed

RO-26

Counter-evidence introduced

RO-27

Moral-value principle test-new cases

RO-28

Moral~value principle test-subsumpticn

RO~29

Moral-value principle test-role exchange

RO-30

Moral-value principle test-universal consequences

RO-31

Conditional reasoning

Argument Flow Analysis Model

Source: Dr. T.R. Morrison, University of Manitoba
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the aspects of his model have been discussed earlier in this paper to
illustrate the 'power of analysis'34 of the model, It is this kind

_of analysis which is most important for discussion.

Although there are many ways of conducting discussions, some
seem to be more conducive towards the development of a 'good' dis-

cussion. The following format is recommended:

Determine the size of the group and the type of leadership for
the discussion., In most circumstances the size should be approxi-
mately ten people but the leadership may vary. If a teacher chooses
to be the leader, he should restrict his input to a minimum so that
the discussion reflects the thinking of the adolescent and not that
of an adult. There is the danger of adolescents trying to imitate
teachers in order to impress them and thus hopefully get a better
grade. More commonly, there is the tendency for the adolescents to
search for 'correct statements' (those which will meet the apprdval
of the teachef) by asking for more teacher input and attempting to
construct the kind of answers which a teacher might make. The
teacher should try to restrict his input to two roles: (1) getting
the discussion started, and (2) chairing the discussion to make sure
everyone has a chance to talk to an issue, and to maintain general
order so that the group can carry on a discussion. To start a dis-
cussion, the teacher might restrict himself to ‘three kinds of questions:
(1) what is the issue? (2) what is your position on the issue?

(3) why? If these three questions are asked of most or all of the
members of a group, chances are that some members will begin to pick
up the discussion. A student may also lead the discussion and play
a role similar to that of the teacher. The student may be involved
in the discussion more freely than a teacher because the student is
a peer to the group members and so will not introduce the 'adult

arguments', as is the case with the teacher.

Restricting the participation of the teacher cannot be emphasized
too much, because of the danger of distorting the discussion., For
example, the teacher might raise a law and order (stage 4) question

when most of the discussants are at stage 2 (instrumental relativist
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orientation). Since it is the teacher (authority image) who raised
the question and since most discussants happen to be two stages below
- the level of the question, the students might be inclined to try to

'sood answer' to the question. This kind of
g q

guess what might be a
discussion probably would not create the cognitive dissonance which
makes adolescents explore alternative forms of thought and there-

fore it would not encourage cognitive development.

The entire discussion should be taped. If the teacher is present
in the discussion he may choose to interrupt the discussion at certain
intervals to play back to the group what they have discussed. During
the play-back the teacher should take a much more active role because
the purpose of the playback is to help the students to discover what
went on during their discussion, Hé should assist students in identi=-
fying the use or misuse of rational operations by stopping the replay
at certain points to analyze what transpired. With the aid of lead
questions, the teacher :an assist students in recognizing the use of
rational operations. This in turn helps them to identify and analyze

the flow of the argument which is quite different from specific

operations. They begin to see how the discussion is progressing (or

why it is not progressing) because someone clarified a definitional

issue, or drew an analogy, etc. This kind of analysis helps the

group to decide where to go in the discussion (e.g. reconsider what

is the main issue). The teacher can help the students to acquire

this ability by asking the following kinds of questions during the

replay:

1, 1Is that a factual issue or a definitional issue?

2. Did you notice the hypothetical instance introduced in support
of‘the argument? What do you think of it?

3. Did anyone notice the inconsistency in the argument?

4, Can anyone introduce a counter-explanation to the argument?

5. Do you accept the argument from the new case?

Of course the teacher should encourage the students to interrupt
the replay to make their own observations. In fact, after several
teacher -directed analyses of discussions, the students should be

encouraged to do it on their own. The teacher might choose to get
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involved only to introduce students to certain analyses which they

are not using (e.g. the use of additional rational operations).

The replay of the students' own discussion is one of the most
importantlteaching strategies because it reveals the use and misuse
of rational operations and thereby reveals the kind of justification
produced by the group. This helps to determine whether the group is
indeed developing a rational justification. For example, the replay
might reveal that the discussion is proceeding on the basis of who
can talk the loudest, and not on the basis of evidence and the use
of rational operations. Such an observation can help to redirect the
group towards the pursuit of rational justification. Unless the dis-
cussion is focused on the development of rational justificatiomn, it
is unlikely that the discussion will encourage the development of
moral reasoning but is more likely to create cultural, experiential,

or logical dissonance.

Various t&pes of materials can be used for this kind of discussion--
dilemmas, vignettes, personal incident, film, research kits, research
projects, newspaper clippings, cartoons, etc. Silvia TFarnham Diggory
has identified the most important conditions that should be met by
all materials: (1) what is read must raise a question that the reader
finds hard to answer, (2) there is a hero who is faced with the
question, (3) the hero is engaged in an active search for an answer,

(4) there is a central element of struggle against difficulties and

perplexitieé.35

Some of the types of materials need further clarification. First,
a dilemma is 'a problem story which stops at the dilemma point'.
The story usually is brief (one to ten pages), which allows students
to read it just before the discussion. It has a dramatic story line
which is of interest to the students. It is a good place to start
a discussion because it raises one or more common issues for all
members of the group. It helps to focus on the use of rational
operation because, due to its brevity it clearly fails to supply
large amounts of facts with which to try :to resolve the dilemma.

Finally, since it is brief it can be written by students and teachers
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for specific purposes. A dilemma can concentrate on specific aspects
of morality (see Kohlberg's universal aspects of morality in Appendix A,
page 324), on particular cultural situations (e;g; The Nobrega Case--
see below), on personal experience (of the students involved in the
discussion). Second, a vignette is a short exerpt, or slice of a
story without a complete plot.37 It is anywhere from a few sentences
to about a page in length with all the features of the dilemma. Since
it is so much shorter than a dilemma, a discussion of a vignette must
rely almost entirely on the use of rational operations and not on the
availability of facts. A vignette identifies an issue without indi-
cating how it might be resolved. Since it is so open-ended, it may
create personal, experimental, or logical dissonance as well as moral
dissonance. Therefore it is particularly important to conduct an
argument flow_analysis at regular intervals during a discussion 6f a
vignette. Vignettes are particularly suitable for one special
function-~identify analogous situations to the situation under dis-
cussion. This technique has been used particularly well in the

38 39

Dilemma series and the Canadian Critical Issues series.

_ Research kits were prepared to help students to integrate the
use of relevant information with the use of rational operations in an
oral discussion. For example, a kit was assembled on a particular

case, like the Nobrega Case as follows:

1. Ten page summary statement of the case found in The Law and The

Police.

2. Toronto Globe and Mail coverage of the shooting incident:

- "Youth shot dead; detective claims scuffle accident".
A’"Set inquest into the shooting for June 12."
"80 Portugese protest shooting in church rally."

- "Detective's gun--inquest will be held in shooting of youth."
3. Verdict of Coroner's Jury (May 28, 1969),.
4. Canadian Criminal Code on use of firearms and offensive weapons.

(pp. 37 - 51)
5. Globe and Mail coverage of the Inquest:

- "Stories of policemen shot told at Nobrega inquest."

~ "An inquest which failed."
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- "Gun expert supports actions of detective."

- "Inquest jury visits death site."

- "Nobrega jury faced with question: Was youth's death‘accident
or murder?"

- "Nobrega shooting described. "0

This kit of materials on the Nobrega Case is not a comprehensive
coverage on the Case but it supplies a considerable variety of materials
that can be studied and taken into account in an attempt to clarify the
case. A group of students could spend several hours on this material
in preparation for a discussion of the case. The materials could be
available during the discussion so that the discussion could be based
on precise statements from primary documents thus forcing the discus-
sants to restrict 'fact statements' to whatever fact statements are

actually available.

On the other hand, a kit of this nature has reduced the research
requirements for the case to a volume which can be handled by adoles-
cents, The level of research conducted by lawyers in most cases is
too complex for adolescents. Nor is the time available to pursue such

in-depth research.

The students were also encouraged to conduct community research
projects in preparation for a group discussion. A group of students
would decide to inquire into current laws and attitudes about 'capital
punishment'. This would involve the following activities:

1. 1Identify and describe a problem area.
2. Draft an hypothesis with regard to the problem.
3. Identify sources of information:

-legislation

~-Law Reform Commission

-police officer

-lawyer

-judge

-general public
4. Design appropriate instruments (list of questions) to pursue each

source of information.
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. Chart the information .

5

6. Draw inference from all the information. v

7. Review original hypothesis and revise it if necessary.

8. Each researcher draft a report on his position after conducting
the research project.

9. Conduct an oral group discussion with other students who were

interested in the topic.

Due to the time that is involved in a résearch project of this
nature (probably about three weeks), it is not practical to conduct
this kind of research for each group discussion. Nor is it necessary
to do so as was pointed out earlier. However, this kind of research
provides a dimension to the discussion which the others do not have--
the discussants are closely involved with the case by personally
researching it. They develop a keen interest in the case by talking
to many different people in the community about the issue. Second,
the issue probably is much more real to them because they actually
monitored the opinions of many different people about it. It no
longer is an academic iséue about which other people write. It is a
real live issue 'mow'. All these factors can help to develop a

serious, probing group discussion.

Due to the nature of the types of material, they serve different
purposes in the Program. 'Vignettes' and 'dilemmas' require no
research and concentrate on the use of rational operations. They can
be used through the entire program. 'Research kits' require the
ability to conduct some research and therefore require more insight
into research techniques as well as some understanding of the concept:
and administration of law. Therefore, they should be introduced
later in the Program. 'Community research projects' are even more
complicated to execute and so should be held for the second half of
the Program. The same applies for 'Simulation activities' due to
their complex demands. (See Table 22, page 160, for a recommended
introduction of these types of materials and strategies.) It should be
emphasized that the Table offers a very general guideline. Many
students do not fit the guideline and therefore exceptions should be

allowed.
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TABLE 22

Introducing Types of Materials

FIRST SECOND THIRD FOURTH
QUARTER QUARTER QUARTER QUARTER
T S A S R S e oS
VIGNETTES | e
DILEMMAS [ >
RESEARCH r . :
KITS ' >
COMMUNTITY
RESEARCH —
PROJECTS >
SIMULATIONS | >

Materials and related activities recommended for oral discussions and

subsequent analysis of arguments.

This completes a brief outline of the main kind of group discussions
recommended for the Teaching Model. Other kinds of discussions have been
suggested. Newmann has described a procedure for his jurisprudential
model41 which requires very active participation on the part of the teacher.
He recommends that the teacher participate in the discussion--probing the
students constantly for an explanation for everything they say. His objective
is to make students aware of the various rational operations. In effect,
he is trying to do in one step what this study recommends should be done in
two steps--group discussion without teacher involvement followed by an argu-
ment flow analysis of a replay of the discussion with the teacher taking an
active part in the aﬁalysis.

Other discussion formats are: leaderless group discussion, jury
panel, debate, pairing groups of students against each other, devil's

advocate role playing. 'Leaderless discussions' should be used sparingly
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because they frequently lack the qualities of a 'disciplined discussion'.
The rules of debate are so rigid that the debating rules tend to infringe
on a 'give and take' among opponents. What is more, the emphasis in
debates tends to be on winning through the use of strategies, rather than
on developing a rational justification as a group. Pairing groups of
students against each other and giving the groups three minutes each in
turn to respond to each other in several rounds of exchange is a useful
alternative format. It encourages the participants to listen, because they
cannot interrupt each other for three minutes. It also encourages students
to stop and plan a response before saying something in reply. The'devil's
advocate' role for the teacher should be used sparingly because it might
suggest that any position is as good as another because the teacher never
really argues for what he believes. Jury panel and role playing offer
great potential as a format for discussion. They will be discussed under

a separate topic in this study.

In summary, it should be observed that group discussion is one of the
most important teaching strategies for the Jurisprudential Teaching Model.
It allows for constant application of the decision-making model. It can
be used in a variety of formats. It is sufficiently flexible to allow
students to participate at whatever level of development they might be and

whatever level of skill development they might have acquired.
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The case study approach is an examination of many characteristics
of one 'unit' (e.g. idea, pérson, situation, company, communiﬁy,
culture, etc.). The emphasis on a particular 'unit' creates a body
of information, values, and principles which are sufficiently focused
so that a discussion can be held on it--everyone can know what the
discussion is all about. In short, the main value of the case study

approach for a decision-making Teaching Model is that it is specific.

A case study approach seems to be suitable for the Jurisprudential
Teaching Model because it can create the setting for the movement from
concrete operational thought to formal hypothetical deductive reason-
ing. For example, the case of a young Italian immigrant (The Nobrega
Case) who was shot by a police officer is specific enough for an
adolescent to grasp. An adolescent can immediately entertain many
questions about the case--'Why did the officer fire his gun?''Did he
have a right to do so?' 'What had the young man done?' 'What should
the officer have done?' 'What would (should) I have done if I had been
the police officer?' 'What should be done with the police officer?’

In fact, rather than formally ask all these questions, the adolescent
would probably blurt out a number of responses immediately after
reading the case which, in effect, would be answers to the kinds of
questions raised above. In other words, the case is concrete enough
for the adolescent to be able to think about it immediately. This
could be compared to a discussion situation where the teacher might
raise an 'intersection of principles issue' which would require formal
thought just to understand what the issue is all about. For example,
a teacher might ask 'In a conflict of 'individual rights' and 'the
state{s responsibility to protect citizens', what should a citizen,
employed by the state to pfotect citizens, do?' It is not likely

that most adolescents could deal with that question as it stands.

Not only are case studies concrete enough for adolescents

but case studies involving social issues can be a
challenge to anyone regardless of his stage of development. The

case can be resolved at stage one (punishment and reward orientation)
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by a six year old or at stage three ('good boy, 'nice girl' orientation)
by a fourteen year old, or at stage six (ethically principled reasoning
orientation) by a forty year old. Hence there is always the possibility
of a cognitive challenge in each case study. There is always the
possibility of stage development because a dissonance may arise in
connection with any case. It does not follow that an adolescent will
experience dissonance with respect to every case study--certainly not
cognitive dissonance. An adolescent might be convinced about a
solution to the social issue immediately and therefore experience no
dissonance. An adolescent might experience a logical, experimental,

or cultural dissonance instead of a moral dissonance. Therefore it

is extremely important to recognize that cognitive development need

not, indeed probably does not, occur every time a person encounters a
case study involving social issues. The point is that case studies
might encourage cognitive development. Therefore it is an important

teaching strategy for the Jurisprudential Teaching Model,

In order to use case studies effectively, several questions
should be taken into consideration. First, what issues should be
raised? That will depend on the substantive issues selected for a
particular program of studies. For example, in the unit of study
"Youth, law and Morality', which is described in Chapter Six of this
study, the materials focused on 'youth issues' although not to the
exclusion of other issues. 1In fact, in the research project that
students conducted, they were free to work on any topic if they could
find appropriate materials on it. Materials had also been collected
for the program on issues other than 'youth issues'. This theme was
selected for its potential appeal to adolescents but it was hoped that
the students would move on to other issues as well and so expand the

range of issues.

What type of cases should be considered? The following are
‘recommended: hypothetical cases, historical cases, contemporary cases
in society generally,and contemporary school cases. Adolescents should
be allowed to discuss immediate persodal social issues--including
those related to the schools they attend. This can help to make the

discussions important to them personally. It may be essential, for
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some adolescents, to experience stage movement. They should be
encouraged to consider social issues in a somewhat broader context--
_ the community (suburb, city, province) in which the school is located
so that they might observe some of the implication of the inter-
relationship among the issues of both categories. They should be
encouraged to see contemporary social issues in a larger historical
context. Therefore, historical case studies should be available.
They could be used to draw analogies. Finally, hypothetical case
studies in the form of novels and historical fiction should be
available. By encouraging adolescents to consider many possibilities
which may not have actually happened, hypothetical cases can increase
the students exposure to the range of moral aspects. Hypothetical

cases can also be created to pose analogous situations.

Third, what format should be adopted for the case studies? The
following outline suggests some variations:

1. Non-print media:

a. film
b. slides
c. tapes

d. cartoons
2. Print

a. vignettes

b. dilemmas

c¢. research kit

d. legal file (factums, forms, appeal books, evidence)
3. Community research project (including school)

a. literature .

b. interviews

c. surveys

d. inspection tours
A number of these formats have been described previously in this
study . Since it is essential that students get involved in a
program of this nature, it is necessary to utilize a variety of formats

to accommodate a greater range of student interest.
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D. Role Play and Simulation

Since there is a considerable amount of confusion about role-

Aplaying, simulation and games, a Handbook for Teachers on Simulation

2
and Gaming in the Classroom4 was produced for this Teaching Model.

Although no attempt will be made to summarize the Handbook in this

study, some of the main points about role play and simulation will be

mentioned. First, it is necessary to establish what is meant by

each 'activity' even though the literature does not entirely agree

on

1.

43

such definitions. The Handbook makes the following distinctions:

Role-play: Role-playing is the practice of 'being someone else’'.
It is used to enable a person to understand the situation of
another person. For example, a person might role-play a Member
of Parliament by trying to act like a particular M.P. Of all the

categories, role-play is the closest to 'imitatiom'.

Sociodrama: 'Sociodrama uses role-playing as a means of enabling
players to find a solution to a problem'. The emphasis of this
activity is on the interaction of players and not so much on a
'model’ of setting for the interaction. For example, students
might choose to be members of a citizen's committee which

is debating a controversial development. The students would not
pretend that they are somebody else but would use their personali-
ties and knowledge to enact a citizen's meeting. The activity is
characterized by an open structure where the rules of order are

less important than the interaction of personalities.

Model: 'A Model is a simple set of interrelated factors that
together are symbolic of a particular social system.' The Model
replicates the structure of an organization or institution with
the emphasis placed on the arrangement of facilities and rules of
operations. For example, students would conduct a Model Parlia-

ment where the emphasis is on correct procedures.

Simulation: ‘'Simulation involves the use of role-play by actors
or players during the operation of a comparatively complex Model
of a real or hypothetical social process.' It has the advantages

of role-play ('being someone else'), of sociodrama (enable students
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to find sclutions to problems) and a model (set of interrelated
factors that represernt a social system). This makes it the most
complex of all the activities. It provides the greatest oppor-

tunity for development.

5. Gaming. 'Gaming is an application to Simulation of situations
demanding the development and choice of strategies, or decision-
making, and nonetype of pay-offs--rewards or deprivations dictated
either by chance or as the result of the choice of particular
strategies. The decisicn and rewards are subject to the structures
of rules known to all players.' When gaming is applied to simu-
lation activities the participant loses some freedom for making
decisions. In this sense, gaming reduces the scope or potential
of simulation. However, in some situations, gaming impositions
might be necessary to make it possible for participating students
to manage the simulation. For example, consuﬁer marketing is
such an open and complex activity in real life that it might be
desirable to introduce adolescents to consumer marketing through
a rather structured decision-making process built into it--in
other words, making it into a game where the range of decisions

is restricted.

The Handbook suggests several reasons for using these kinds of
teaching strategies. Their motivating power is high; they encourage
interaction of students; they offer students power over a hypothetical
environment which reflects the real environment; they permit the
teacher to take on the role of coach instead of instructor; they
enéourage students to experience psychological reasctions; they focus
on processes rather than fa;ts. Although these attributes are desirable,

they do not speak directly to some important questions which must be

raised about these activities. Some of these questions are:

1. Do these activities teach facts better than is possible with other
teaching strategies?

2. Do they teackh values or bring about changes in attitudes?

3. Do these activities help students to think more critically?

4. Do games teach a simplistic view of reality because the models

have been over-simplified?
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5. Do these activities dehumanize students by allowing them to maneuver
the lives of other people without exposing the students to the
constraints of real life?

6. Does the 'winning' motif distort the decision-making processes

built into the activities?

Nesbit offers very few answers for these questions, primarily, it
would seem, because insufficient research has been conducted to date.
He mentions one study, conducted in 1963 by Garvey and Seiler,45 in
which the control group learned more information than the pilot group
which used simulation activities. The same study showed no significant
change in attitude. Both groups demonstrated an equal growth in
political realism.4 The study found no evidence that critical think-
ing was improved more through simulation than by other teaching methodsw
The evaluation of games by the Education Development Center drew the
same conclusion about the development of critical thinking.47 Cleo
Cherryholmes, who reviewed a number of studies, reports that 'learning,
critical thinking, attitude change, and retention' are not significantly
enhanced through games.48 He reports that 'Although students are
encouraged to test propositions to compare simulated behaviour with
referent behaviour and to offer revision of parts of the simulation,
students do not discover structural relationships in the simulate,

149

they memorize them.

All this information might be most discouraging except for what
appears to be a crucial difference between the simulation and gaming
studies reported on by Nesbitt and the simulation recommended in this
study. The difference is this: the studies reviewed by Cherryholmes
and others seem to be based on a 'behaviour modification' paradigm
whereas the simulation recommended in this paper is based on a 'cognitive
developmental' paradigm. Cherryholmes' reference to comparing 'simulate
behaviour' and 'referent behaviour' suggests a concern for 'behaviour
modification.’ It may well be that simulation accomplishes very little
in terms of behaviour modification--especially in terms of long-term
ob jectives. But, it does not follow from this observation that simu-
lation activity based on a cognitive developmental paradigm will not

encourage attitude changes, increased critical thinking, and most
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important for this study, facilitate the development of moral reasoning.

In fact, there is reason to believe that simulationso activities
might facilitate the development of moral reasoning if they are done
in the context of a Teaching Model which has a cognitive develop-
mental conceptual framework. First, simulation encourages reversible
thinking because it forces a person to think in terms of another person
for the moment. To do this, a person must be able to distinguish
between his own identity and those of other people. This is a pre-
requisite for céncrete operational thought and formal hypothetical
thought. Second, simulations are one way of recreating concrete
situations of what took place, or what should have taken place. Since
most adolescents are at the concrete operational stage (Piaget),
simulations would seem to provide suitable concrete expsriences for
adolescents to think critically. Third, simulations could help
adolescents to apply the moral-principle tests--role exchange, new
case, subsumption, and universal consequences --which are so impertant
in the clarification and resolution of social issues. In simulations,
adolescents can actually exchange roles, indeed, play a number of roles
in the same case and explore the consequences of a value position from
the perspective of a number of other people. This might encourage them
to apply the universal consequences task. Finally, and maybe most
important, simulation activities could help to create dissonance--
logical, experimental, cultural, moral--which is essential for stage
movement in moral reasoning. Simulation encourages a degree of actual
participation (through role-play activities) .which is not the case
with many other teaching strategies. When two adolescents confront
each other in a simulated court case--one role-playing as a defense
counsel and the other as prosecuting counsel--they can experience the
drama of intense direct examination, cross-examination, and argument.

This draws their own emotions and thought into the issue confronting

them. They are required to develop rationmal justifications for moral
value positions which‘they are defending 'in court'. Présenting ‘
positions, defending them, and challenging the positions of others

can create intense cognitive dissonance. Such an encounter can create
moral dissonance due to the nature of the issues at hand--social issues--
and due to the challenge to resolve them through jurisprudential reason-

ing.
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It is recognized that the arguments that have just been presented
to suggest that simulation activities can facilitate the development of
moral reasoning might apply more to some simulation activities than
others. However, they should apply to any simulation which is not
constrained by a tightly structural model and which challenges the

participants to make rationally justifiable decisions about social issues.

In conclusion, it is suggested in this study that,in spite of the
studies conducted on simulation activities to date, there is reason to
believe that simulation might facilitate the devel opment of moral
reasoning. For that reason, it was incorporated as a teaching strategy

in the Jurisprudential Teaching Model.

Teachers and students should be encouraged to develop their own
simulation activities. However, the HandbooKSI'urges teachers to
follow a certain design so that important steps in designing a simula-
tion .activity are not overlooked. This design is outlined in .

Table 23 on page 170. It has been described in scme detail in the
Handbook.

Finally, what kind of activities are included in the Jurisprudential
Model? Role=playing and sociodramas are encouraged throughout the
Model. Whenever students try to understand the situation of anotherv
person in the discussion of a dilemma, students are encouraged to
participate in sociodramas of conflict situations. This is done
spontaneously most frequently about conflicts arising at school about
school policies and regulations or alleged mistreatment of students by
fellow students or by teachers., Legal games are introduced, like mock
trial, alibi, false evidence, third degree,5 to help students to

argue points of law, to prosecute, or to advocate.

Most important of all, the participants are encouraged to get
involved in simulating a court case. As was pointed out earlier,
simulations bring together role-play, sociodrama, and models, in
such a manner that it provides wider scope for re-enacting situations
as well as an open structure within which the participants are free to

make decisions. The simulation included in the Teaching Model is
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TABLE 23

Creating Simulation Activities

DESIGN CRITERIA

l

INPUT

N

ROLES

CONCEPTS

VALUE

|

S

NORMS

INTERACTION

|

TRY THE SIMULATION

l

EVALUATE

|

REDESIGN THE GAME

Source:

What do you want to simulate:

(state goals and. objectives).

What is important to give reality

. What is important to give

reality to the simulation?
(persons, things, processes,

ideas, props, environment)

What is to be done, by whom,

and when?

Observe carefully and note

what happens.

Assess what happens according
to design criteria, input and

interactions.

Develop new design criteria,
applications and interactions,

having studied the evaluation.

Ron Charach: A Handbook for Simulation and Gaming in the

Classroom, p. 42.
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introduced as a concluding activity in which all the components of
the Model can be brought together. This is done in a court simu~-
lation of a case which the students have researched in some depth.
The preparation, simulation and evaluation involve the following

steps:

1. Preparation
a. introduce the class to several céses
b. group students according to case choices
c. students research the cases they chose
d. students select roles and research the roles
e. determine type of case--civil or criminal

f. determine court of jurisdiction
A .

2, Légal process

a. pleading: - claim

-~ defence

- reply to defence
b. preparation for trial
c. interpretation of statutes and regulations
d. case law technique
e. court procedure
f. evidence: - proof

-~ admissibility

direct examination

g. examination:
- cross-examination
- re-examination
- objection

h. witnesses

i. argument

j. Jjudgment

k. appeal

3. Role—plgy components of court case
4, Tape and analyze (video tape)
a. student analysis
b. lawyer's analysis: - legal process

c. teacher analysis: =~ issue framing
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- modes of inquiries

- critical thinking

- rational operations
- analogical reasoning

- evaluative judgment

There are four basic components to the simulation activity. First,
students are asked to research a case in detail [i (a) - (ci] . This
includes a study of the roles [l (d)| that are involved as well as
court procedure [l (e) - (fﬂ . Second, they plan how they will handle
the case in court (2). This includes role-playing parts of the case in
order to explore how thé case might be developed--especially the lines
of argumentation on both sides. The students are asked to try as many
different roles as possible so that they might consider a case from
many different points of view. The role playing is followed up with
group discussions. Third, the students conduct one complete simula-
tion in court. They may include, if desired, role-playing the incident
which initiated the case,--the iqcident which prompted the plaintiff to bring
the action against the defendent. 1In this final simulation, each
student is restricted to one role and position. A student judge
presides over the case and makes the final judgment. The entire drama

is taped or wvideo tape.

The final step is a comprehensive evaluation of each court simula-
tion. This involves an analysis from the standpoint of how well the
students used the legal process, but more important, it involves an

analysis of the fiow of the argument. With the aid of an argument flow

analysis model, the students are asked to analyze the simulated court
case to determine the adequacy of the rational justifications presented
in 'court'. This activity is a culminating activity in that it includes
all components of the decision-making model as well as the concept and
administration cf law. Through this culminating activity, the students
are challenged to develop their most comprehensive rational justifica-

tions for their wvalue positions on social issues.
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E. Content Selection

The departure from a traditional 'discipline approach' to a 'social
conflict approach’ and the strong emphasis on moral development in the
program, ''Youth, Law and Morality'" recommended in this study, raises
several problems concerning content selection. Implicit in the
Jurisprudential Teaching Model is the assumption that some methodologies,
some information, and some understandings are in fact more valuable
than others in educating adolescents to assume their social responsi-
bilities in the context of exercising their civil rights. Chapter
Three offered a justification for promoting moral development through
the development of moral reasoning. Chapter Four identified a general
substantive area which entails moral reasoning, namely, citizens‘rights
and responsibilities re decision-making. The first part of this
Chapter outlined specific methodologies within the framework of the
Jurisprudential Teaching Model. 1In other words, so far this study
has made an attempt to justify choosing a particular methodological
model (The Jurisprudential Model) and a particular content area, and
giving it priority over others. .What is now required is the difficult
task of selecting specific content within the framework of this study.
First, a selection of specific areas of human conflict is required.
Second, a selection of information concerning legal methods of regula-
ting human affairs (including legal process and laws) must be
established. Third, a selection of historical as well as contemporary
issues must be made. Any recommendations must be reviewed in the light

of the cognitive development that characterizes adolescents.

The area of human conflicts selected for the program on '"Youth,
Law, and Morality" is 'civil rights' as they relate to citizens' rights
and responsibilities. This seems. to be a suitable area for several
reasons. First, civil'rights issues (as described in Chapter Four)
reflect the entire range of usual aspects of morality identified by

Kohlberg. Briefly these are:

I Stages in the Major Modes of Judgment
1. Obligation (aspects 1 - 3)
2. Responsibility (aspects 4 - 6)
3. Punishment (aspects 9, 10, 23)
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1T Principles of Judgment
1. Prudence (aspects 11 - 14)
2. Welfare of others (aspects 15 - 16)
3. Respect (aspects 19 - 21)

IIT The Basic Values and Rights
1. Contract and promise (aspect 25)
2, Life (aspect 26)
3. Property (aspect 27)54

Kohlberg's cross-cultural studies suggest that these aspects of
morality are faced by people of all ages in all cultures. A review
of the sample arguments in Chapter Three shows that the arguments
revolve around these aspects of morality. The treatment of 'rights'®
and 'obligations' of citizens (in Chapter Four) reflects these aspects
of morality. 1In short, civil rights issues seem to fall within the
parameters of Kohlberg's moral aspects as well as those of 'citizenship'.
This is not to suggest that no other content area falls within these

parameters.

A second reason for choosing civil rights issues is student interest.
Adolescents seem to be just as keenly interested in their rights as are
adults. Needless to say, currently, civil rights issues enjoy con-
siderable attention. Adolescents read and discuss rights issues for all

ages. Their sympathy is readily aroused for the underdog in society.

Third, according to Eric Erickson,55 adolescents are quick to
explore numerous ideal hypothetical solutions to social problems. Since
civil rights issues are one area of social problems, they solicit this
reaction from adolescents. It should be recalled, that exploratory
thinking is a requisite for stage movement and that exploratory
hypothetical thought encourages the development of post-conventional

moral reasoning (stéges 5 and 6).

Fourth, civil rights issues do not restrict the program to con-
temporary issues. Historical case studies can and should be included
to encourage adolescents to avoid viewing the present as though it

were isolated from the past. This is not to suggest that history
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should be taught to the young so that they will learn great lessons from
the successes and failures of past generatioms, but that they might
take the interrelationship of past and present into consideration as

they grapple with current issues.

The most important and complex aspect of discussing civil rights
issues is the ability to exercise moral principled judicial decision-
making (described in Chapter Four). What makes this task so difficult
is the role of principles in making judicial decisions about areas of
social conflicts. Since such conflicts entail moral tensions, they
involve moral principles. Therefore the main question concerning the
introduction of civil rights issues is whether adolescents are cogni-
tively capable of exercising moral principled judicial decision-
making. Fred Newmann maintains that it reqﬁires thinking in abstract
terms and relatively sophisticated moral reasoning (at least stage

three in Kohlberg's stages).

levin argues that it requires at least the folldwing reasoning
abilities:
1. detect logical inconsistencies
2. see relation between specific cases and principles

3. make distinctions among different situations

The research outlined on the '"Development of Moral Reasoning',
(Chapter Three) seems to support the use of civil rights issues.
Briefly, it should be recalled that adolescents in America are primarily
at stage two to four with only ten percent at stage one.58 Furthermore,
the studies conducted by EllLiot Turiel and others pointed out that
people will try to use,under appropriate motivation, a level of reason-
ing which is one stage above their dominant stage.59 In fact, such a
challenge seems to solicit the greatest interest and effort. In short,

this body of research would suggest that adolescents are ‘ready' for the

cognitive dissonance created by civil rights issues.

One more problem seems to linger concerning the difficulty of
moral principled judicial decision-making. Does it not require stage

six moral reasoning (ethical-principled orientation)? This problem
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was dealt with above60 when the use of precedent as analogies was
explained in connection with the decision-making model of the
Jurisprudential Teaching Model. Briefly, precedents are concrete
manifestations of logical, factual, legal, and ethical similarities

and differences. Since adolescents are at least at the concrete
operational stage of reasoning (Piaget), it is suggested that adoles-
cents can take principles into account if they are expressed in concrete
analogies, like precedents. Therefore it is suggested that adoles-

cents are cognitively capable of working with civil rights issues.

Since the program should be based primarily on contemporary civil
rights cases, it is difficult to list specific cases. Participating
teachers and students would have to select appropriate contemporary
cases each year. Historical analogies would have to be selected
accordingly.61 The teacher should take into account the guidelines
for }Case Studies Approach' outlined above6zin making the selections.
Even though the study of specific cases might vary from year to year,
there are some content concerns that carry over. They are (1) concepts
and principles, and (2) administration of law, This study departs from
the Harvard Social Studies Project on the manner in which concepts and
principles are treated. Fred Newmann63 and others in the Project took
the traditional approach of introducing the students to commonly-held
definitions of legal concepts and principles. Presumably, they
expected adolescents to acquire an 'adult' understanding of the 'basic'

concepts and principles.

Piaget points out, however, that concepts do not necessarily have
the same meaning for adults and adolescents (or children). For example,
he observed that a child's concept of 'cooperation'64 was different
from that of an adult. To a child the concept means ‘'unilateral
respect' (with reference to adults), whereas to the autonomous adult
it means 'mutual respect'. Similarly, the concept of 'justice' can
mean different things to different people depending on the level of
understanding attained by a person. For example, justice can mean
'retributive justice' to some and 'distributive justice' to others.

What a concept means seems to depend, in part, on the level of cognitive

development attained by a person.
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Therefore, standard adult definitions or explanations of concepts
and principles could be meaningless to some adolescents. Instead,
what is required is a great variety of situations in which adolescents
can encounter concepts and principles. Dissonance should be encouraged
in these situations so that increased differentiated and integrated
insight can be acquired into cencepts and principles which are necessary
for a discussion of civil rights issues. In the program, "Youth, lLaw
and Morality', the students are not given a formal introduction or
explanation to many concepts like 'freedom', 'equality', 'consent',
etc., nor to principles like 'right 'of advocary', 'equality before the
law', 'innocent uétil proven guilty', etc. Efforts are made to give
students an opportunity to encounter them in conflict situations about
civil rights issues. For example, in the Nobrega Case, which was
mentioned earlier, the students might encounter many legal concepts in
order to clarify the issues--e.g. concept of law, arrest, duty, obedience,
etc. The students might be asked to clarify them through reading other
similar cases, discussing the case with fellow students and with teachers,
and conducting interviews and discussions with members of the community.
In this manner the students are free to explore concepts as they can
understand them. They are constantly chéllenged through discussions
with other people who understand the concept somewhat.differently. This

can create the necessary dissonance for cognitive development.

In one respect, 'concepts' are dealt with differently than
'principles'. Special effort is made to introduce students to particu-
lar 'concepts' but this is not done with 'principles'. Throughout the
use of the Teaching Model, students are constantly confronted with
these concepts:

a. moral disputes
b. civil rights

. citizenship

[= " o]

rights
decision-making
principles

values

508 rh O

. precedent
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A development of increased understanding of these concepts is con-
sidered important in any discussion of civil rights issues, The centra-
lity of the first seven concepts was explained in Chapter Four of this
paper (Moral Reasoning and Civil Rights). The importance of the last
concept (precedent) was explained in the decision making model (Chapter
Five). It should be emphasized again that these concepts are not
'taught' but students are constantly confronted with them and they are

encouraged to clarify them.

Principles are not‘dealt'with in any.order of priority because there
does not seem to be a universal logically necessary order of priorities
among principles. The order of priority among‘principles is always-
related to the particular case in question. The clarification of
principles and the establishment of the 'weight' of principles can only
be done in the context of specific cases. This is done through the
application of the decision-making model described earlier--particularly

through the use of the moral value principle tests.

The second area of content required by adolescents is special legal
information for discussing case studies and for simulating court cases
(simulation is discussed below). They must have access to two kinds of
legal information: (1) existing laws and legislation covering the case
at hand and (2) judicial procedure. Various documents must be made
available like "The Canadian Criminal Code", "Juvenile Delinquency Act™,
"Manitoba Schools Act', "Canadian Bill of Rights', '"Manitoba Human
Rights Act'" as well as a statement of rules in particular schools.

Students must receive guidance in reading these official documents.

Second, students require access to information on the Canadian
legal process if they are to review critically previous decisions of
the Court and simulate court cases. This information was made available

to students through the preparation of a Student Legal Handbook,65

which deals with the following facts of legal process in Canada:
1. Police arrest

2 Bringing a case to court
3. Inquest
4

Preparation for Trial
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5. ©Procedure in the Courts

6. Using the 'Past' to make decisions in the 'Present’
7. Evidence

8. Examination procedure

9. Questioning technique
10. Judgment

11. Appeal

12. Government supervision of the legal proce5566

Each topic is introduced in the conteit of a series of dilemmas.
Each dilemma is a situation which involves a particular procedure,
such as 'arrest procedure'. The dilemma is followed with a series of
questions which are designed to invife the students to think critically
about the topic and to find out what they know about it. The questions
are followed up with a brief report which explain the procedure, including
documents, and diagrams required to execute the procedure, and reasons
for the procedure. In short, each topic is dealt with in three

different ways--dilemmas, critical questions, and a report.

The Student Legal Handbook also includes a final section on Legal

Culture which describes what is involved in attaining a legal education
and outlines some vocational opportunities for people who have a legal
education. The purpose of this information is to make adolescents more
familiar with the legal community which has the official responsibility
of making legal decisions. It might help adolescents to understand

the role of lawyers in case studies and court simulations.

Finally, the Student Legal Handbook contains a glossary of concepts,
legal expressions, and some principles in order to help students read
some of the more difficult literature in connection with some cases
which they might encounter. For example, if a group of students decides
to review an actual court case, they might choose to read through Factums,
Evidence, and Appeal Book on the case in question. To do so, they might

require some help with the technical terms in the documents.

The Student Legal Handbook should include two more aspects of

s
Canadian legal procedure. First, it should contain a resume of previous
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civil rights court decisions.67 The resumé should include:

1. a brief description of the incident which brought about the court
action

. the decision of the Court (including the reasons for the decision)

dissenting judgments (if any)

°

appeals (if any)

b S~ W N

. decision of the Appeal Court (if any)

These cases could be reviewed critically by the students thus
testing their ability to anaiyze principled decisions. Students might
choose to come up with a dissenting judgment. This kind of exercise
could help students to write dilemmas about previous civil rights cases.
Through the student-written dilemmas they might conceptualize the
dissonance (logical, cultural, experimental, moral, or all of them) or
conflict entailed in the case as they see it. A former court case
could also be used as a precedent in a case which the students might

be discussing or simulating.

Second, the Handbook should include a report on the structure of
the administration of law (see Table 24, page 181). The chart should
be accompanied with a brief description cf the roles and responsibilities
of each component of the structure. Most important, the Handbook should
include sources where more information could be obtained. This should
include a list of people to be interviewed, print material, institutions

to be visited, etc.

With the aid of a Handbook, which includes the additions outlined
above, as well as a list of.documents and case studies, adolescents
should have enough material so that they could conduct legal inquiries

for the prupose of this Teaching Model.




Attorney General

Sources of Law

Organization

of Courts

Legal Counsel

Law Reform

Commission

Human Rights

Commission

Police
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TABLE 24

Administration of Law:

Formal Structure

statutes
regulations
municipal by-laws
custom

precedent

common law

constitution

Municipal Courts

County or
District Court

Magistrates Court
Division Court

Family & Juvenile Court

Court of Revision

Provincial
Supreme Court

Trial Division

Appellate Division

Federal Courts

Penal System

Jail
Detention Home

Parole Officers

Supreme Court of Canada
Exchequer Court

Admiralty Court
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This concludes an account of the Jurisprudential Teaching Model. The
purpose and function of each component of the Model was explained to show
how each may contribute to the development of moral reasoning among
adolescents. Table 25 on page 183 illustrates the interrelationship of the
components within the conceptual framework of the Jurisprudential Teaching
Model. The central (integrating) component is the decision-making model
where civil rights issues, legal process, specific situations, and 'laws
and principles' meet and are brought to bear upon each other to clarify
(and resolve) civil rights issues on the basis of rational justificaticns.
Three main teaching strategies are used to encourage adolescents to develop
rational justifications. These are: oral discussion and argument flow
analysis, case studies approach and 'role-play and simulation.' The
adolescents are encouraged to participate in the decision-making process in
an atmosphere of honest inquiry--the pursuit of all relevant information,

a commitment to critical thinking, and an atmosphere of moral concern.
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TABLE 25
Interrelationship of the Components of the Jurisprudential Teaching Model

CIVIL RIGHTS ISSUES |

|

IAWS AND DECISTON LEGAL
MAKING
<+ A
PRINCIPLES MODEL PROCESS

SPECIFIC
SITUATIONS

ORAL DISCUSSION CASE ROLE PLAY

AND ARGUMENT STUDIES AND

FLOW ANALYSIS APPROACH SIMULATION

APPROACH AND MORAL CONCERN

INQUIRY
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G. Application of the Jurisprudential Teaching Model

The significance of the Jurisprudential Teaching Model can be
illustrated in an znalysis of a Court Simulation conducted in piloting
the Program 'Youth, Law and Moraliﬁy”. The analysis reveals the
central role of the decision-making model within the Teaching Model.
In other words, it reveals the need for issue-framing, modes of
inquiries, critical thinking, using analogies, and making evaluative
judgments when a group of citizens attempts to resolve civil rights
issues. The role of rational operations in constructing arguments
based on rational justifications is also emphasized. It shows how
the students are drawn into the discussion by simulating court cases.
In summary, the analysis of a court simulation discussed below
illustrates the function of the Teaching Model as well as the extent
to which a group of students, who participated in the Program, used

the decision-making model.

The Court Simulation requires some clarification before a
Transcript of it is analyzed. The rule under dispute is referred to
as the 12:20 Rule. Briefly, the Rule can be stated as follows:

If students leave the school building some time during

the noon lunch hour (which is from 11:30 to 12:30Y they

may not re-enter the building till ten minutes before

the end of the noon lunch hour except through special

arrangements with a staff member.

Ever since the Rule was introduced (December, 1971), many students
have objected strongly to the Rule on the grounds that it ié an
infringement upon the free movement of students when classes are not

°

in session.

During the time that the Program "Youth, Law, and Morality', was
conducted, some students decided to take this opportunity to discuss
and try to resolve this problem. Therefore, they researched the
implementation of the Rule and requested a Declaration of the Court
from a 'simulated student court' to determine whether indeed the Rule
was an undue infringement upon the free movement of the students

during the noon hour.
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The Court Simulation was conducted during the first piloting
- (1972) of the Prdgram. Arrangements had been made for a lawyer,
Robert Carr (LLM, Harvard) to assist the staff and students with the
legal procedure and thé development of Arguments. The students were
given access to all relevant documents on the 12:20 Rule (See Appendix B,

p. 328) .as well as the right to subpoena any students and staff members.

The analysis of the Transcript is donme in two parts--the first
part is an argument flow-analysis and the second part is an analysis
of student's understanding and use of legal procedure. The second
part had to be included since the discussion took place in the context
of a court simulation. The analysis explores the scope and limitation

of student participation in legal procedure.

The argumeﬁt flow analysis of the Chief Peguis 12:20 Rule Court
Simulation is a running commentary of the Transcript. This makes
it easier to place the analysis into the context in which the discus-
sion occurred. The alternative is to chart the use and omisgion of
rational operations, A chart has the advantage of providiﬁg a
statistical account of the use of rational operations, but the disad-
vantage of not identifying the context in which the rational operations
were used. In this analysis priority ié given to the context in which
students do or do not use rational operations. A contextual account
of the use of rational operations indicates the frequency of usage
as well as the situations in which they were used., Such an analysis
provides a more comprehensive account of adolescent usage of rational
operations.

The numbers in brackets throughout the Transcript identifies the
rational operation used at that point in the Simulation. They refer
to the categories in the Argumenf Flow Analysis Model developed by
T.R. Morrison. {(See Table 10, p.116).

The analysis reveals that the students used some rational opera-
tions (5, 10, 12, 15, 18, 19) much more frequently than others. On
many occasions the students failed to use an operation that would

have strengthened the discussion. The Simulation was at its weakest
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in the 'Arguments' and 'Judgment' presented at the end. Generally,
however, the students displayed some understanding and usage of

rational operations.
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Student Court Simulation of a Declaration of

the Court on the Chief Peguis 12:20 Rule

Transcript

Judge:
C.W.:

State your name and the purpose of bringing this case to court.
My name in C.W., and I would like a Declaration from the Court
about the 12:20 Rule.

My name is D.S. and I would defend this Rule.

Argument Flow Analysis

The discussion got under way with C.W. stating the purpose of the

discussion

. "I yould like a Declaration from the Court about the 12:20 Rule

Rule". The background to this statement is that, when a person questions

the validity of a law, he may request that the courts review it, and make

a declaration as to its validity. Hence, implicit in the introductory

statement,
Rule. The
the Rule."
discussion
was not as
indication
issue (8),

of these.

was the point that C.W. questioned the validity of the 12:20
response by D.S. confirms this interpretation: "T would defend
Taking clear positions helps to clarify the main issue under
and set the stage for the discussion. Unfortunately, the issue
clear as it could have been stated. For example, there is no

in C.W.'s statement as to whether she was raising a policy

value issue, legal issue (9), moral issue(10), or a combination
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(transcript cont )

C.W.: Would you call L.F. to the stand, please.

Direct Examination of L.F., by C.W.:

Court Clerk: Calling L.F. to the stand. Do you swear that the evidence
you shall give touching on the matters in question shall be
the truth, the whole truth, and nothing but the truth so
help you God?

I do.

What is your full name?

L.F.

How old are you?

Fifteen,

What school do you attend?

Chief Peguis Junior High.

What grade are you in?

Grade nine.

What unit are you working on in Social Studies?

[T o B s Y o T R o T - o T N T
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A unit on law.

(analysis cont.)

Immediately, C.W. called for a person who could assist her in clearing

up some factual issues (5). Through question and answer, L.F. is estab-

lished as someone who could know something about the Rule because she
reported that she, along with some other students (they were named) went
to discuss the 12:20 Rule with Mrs. C., the Princiml. According to L.F.,
Mrs. C. told them why the 12:20 Rule was in effect.
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(transcript cont.)

C.W.: Where were you on Wednesday, January 24, 1973, at approximately
12:20 p.m.?

L.F.: In the front foyer.

C.W: What were you doing?

L.F.: Attempting to open the outside doors.

C.W.: Who was involved in this with you?

L.F.: K.D., D.S., L.F., M.G., M.L., C.D., myself, K.W., and Mr. M.

C.W.: What part did I play in this?

Lawyer: What part did you play in this! Better leave that part out,

because Council is not allowed to participate in anything that's
related to the case. Does that throw a monkey wrench into the
whole thing?

C.W.: Well, I was called into the office too.

Teacher: Just use the other party instead of yourself.

C.W.: What part did M, L and M play?

L.F.: They were waiting outside; they wanted to be let in.

C.W.: What did D do?

L.F.: She got Mr. M. from the staff room_and got him to walk in the

front foyer.

What did Mr. M. do?

He caught us.

Was the above procedure previously planned?
Yes it was. '

Was the outcome successful?

In a way.

In what way?

Well, we got caught.

Why did you want to get caught?

We wanted to speak to the Principal.

e B e N 2 TR e T A T o B e
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W.: What did the Principal do to us? Say to us?
Carr: Say to whom?
C.W.: You,
L.F.: She told us why the 12:20 Rule was in effect, her reasons for it,

and what she would do to the kids who broke the Rule. ‘
C.W.: Okay. How long did the Principal say it took the average

student to get from one end of the building to the other on the

¥ oe v e
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(transcript cont.)

way to lunch?
L.F.: About fifteen minutes.
C.W.: Okay. What did the Principal say concerning the time in vwhich
the 12:20 Rule is in effect?
From 12 to 12:20,
Are all of the teachers in the school aware of this fact?
No, they're not.

How do you know this?

H oo 2 oo
Lo T~ B B

Well, we conducted a similar test case, but this time it was
performed befére twelve.

C.W.: On what day?

(analysis cont.)

Unfortunately, C.W. did not ask L.F, just what Mrs, C. had said
about the Rule. That was a serious omission in trying to solicit, right

at the start, all relevant facts concerning the Rule.
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(transcript cont.)

D.

C.W.:

Judge: (a
student)

C.W.:

o = o v o B oot

= m o=

S.:

o om o= oM,

Your Honour, I object. That line of questioning has nothing to
do with the first test case to prove that the 12:20 Rule .
We're merely establishing the rules in effect, Your Honour, My
Lord (laughter).

Ob jection overruled. You may go on.

Are all the teachers in this school aware of the fact that this
rule is in effect from 12 to 12:207 ‘

No they're not,

How do you--Oh, I already asked:@ that. What did you find out?
We found that the teachers were misinformed about the rule.
What did you do then?

We went to the Principal's office and told her about it.

What did £he Principal say?

She said that she was glad we were on our toes,

That will be it.

(analysis cont.)

At this point D.S. questioned the relevance (24) of C.W.'s question.

The objection was useful in that it helped to identify the purpose of the

line of questioning--"establishing rules in effect".

C.W. did not allow pat answers standing unsupported, When L.F.

reported that not all teachers in the school knew just when the 12:20

Rule was in effect she responded: 'How do you know?'" This request for

evidence (19) solicited further facts relevant to the case--the second

test case.

The value of using non-leading questions was evident. C.W. was

careful not to lead L.F., to particular answers, because the task at this

point was to solicit relevant information to which L. F. had better

access than C.W,



-192-

(transcript cont.)

Cross-examination by the defense counsel: D.S.:

D.S.: Were you aware that you were breaking a school rule?

L.F.: Yes I was.

D.S.: "~ Then why did you let in the students that were at the door?
L.F.: Well, I don't think the Rule is any good.

D.S.: What makes you think you can go changing the rules? It's a

school rule, it's there to follow, What gives you the authority

to say, "I don't like this rule, I'm going to go and break it"?

(analysis cont.)

The tone of the discussion changed abruptly when D.S. asked L.F. a
few questions. At this point, it is assumed that L.F. has had her oppor-
tunity to report about the test cases and the Rule. Since it is also
possible that she might have offered only selective information, D.S.
took it upon herself to explore a few alternative questions and answers.

She began by probing several issues. First, she raised a policy issue (8):

"Were you aware that you were breaking a rule?" Since there was agreement

on the policy issue, she raised a motivational issue (12): "Then, why did

you let in the students that were at the door?" This in turn led to a
moral issue (10): "What makes you think you can go changing the rules?
It's a school rule, it's there to follow'". The principle stated by D.S.
solicited the principle underlying L.F.'s position: "I'm a part of this
school and I think I should be able to help in any way I can, or go against
", It is apparent that the sequence of questions followed by D.S.
greatly assisted in getting to the bottom of things--assumptions (16)--
which in turn helped to clarify some issues. One qf the assumptions stated

in support of opposing the 12:20 Rule was identified.
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(transcript cont.)

L.F.: I'm a pért of this school and I think I should be able to help
in any way I can, or go against
D.S.: Would you call that helping, breaking a school rule?
L.F.: I think it would help if the Rule was abolished, and the Rule was

taken away.

D.S.: Why?

L.F.: Well, I think a lot of the kids in this school would be a lot
happier and like the whole thing.

D.S.: Yes, but don't you think the Rule is there for a reason?

(analysis cont.)

D.S. continued the discussion by requesting clarifications (18) about

what she implied was a stipulative (15) definition (14) of "helping', namely,

"breaking a school rule'. The answer in the affirmative makes it quite

clear that L.F. would consider civil diéobedience (10) necessary in certain
circumstances. D.S. requested a further elaboration (C) of the argument
by asking "Why?". L.F. replied -'Well, I think a lot of the kids in this
school would be a lot happier and like the whole thing'". D.S. missed an
opportunity at this peint. Instead of requesting further elaboration by
pointing out analogical situations where 'happiness' and 'liking' are not
sufficient reasons, she suggested that there might also be reasons sup-
porting the Rule. In other words, to offer just any reasons is not good
enough. It is important to assess the importance of reasons. This point

could also have been reinforced through the use of examples and analogies.
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(transcript cont.)

C.W.: I object to this line of questioning, Ycur Henour., The Counsel
is discriminating, no the Counsel is incrimunating the Witness.

Lawyer: Nothing wrong with incriminating the Witness.,

C.W.: Bﬁt also, the Witness was merely to say what happened in the
test case., If you want the opiniocn of--if my Learned Friend D.
wants the opinion of--we conducted a survey that I will ask my
next Witness about, which was the opinion of quite a few people
in this school. Thank you.

Judge: Ob jection overruled,

(analysis cont.)

At this point, C.W. who was in support of L.F.'s position, was
incensed at D.S.'s use of leading questions. She accused her of leading
L.F. to self-incrimination. Unfortunately, an adult interfered in the
discussion at this point: Lawyer: 'Nothing wrong with incriminating the
Witness'. ©No discussion followed as to the problem of self-incrimination.
This is an example of the problem of adults parficipating in adolescents'
discussions. The age or position of authority can resolve issues in a

student discussion which should be resolved by the students.

C.W. continued her objection by arguing that D.S. had shifted to
another issue--reasons for and against the Rule. The student leader of
the discussion group, C.B., overruled C.W.'s objection, but she did not
state why. It is apparent that the objection should be overruled because
the line of questions posed by D.S. led to L.F. stating a reason for taking
her position against the 12:20 Rule. At this point it would have been
quite appropriate for L.F. to draw attention to the student opinion poll
without C.W.'s interruption. C.W.'s concern to stick to a factual account
(5) of the test case: ("the Witness was merely to say what happened to
the test case') was unwarranted because L.F, and D.S. had clearly gone
into a discussion of principles which in turn, led toc a discussion of

reasons for adhering to the principles.

In her objection to D.S.'s line of questioning, C.W. used a conditional
(31) line of reasoning, which was consistent with her own position. It was

used to introduce further evidence (19)--student opinion poll.
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(transcript cont.)

D.S.: L., did you receive this Student Handbook, a Student Handbook

like this one at the beginning of the year?

L.F.: Uhuh.

D.S.: And did you read through the Student Handbook?

Lawyer : You'd better file that as an exhibit.

D.S.: I am. Did you réad this Student Handbook?

L.F.: Yeah, I did.

D.S.: You would have noticed on page 5, the third paragraph, it tells
you about the school lunchroom. It says: "The students leaving

may not enter until 12:20." and you have stated that you have
broken a school rule, is that right?

L.F.: Uhuh.

D.S.: Your Honour, I would like to submit this as an exhibit. That
is all the questions.

L.F.: (Let me sit down).

(analysis cont.)

In conclusion to her questions to L.F., D. introduced one more piece
of evidence (19)--""Chief Peguis Student Handbook''--to point out that it
should be clear to every student just what the Rule says and to remind
everyone in the discussion that L.F. had broken the Rule. This was

consistent with the position she took earlier: "It's a schocl rule, and

it's there to follow'.




-196-

(transcript cont.)

Request to file exhibits by C.W.

C.W.:
Lawyer:
C.W.:.

Lawyer:

C.W.:

Teacher:

C.W.:
Lawyer:

C.W.:
Lawyer:
C.W.:

Lawyer:
C.W.:
Lawyer:

C.W.:
Lawyer:

I'd like to file a few exhibits. Should I say what they are?
What purpose are you going to use them for?

So that the Judge--well, one of them is the minutes of the meeting
and

Was anyone in attendance at the meeting who could be called as

a witness?

No.

Yes.

Yes.

You file this with the Principal when she is on the witness
stand; you say '"Remember at a meeting when you made these minutes
What about the staff and student bulletin? Don't we have to .
What are you using them for?

Well, just to have them. (laughing) So that we are aware of the

rules.

That's right. That is the reason. So put it in through a witness.

Well, I want to put it through L.

Okay. Yes, L. is your witness. You should have done it when she

"was on the stand.

Oh, I'm sorry.
We'll put them in now. That's all right.

(analysis cont.)

At this point, C.W. was involved in discussing the rules of procedure

(1) as they relate to introducing further evidence. She knew what each

document was supposed to 'prove' but failed to realize, on her own, that

evidence is best introduced as it fits the discussion so that everyone

understands the purpose of each piece of evidence.




-197 -

(transcript cont.)

C.W.: I'd like to call M.G. to the stand.
Lawyer: (with reference to exhibits) Give these to the Judge to read.

Direct Examination of M.G. by C.W,:

Court Calling M.G. to the stand. Do you swear that the evidence you
Clerk: shall give touching on the matters in question shall be the
truth, the whole truth, and nothing but the truth, so help you
God?

I do.

M., what is your (laughing). State your full name.

M.G.

What school do you attend?

Chief Peguis Junior High.

What grade are you in?

Grade nine.

What unit are you working on in Social Studies.

A unit on law.

Whose group are you in?

Yours. (laughing)

What did you do in the test case?

We waited outside, for L. to let us in.

What else did you do in conjunction with this case?

We conducted a survey.

What did you want to find out?

SoeEoREoRoRoEoXRoxREoH:R
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Your Honour, I object. The survey is a poll of what the students

think of the Rule, and I don't see any use of this because it's

a student opinion. 1It's six hundred papers saying if the students
like the Rule or not. I don't see where this survey has anything

to do with this case. It is just student opinions.

(analysis cont.)

C.W. drew another person into the discussion to get some more infor-
mation on the student opinion poll. However, D.S. had reservations about
it because she was worried that opinions might be taken for facts. (It
is just student opinions!"). Will the group distinguish between facts and

opinions?
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(transcript cont.)

C.W.: Well, Your Honour, I think it is very important because it
displays and illustrates student unrest, and how the students feel
about the 12:20 Rule. And I think it has quite a bit of bearing
on this case.

Judge: Ob jection overruled. You may proceed.

C.W.: I'd like to submit one of the survey forms for the Judge to look

at. How many people did you survey?

M.G.: Six hundred and sixty-five? Six hundred and sixty-six, I'm
positive.

C.W.: Okay. How many of these were in favour of the 12:20 Rule?

M.G.: I have the statistics here.

C.W.: Oh, fine. Should she read them all out?

Lawyer: Were your notes made at the game time that your survey was done,

immediately after the survey?
M.G.: Immediately after.

Lawyer: Go ahead.

(analysis cont.)

C.W. maintained that opinidns would introduce the feelings of the
students (14) which she thought should have a bearing (24) on the central
issue. She assumed (16) that student response to the poll indicated
student unrest. That, by the way, need not follow, and someone in the
group should have pcinted it cut. The Judge allowed C.W. to continue her
questions about the opinion poll.

C.W. raised a procedural (1) question concerning how best to deal
with statistics in a group discussion. Is anything accomplished by reading

them to the group? Would the group take them seriously?
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(transcript cont.)

M.G.: Okay. Um. Six hundred and nineteen of the students did not

agree with the Rule and thirty were undecided.

C.W.: What reasons did the students have for disliking the Rule?

M.G.: Well, they did not like it because of problems during weather
conditions.

C.W.: How many didn't like this? How many.

M.G.: Thirty-four of the students that we surveyed, said that it

wasn"t because of weather conditions. 581 said 'yes' it was
because of weather conditions, and four were undecided.

C.W.: Were there any other reasons?

M.G.: Yes, on this survey we stated five different reasons and at the
bottom we had a space where they could write other reasons if
they wanted to.

C.W.: Well, how about just telling us about the reasons that we have,

and some of the other reasons.

(analysis cont.) _ .

A statistical account (5) of the poll as well as the reasons for
student opinion were discussed. Unfortunately, nobody checked into the
kind of questionnaire that was used, even though a copy of it was made
available to the group. This was a serious omission in that the way the
questionnaire was constructed was biased in favour of opposing the Rule.
For example, five reasons were listed for opposing the Rule, but no
reasons were given for approving the Rule. Had this point been made, it

might well have affected the discussion.
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D.S.:

C.W.:

D.S.:
C.W.:

Judge:
M.G.:
C.W.:
Lawyer:

Your Honour, I object. I don't see what (difference) it makes
whether they have other reasons or not, because the witness has
said they had five reasons and room for other reasons. And it
does not matter what the other reasons are.

Well, this is what the case is all about, with all due respect
to my learned friend. But, I think it's very important in this
case since it is the students versing the Rule, that we should
have all the reasons the students have for not liking the Rule.
It has very pertinent value in this case.

But, your witness has said that there's five reasons (jamb)

It only takes a moment, end some of the reasons, all of.the
reasons are very valuable to this case.

Objection overruled.

Do you want the number of students

Just read them, please.

Would you speak up, please.

(analysis cont.)

C.W. once again repeated the central issue as she saw it ("it is the

students versing the Rule'™) (16), when D.S. questioned the relevance (24)

of listing all the reasons for objecting to the Rule. It appears that

C.W. did not realize that interpretations of the opinion polls are really

only assumptions because of the way the opinion poll was conducted.
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M.G.:

Some of the kids wanted to work in the MRC during lunch hour,
or they wanted to go to free gym, after going cutside, or they
forgot things and would like to go back inside for them. They
like to get together with bussed students and lunch is the only
convenient time that they can do so, and because being able to
come in and out of this school at lunch would contribute to
learning of school spirit.

Did they give any other reasons?

They gave reasons like they wanted to go to the store and come
back in and they got too cold.

Okay, thank you. What reasons did the students have for liking
the Rule?

There was one comment that I recall and it was that the girl

thought that there was too many kids running around at lunchtime.

That was the only one.

There was only one, or was there; how many were there?

Your Honour, I object.

I rephrased my question, Your Homour, I know what a leading

question is. That will be all, thank you. Your witness.

(analysis cont.)

Examples of reasons were requested and offered (19), including a

reason in favour of the Rule.

A procedural issue arose again in that C.W. started to lead a person

towards an answer contained in the question. It was realized immediately,

by various members of the group, including C.W., that a person who knows

a lot about a certain aspect of an issue should be encouraged to say what

he knows about the case.

To lead such a person might result in an omission

of important information.
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D.S.: M , what did you try to prove in this survey?
M.G.: Well, we tried to prove how many kids did like the Rule and how

many didn't.

D.S.: What difference does it make if the students like the Rule or not?

Well, it concerns them. They're the ones that have to wait out-

=
o

side.
Did you know that L. was breaking the school Rule when she
Yes I did.

Then why did you come in?

2 o B o
D QO w

Because (hesitation) I was cold, and I thought the Rule.

I just don't like the Rule.

(analysis cont.)

D.S. used a lead question very effectively: "What did you try to
prove (12) in this survey?'" M.G. accepted the wording and thereby dis-
credited somewhat the survey because the motivation could very well have

resulted in a bias in the questionnaire.

D.S. was still not satisfied with M.G.'s contention that whether the
students like the Rule or not has any relevance (24). She asked M.G. to
clarify this assumption (16) again. M.G. offered two reasons: 1) it

concerns them; and 2) they are the ones that are inconvenienced.

D.S. started again on this line of questioning. This time the
questions were personal ("Then why did you come in?'). M.G. gave her per-
sonal reasons ("I was cold", "I just don't like the Rule—~"). The former

raised a functional issue (13) and the latter raises a value issue (9).
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C.W.: Would you call Mr. T. to the stand.

Direct Examination of Mr. T. by C.W.:

gi:i;z Mr. T., will you please come to the stand.

C.W.:‘ I would like to, with this witness, submit evidence .

Mr. T.: I've got to get sworn in first.

Court Do you swear that the evidence that you shall give touching on

Clerk: the matters in question shall be the truth, the whole truth,
and nothing but the truth, so help you God?

Mk. T.: I do. (C.W. interjects in humour, 'I do too, Your Honour.')

C.W.: I would like to submit this. (submits book on child development).

Lawyer: Are you going to be questioning on each of those books?

C.W.: Yes, I will be. Well, he'll be answering on each of the books.

C.W.: What is your name?

Mr. T.: Mr. T. h

C.W.: Where are you presently employed?

Mr. T.: Chief Peguis Junior High.

C.W.: What is your job?

Mr. T.: Vice-principal of the school.

C.W.: _What have you studied?

Mr. T.: I've studied History and Political Science in my undergraduate

studies; I spent a couple of years on Philosophy and Theology;
and I spent a couple of years on Genetic Epistemology, and
half a year on readings in Philosophy of Law--part of it full-

time, part of it half-time.

(analysis cont.)

One-third of the discussion had now been completed. From here on a
new ingredient was added to the discussion--adults are invited, by the
students, to participate. The first adult, Mr. T., was asked to supply
the group with some relevant information concerning adolescents' ability
to think critically. To show the relevance of this issue, Cathy began

by asking for reasons why people have rules.
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(transcript cont.)

C.W.:
Mr. T.:

C.W.:

Mr, T.:

C.W.:

Mr. T.:

C.W.:

On what grounds do pecple decide to have laws?

It appears that there are a number of bases on which people make
laws. Sometimes they make laws to protect an interest that a
group of people have; sometimes they make laws to enshrine a
principle that they think is important for everybody.

Do you think that these should be the reasons for making laws?

I think the main reason for making laws should be the establish-
ment of good reasons for doing so.

How do you come by good reasons?

There are sort of two things that are involved. One is, one
must collect all the information that is relevant to the question
at hand; and the other one is one must learn to exercise the
rational operations that are necessary to put together or to
construct an argument.

In your opinion, do you think all laws have this as their basis?

(analysis cont.)

When C.W. asked for an opinion ("do you think all laws have this as

their basis?"), she requested examples (19) to support the opinion. This

distinguished (17) between two kinds of opinion--those which can be

supported by evidence (19) and those that cannot. .She made sure that the

objection to 'student opinion' would not be repeated (4).
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(transcript cont.)

C.W.: Can you think of any laws that take away our rights?

Mr., T.: Yes, I can.

C.W.: Could you tell us

D.S.r Your Honour, I object. Would you make clear what rights,

because it will be established when we do our case that the students
in this school have no rights. Is it rights

C.W.: I'in not referring to the rights we have as students, I'm referring
to laws that take away our rights, not student.rights,. right

rights.

(analysis cont.)

However, no sooner had C.W. managed to avoid an ambiguous use of the
word 'opinion', when she was caught on the word 'right'. D.S. requested
"Would you make clear what rights . . . ?". She claimed that she would
be able to establish that (19) students at Chief Peguis Junior High have
no rights. C.W. stipulated (15) a usage of the word 'rights' ("I'm referring
to laws that take away our rights, not student rights, right rights.')
Although the stipulation made one distinction quite clearly ('mot student
rights'), it unfortunately did not make the issue clear enough--what are
"right rights'? It also suggested that she was referring to laws affect-
ing them outside of school whereas the discussion up to this point had
been of a much more general nature--reasons used by people for making
laws. This ambiguity became apparent in the next objection, on grounds of
lack of relevance (24), against an example of a law violating people's
rights. The objection was valid in a legal sense (11) on the grounds that
a law from a different province cannot be used as a precedent on one's

own province. In other words, it is not an analogy (22).
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(transcript cont.)

Mr.T.: One example that comes to mind is a law that they have in
Edmonton where you must walk on the right hand side of the side-
walk; you cannot walk just anywhere. I think that that's an
infringement of the rights of a pedestrian for which there are
not good reasons.

D.S.: Your Honour, I object. I don't see what this line of question-
ing has to do with .

C.W.: Well, if you would sit down (jamb).

D.S.: He's talking about laws in other provinces.

(analysis cont.) ,

At this point, C.W. attempted to use the new cases test. She wanted
to point out that there were good and bad laws, depending on the reasons
for having laws. She asked Mr. T. for the grounds upon which laws were
made. Among other reasons, Mr. T. pointed out that laws should be
established on the basis of rational justifications, C.W. asked whether
all laws had this as their basis and Mr. T. replied 'no' Then she asked
for an example of a law 'that takes away our rights''. An example was
offered, but one of the students objected to it on legal grounds. Tt
could not serve as a precedent for the Chief Peguis 12:20 Rule because the
example was from another province. The objection pointed out that the
example was assumed to stand as a new case over against the 12:20 Rule so
that, if the example from Edmonton could not be justified, then maybe the
12:20 Rule could not be justified provided the two cases were analogous.
Not only did C.W. try to introduce a new case, she prepared the grounds

_for introducing it through a series of good questions. What C.W. tried
to do can be summarized in the following series of questions and answers:

"Should the people of Edmonton obey the sidewalk rule?

No, because it is an infringement of the people's civil rights
without .good reasons. (group consensus was anticipated).
Should students at Chief Peguis obey the 12:20 Rule? No,

for the same reason as above (group concensus was anticipated).
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Lawyer: Objection sustained. Good objection.
C.W.: Does that mean it's sustained? (laughing)

Lawyer: Yes.
C.W.: Well, that's too bad, uh. (laughing)

(analysis cont.)
At this point, the discussion was interrupted again by an adult in

that the lawyer entered the discussion in support of D.S's objection.
Since he is a lawyer, the objection reinforced D.S.'s assumption that the
example cited by Mr. T. raised a legal issue. The adult interference
seemed to unsettle the Defense Counsel, C.W. This was the first and only
time where a student was unsettled by an objection which was sustained.
C.W. could not explain what she meant with her question about 'rights'

nor did she know what question to ask next. She coéuld not state the

issue (13) as she intended.




-208-~

(transcript cont.)

C.W.: What conclusion could you come to?

Mr.T.: Concerning what?

C.W.: Concerning what we just said.

D.S.: Come on, we had a sustain, and she's asking him to keep on with

that line of questioning.

C.W.: All right, pardon me. Can adolescents think critically?

Mr. T.: Yes, I think they can.

D.S.: Your Honour, I object to that

C.W.: Oh, of course.

D.S.: . . . on the grounds that she's asking him a question about can

they do this. He is grouping students whether they can do stuff
or whether they can't.

Judge: Ob jection qverruled.

(analysis cont.)

D.S.'s next objection raised a functional issue (13) (''she's asking
him questions about can they do this"). From this it would appear that
nobody was clear about the issue under discussion--a policy issue? The
group leader gave C.W. a chance to start again. She did so by requesting
evidence (19) as to whether adolescents can think critically, thus intro-
ducing a factual issue (5). This seemed to be a good strategy in that

factual issues are most easy to identify.
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C.W.:
Mr.T.:
C.W.:
Mr.T.:
C.W.:
Mr.T.:

C.W.:
Mr.T.:

C.W.:
Mr.T.:

C.W.:
Mr.T.:

Cc.W.:
Mr.T.:

1'11 ask that question again. Can adolescents think critically?
Yes, I think they can.
Do you have any studies proving it?
Yes, I think that the studies Piaget did, back in the twenties.
Who is Piaget?

and right through to the present would suggest that kids
can think critically.
Who is he?
Piaget is a Swiss scholar who first of all studied in biology,
for many years--got his %?h.D. in biology; then switched to
philosophy and then mixed the two together, and had a very care-
ful look at how children think on the basis of what he under-
stood as to the biological ability of students as well as the
structure of knowledge, namely, epistemology.
What did he say about critical thinking in adolescence?
He pointed out that kids that come to the stage--the age, where
you're at, namely, about thirteen or fourteen, are quite
comfortable with learning to think out of concrete experiences.
In other words, if the issue at hand is something that is part
of their experience, then they can think through it. If it has
never been a part of their experience, then maybe they cannot
think through it, some of them might, some of them might not.
Okay, what does this have to do with the making of civil rights?
Well, my suggestion earlier was that laws should be made on the
basis of relevant information, and on the basis of being able to
participate in putting an argument together. I'm suggesting,
with the reference to %iaget and the research by Kohlberg and
Turiel and Rest--that's all in the exhibits you have there--
that students can do this, in such areas where they have some
experience.
Are there any other studies?
T mentioned some others. Kohlberg did a longitudinal or long-
term study from '58 to '70 with students ranging from ages 10 to
16. Piaget and Inhelder did together a study in Basle; another

study was done in Mexico, in Taiwan, in prisons in the States;
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C.W.:
Mr.T.:

C.W.:

Mr.T.:

C.W.:

in rural communities in the States, in Chicago. As far as I
know, there are maybe ten studies that all suggest at least

this one point.

What did these studies prove?

I think I've answered the question when I pointed out that
students are able to think through issues which are directly
related to their experiences.

Oh! Thank you. How does this all concern us at Chief Peguis?
As T see it applied here, is, that the 12:20 Rule is within the
range of experience of the students attending here, and therefore
what students have to say about the Rule has some relevance--
should be of some importance--in establishing the appropriateness
of the Rule.

Okay. Thank you.

(analysis cont.)

The discussion was further complicated by the fact that the evidence

(19) was supplied by an adult, Mr. T. That the evidence was not given in

a way that adolescents could understand, was evident from C.W.'s reply

"What did these studies prove?", when in fact, that question had just been

answered.

stood.

C.W. seemed embarrassed by the fact that she had not under-

However, she followed up with a good question requesting the

relevance (24) of the evidence to the specific case at Chief Peguis

Junior High School.
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Cross -Examinaticn of Mr.T. by D.S.:

D.S.: In your earlier statement you said that you think that all
students can think critically, did you not?

Mr.T.~ T don't remember, we'd have to check the records,

Lawyer: I believe the record says that--the question was ''Can students
think critically" and you said '"Yes'.

D.S.: Do you think there are incidents of where the majority of.
students are suffering because of the irresponsibility of a
minority of students?

Mr.T.: Well, I couldn't prove the point off-hand.

D.S.: Was the 12:20 Rule brought in because of such irresponsibility?
Mr.T.: I wasn't at the school when the Rule was put into effect.

D.S.: Can I read directly

Lawyer: You are allowed to read directly only on issues that are raised

in cross-examination.
D.S.: Ch.
Lawyer: If there's anything arising out of that, yes.

(analysis cont.)

The exchange between D.S. and Mr.T. is an illustration of the way
adults can avoid student questions and get away with it. It seriously
raises the question of whether it is desirable to involve adults in
student discussions about social concern issues. D.S. requested a further
clarification (18) from Mr. T. by probing for an assumption (25) under-
lying the affirmation that students can think critically. She wanted to
know whether it meant all students. An appeal was made to the record.
Next she asked for an opinion. An opinion was not offered on grounds that
evidence was not immediately available. D.S. persisted even though she
was getting no cooperation, 'Was the 12:20 Rule brought in because of
such irresponsibility?" Through this question, she raised a functional
issue (13). The question was avoided. D.S. tried to read a quotation
but by this time she was no longer sure just how it related to the issue

at hand and therefore gave up.
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Direct Examination of K.D. by D.S.:

Court Calling K.D. to the stand. Do you swear that the evidence you
Clerk: shall give, touching on the matters in question, shall be the
truth, the whole truth, and nothing but the truth, so help you
God?

1 do.

State your full name.

K. D.

Are you a student at Chief Peguis school?

Yes.

What did you see at the noon hour of January 24th?

A~ o R D =R o R
U v o wn g un g

I saw C. distracting a teacher while L. opened the door to let
some students in.

And what did you do about it?

I went and told Mr. M.

What did you say to Mr. M.?

Mr. M., the kids are opening the door.

Why did you tell Mr. M. about this?

®" o R U R O
O wn g wu g o wm

Because they were violating a student rule.

\

(analysis cont.)

At this point, the group had reached the half-way mark in the dis~-
cussion, and D.S., for the first time, drew a member of the group into
the discussion. K.D. was asked why she reported (12) students whe were
allowing other students into school before 12:20, to Mr. M., a teacher.
Her reply,'They were violating a student rule'". In other words, she

gave the same reason as the one defended by D.S. earlier.
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Cross-Examination of K.D. by C.W.:

C.W.: Are you in favour of the 12:20 Rule?
K.D.: Yes.
C.W.: And you also agree that the students at Chief Feguis don't have

] any rights?
K.D.: Yes.

C.W.: Would you like it if we did have rights?
K.D.: Yes.
C.W.: You would. And you think that you'd be responsible enough to

handle these rights if you had them?

K.D.: | Are you talking about the whole school?

C.W.: I'm talking about you.

K.D.: Yes.

C.W.: You think that you would be responsible enough? Well, if you

are responsible enough then why do you like the Rule? Don't
you think you're responsible enough to walk in and out without

causing trouble?

(analysis cont.)

C.W. chose to probe K.D. concerning her position. First, she inguired
(18) into K.D.'s position concerning the 12:20 Rule--was she in favour of
it? The answer was ''yes'". Then C.W. alluded to one of the issues entailed
in the 12:20 Rule, namely, student's rigﬁts (10 and/orll). ("And you would

also agree that the students at Chief Peguis don't have any rights?".

'K.D. agreed. To invite K.D. to review her position towards a rule which

infringed on students' rights, C.W. introduced a hypothetical instance (21)--
"Would you like it if we did have rights?" The reply to this personal
value issue (9) was ''yes'. C.W, pursued the‘hypothetical instance by ask-
ing: "And you think that you'd be responsible enough to handle these rights
if you had them? It was assumed that K.D. should be able to answer this
question at least about herself and therefore her reply would be sufficient
to resolve the factual issue of whether she could handle rights. Nobody
challenged this assumption. The answer was ''yes'. Then C.W. used a
conditional argument (for which the condition had been met in the previous
answer), to challenge K.D.'s position regarding the Rule. 1In short, she
argued that 'if you are responsible enough to handle student rights, then
you should be responsible enough to handle the responsibility of walking
in and out of school without causing trouble{ C.W. was suggesting that if

K.D. accepted one but not the other, she was inconsistent (23).
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K.D.: Yes, but there's other kids in the school that they would go in
and wreck vending machines, and the halls would be so crowded.
C.W.: So would you say that's the majority of the students, and that

you're just the minority that's responsible enough to walk in

and out?
K.D.: Well, I think that most of the kids are responsible.
C.W.: So you're saying that the Rule's put in because of a minority

of students?

K.D.: Yes.

C.W.: And you think that the majority of the students at the school
are responsible?

K.D.: Yes.
Okay.

(analysis cont.)

C.W. tried to summarize (2) K.D.'s position by asking whether she
belonged to the minority. K.D. clarified (18) herself by saying that she
belonged to a majority. From this it followed, as C.W. observed, that the
Rule was put into effect because of the minority. K.D. agreed, but C.W.
did not seem interested in knowing why K.D. would support this position

because she did not pursue it any further with K.D.

It would appear that K.D. applied the universal consequences test to
a situation put to her by C.W. She had asked K.D. to consider, for the
moment, a situation where students would have rights. K.D. replied that
* she would be able to assume the necessary responsibilities. Then C.W.
wanted to know why K.D. supported the 12:20 Rule. She replied that the
universal consequences of all students having these rights would be
further vandalism and crowding of limited facilities because some

students could not or would not assume the necessary responsibilities.

The role exchange test was tried only once. After K.D. conceded
that "the students at Chief Peguis don't have any rights', C.W. asked her:
"Would you like it if we did have rights?"” C.W. was asking K.D. to put

herself in a hypothetical situation where she had rights as a student.
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(analysis cont.)

What would that be like? For the moment, K.D. was asked to exchange her
role of 'having no rights' for that of 'having rights' so that she may
answer some questions related to 'having rights'. This technique probably
“was used by C.W. to encourage K.D. to reconsider her position towards

the 12:20 Rule which infringed upon the rights of students.

K.D. used an effective technique to explain (18) her position--she
offered a counter -explanation. In other words, she was not contending that
the 12:20 Rule was inappropriate because she, personally, could not
assume responsibilities, but, on grounds that 'there's other kids in the
school that would go in and wreck vending machines, and the halls would
be so crowded." It was not a moral issue (10) with K.D. but a functional

issue (13).
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Direct Examination of Mr. M. by D.S.:

Court
Clerk:

Mr.M.:
D.S.:
Mr.M.:
D.S.:
Mr.M.:
D.S.:
Mr.M.:
D.S.:

Mr.M.:

D.S.:
Mr.M.:
D.S.:

Mr.M.:

D.S.:

Mr .M. :

D.S.:
Mr.M.:

Calling Mr. M. to the stand. Place your left hand on the Bible
and raise your right hand. Do you swear that the evidence you
shall give touching on the matters in question shall be the
truth, the wholeé truth, and nothing but the truth, so help you
God?

I do.

State your full name.

Mr. M.

What is your present occupation?

I beg your pardon?

What is your present occupation?

Teacher.

Where?

Chief Peguis Junior High.

How much education do you have?

Bachelor of Arts and Bachelor of Education.

Where did you get your education?

University of Manitoba.

How long have you been teaching?

Ten years.

Have - you taught in other large schools like this one?

None quite as large as this one, but others that were fairly

large, yes.

(analysis cont.)

D.S. drew another person into the discussion--a teacher at Chief Peguis

J.H.--to explore instances analogous (20) to the situation at Chief Peguis.
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D.S.: Did they have lunch students?

Mr.M.: Just a few.

D.S.: Did they have special lunch rules?

Mr.M.: Yes.

D.S.: And what are they?

C.W.: I object. Your Honour, I fail to see how this line of questioning

has any bearing on the rules at Chief Peguis Junior High.

D.S.: This line of questioning is going to show that other schools do
have lunch rules and as Mr. M. was just going to state what
their rules were, (C.W.: I object, I object.). . . in comparison
with ours.

C.W.: I object. two wrongs don't make a right. Just because there are
other schools that have rules that has nothing to do with the
making of rules at this school. And I think since we're short

of time, it's a waste of time.

(analysis cont.)

Immediately, C.W. challenged the analogy (22) on grounds of relevance
(24), namely, rules at other schools do not apply at Chief Peguis J.H. and
therefore cannot be used as precedent. She tried to make a legal issue of
it.(ll)f D.S. replied that factual similarities (20) between the school
referred to by Mr. M. and Chief Peguis J.H. made the analogy valid. C.W.
objected on moral grounds (10) that "Two wrongs don't make a right". The
question of 'rights', which is a moral issue, cannot be resolved simply
by introducing facts--it is also a matter of principles. C.W. also threw
in a functional reason ("and I think since we're’short ot time, it's a
waste of time"), It is surprising that she threw in the functional issue
because she had consistently argued that the questions of rights were moral
issues (10) even though others had argued that they were essentially

functional issues.
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D.S.: These questions are leading up to a point, if my learned friend

would let me finish this line of questioning.

Judge: Ob jection overruled.
D.S.: What were their rules?
Mr.M.: Unless you stayed for lunch you couldn't come in at all at the

noon hour. Once you're out, you're out, and that was it. And
you couldn't come in until 15 minutes before noon hour was over.
If you stayed for lunch you had to stay in one room, eat your
lunch there; if you went out after lunch (you had to stay in that
room half an hour)...if you went out after . . . (a brief

portion of the testimony is missing due to taping complications )

(analysis cont.)

The Judge allowed D.S. to continue. It should be noted that the
Judge seldom sustained an objection (which cuts off a line of discussion).
The reason for it might be that she would rather not interfere in a

discussion, thus allowing the students to resolve their own differences.

D.S. used the new cases test to try to establish that the 12:20 Rule
should be in effect at Chief Peguis. She solicited information from a
teacher who had taught in another school concerning the procedures for
dealing with the lunch hour. The school had rules very similar to the
12:20 Rule even though fewer students stayed for lunch and the school was
smaller. 1In effect, what D.S. was trying to say can be summarized this way:

If the smaller school must have rules similar to the 12:20

Rule for the lunch hour, then Chief Peguis probably needs

them as well.

The analogy was made on the grounds that both schools had very similar
rules and that both institutions were schools, presumably having similar

ob jectives.
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D.S.: Have you taken any courses in psychology?
Mr.M.: Yes I have.
D.S.: On the basis of your knowledge do you think that students of the

ages of 12 to 15 are responsible enough to go in and out of the
school without causing problems?
Mr.M.: The majority are; but there is always that minority that does

cause problems.

C.W.: I object. Did you learn this in your studies of psychology?
Lawyer: You can't question a witness on an objection.
C.W.: Oh. I submit that he did not learn this while taking his course

in psychology (jamb).

Lawyer: Just hang on. Remember that when you are objecting to questions
Counsel never talks to each other and you only speak once, and
never again. You make your argument to the Judge; she makes her
argument to the Judge and the Judge rules.

D.S.: May I ask her how she can make that statement because she does
not know what my witness took in his psychology courses?

Judge: Ob jection sustained.

(analysis cont.)

In the way D.S. aéked her questions, it was assumed (16) that Mr. M.
knew that "there is always that minority that does cause problems" because
'of his studies in psychology. C.W. challenged that assumption (25), but
failed to offer any counter-explanation. Although this made her objec~-
tion weak, the Judge sustained the objection; probably on the grounds that
unless a necessary connection could be established between the 'informa-
tion' offered by Mr. M. and the course (5) he had taken in psychology,

he could not make an argument.
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D.S.: Were you here when the 12:20 Rule was made?

Mr.M : Yes I was.

D.S.: Were you in favour of the 12:20 Rule?

Mr. M.: {pgause) Partly.

b.s.: | Why?

Mr.M.: Pardon?

D.S.: Why?

Mr.M.: If it solves some problems I am in favour of it.

D.S.: What instruction did you get from the office concerning the

12:20 Rule--and by 'the office’ I mean the Principal.

Mr.M.: A set of papers directing us about the Rule, explaining why it
was being brought in, explaining how it was going to be carried
out, explaining the duty rosters, how and when to tell the

students about the Rule. It was distributed to us.

D.S.: What would happen if you let students in before 12:20; I don't
mean just once, but several times? What would happen to you?

Mr.M.: If I didn't get caught or I got caught?

D.S.: If you got caught.

Mr.M.: 1'd probably be frowned at rather severely.

D.S.: Then, why did you take these two girls to the office?

Mr.M.: ‘They were violating the Rule.

D.S.: Thank you.

(analysis cont.)

D.S. seemed to be looking for a comparison (17) between the instructions
given to students (Student Handbook) and those given to staff ('"What instruc-
tions did you get ...'"), but the purpose for this was not indicated. She
switched, instead, to the implications for Mr.M. if he did not enforce the.

Rule (would he get into trouble?), thus shifting the discussion to a functional
issue. The reply was "I'd probably be frowned at rather severely'. This does
not seem to be enough reason for D.S. for enforcing the Rule because she replied:
"Then, why did you take these two girls to the office?" 1In other words, what
motivated Mr.M. to take the action, (12) still seemed to puzzle D.S. Mr. M's
reply was '"'they were violating the Rule". This reply was not pursued any fur-
ther even though it left a lot of questions unanswered. Maybe D.S. was con-
fused at this point, because earlier he seemed to indicate that his support for
the Rule was contingent upon functional reasons (13) and now he seemed to suggest

that more basic issues were involved. Since he did not elaborate, they could

be policy issues, value issues, moral issues, or legal issues.
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Cross-Examination of Mr. M. by C.W,:

C.W.: I gather, Mr. M., that you are not in favour of the 12:20 Rule?
Mr.M.: I didn't say that.

C.W.: You are in favour of the 12:20 Rule?

Mr.M.: I didn't say that.

C.W.: What did you say?

Mr.M.: T said that I was in favour--partly.

C.W.: Which part are you in favour of?

Mr.M.: If it solves problems then I am in favour of it.

C.W.: What were the conditions like before the 12:20 Rule?
Mr.M.: What conditions?

C.W.: Lunchroom conditions.

Mr.M.: Lunchroom conditions?

C.W.: You didn't notice anything drastically wrong about the way

students were running about in school? You can't remember?
Mr.M.: There was quite a bit of traffic, and a lot of kids from our
school running in and out. Kids from other schools coming in,

if that's what you mean.

(analysis

C,W. tried to resolve thisodilemma by starting from the beginning:
"Are you in favour of the Rule?" After several lead questioms, Mr. M.
stated his position "If it solves problems, I am in favour of it". With
" this statement he returned to his original functional position (13).
Hence, C.W. began to determine whether the Rule had brought about any
noticeable changes in the conditions (5) at Chief Peguis J.H. during the
lunch hour. Mr. M. gave an account of the lunch hour situation before
the Rule: "quite a bit of traffic", "a lot of kids from our school running

in and out", and "kids from other schools coming in'".
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C.W.: Did you have an opportunity to voice your opinion on the Rule?
Mr.M.: There was a staffroom discussion about .

C.W.: Did you have a vote?

Me M. ! I don't know if it came to a vote. I don't recall that. I don't

think there was

C.W.: Do you recall?

Mr.M.: I have a bad memory.

C.W.: So you would not remember how you voted if you had voted?
Mr.M.: No, I wouldn't remember that.

C.W.: Well, if you can't remember if you were voting, you can't

remember how you were voting, how can you even remember what the

conditions were like in the noon hour before the Rule? You can't

remember anything else. Can you remember . . . (pause)
Mr.M.: Are you asking a question or making a speech?
C.W.: Yes I am.
Mr.M.: What was the question?
C.W.: How come you can't remember, if you can remember other things?

(D.S. objecting) Okay, I submit that Mr. M. cannot remember what
they were like, the conditions were like, gathering from his

" other testimony.

(analysis cont.)

C.W. asked Mr. M. whether the staff members had an opportunity to
voice their opinions (5) on the Rule. Then C.W. wanted to know whether
there had been a vote (5). Mr. M. was not certain and ended up saying,

"I have a bad memory". What C.W. was searching for in this series of ques-
tions is not certain, but she got an opportunity out of it to discredit

Mr. M.'s evidence (19). With the use of a series of conditional arguments
which were based on statements made by Mr. M., she challenged the reliability
‘of his description of conditions during the lunch hour before the intro-
duction of the Rule. She claimed that she detected an inconsistency (23)

in Mr. M.'s use of his memory. She used the following argument: "if you
can't remember if you were voting, you can't remember how you were voting."
Mr. M. had already accepted this part of the argumént. Then she continued:
"If you can't remember anything else, how can you remember what the condi-

tions were like during the noon hour before the Rule?"
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D.S.: My learned friend is not letting my witness answer the questions
she's asking. She's asking questions and then submitting stuff
as an excuse to you.

C.W.: I allowed him to. (pause) Does doing your job by enforcing the
Rule justify enforcing the Rule? (pause) Do you want it in
writing?

Mr.M.: Does doing your job by enforcement of the Rule justify the

enforcement of the Rule? (pause) Yes, I would like that in writing.

C.W.: Just a minute.
D.S.: I object, Your Honour. If she would rephrase her question, my

witness, he might be able to answer without having to write it

out.
Judge: Rephrase that question.
C.W.: Alright. You said, in your previous testimony, that you were

doing wour job; and D. thinks that because you were doing your
job, this is alright. Do you think that just because you were

doing your job, that justifies what the job was?

(pause)

D.S.: Your Honour, I object. My learmed friend is not making herself
clear enough so that my witness can answer the question.

C.W.: Too bad Mr. M. can't understand a grade niner.

D.S.: I'd like her to rephrase that.

C.W.: I'm not going to rephrase that, Your Honour. If Mr. M. cannot

understand, then I have to conclude what I have to conclude.

Thank you.

(analysis cont.)

C.W. concluded that Mr. M. could not remember what the conditions
were like. So she explored another reason why Mr. M. might enforce the
Rule (25). She asked, '"Does doing your job by enforcing the Rule justify
enforcing the Rule?" (10). D.S. objected to the question on grounds that
it was not clear. (18) C.W. elaborated on the question by linking it up
to what she thought Mr. M. and D.S. (who both seemed to be arguing the
same position) had said earlier, '"You said in your previous testimony

that you were doing your job, and D.S. thinks that because you were doing
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your job this is alright'". This reference to previous testimony is dubious
because C.W.'s recall of previous testimony is really a recall of assump-
tions (25) which she thinks underlay some previous statements. The only
statement to which the quotation attributed to Mr. M. could possibly
refer, is his reply to the question (from D.S.), "Then, why did you take
these two girls to the office?". His reply was, "They were violating the
Rule". Since this statement was not probed any further it is unknown
what reason he had for making that statement. It could have been the
reason referred to by C.W. and it could have been others. Maybe, C.W.
did it to probe Mr. M. through lead questions because she was having
difficulties getting an answer to her last question. The assumption (25)
attributed to D.S. ("because you were doing your job; this is alright')
can only be associated with a statement made by D.S. early in the dis-
cussion in an exchange between D.S. and L.F., "It's a school rule, it's
there to follow". Since D.S. argued that students have no right to

break a rule, it probably is reasonable for C.W. to infer that D.S. felt
the same way about teachers. Hence the aséumption derived (23) from

D.S.'s comment probably helped to clarify the issue (18).

The reference to what Mr. M. was supposed to have said probably
was enough reason for D.S. to keep on asking for further clarification
 (18) of the question. It solicited an emotive response (one of the few

in the entire discussion) from C.W.: "Too bad Mr. M. can't understand a
grade niner!". Instead, she should have explained why she attributed

. the assumption to Mr. M. The discussion broke down and nobody seemed
to know why. C.W. simply refused to do any more rephrasing and Mr. M.
did not speak to the question even though he could have done so. He
could have taken issue with the statement attributed to him or simply

stated his position concerning the moral question (10) raised by C.W.
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Direct Examination of Mrs. C. by D.S.:

Court Calling Mrs. C. to the stand please. Do you swear that the
Clerk: evidence you shall give touching on the matters in question
shall be the truth, the whole truth, and nothing but the truth,
so help you God?

Mrs. C.: I do.

D.S.: State your name.

Mrs. C.: Mrs. C.

D.S.: What is your occupation?

Mrs.C.: Principal of Chief Peguis Junior High.

D.S.: Why was the 12:20 Rule made?

Mrs.C.: It was made for a number of reasons. And the reasons all con-

cerned the program and safety of students in the school. I don't
want to make this too long, but the whole thing centred around

where we have very limited or non-existent lunch facilities. Many
openings to the outside are in proximity to apartment blocks, storeg,
and other schools, are a problem with about over half of the
students having to stay for lunch. It was a rule trying to regulate
the student traffic and add to the students' safety within the
school and it fitted into, somewhat in to the philosophical think-
ings in terms of the program as I see it; in that it was a further
situation where students would be given the opportunity or at

least the condition that they would have to think and work through
this kind of thing for the sake of each other.

D.S.: When was the Rule made?

Mrs.C.: Um, it was made, it was effected January 1972, but the Rule was
actually introduced N&bember 1970. It was introduced to the
teaching staff at a staff meeting in November, and was discussed
in a second staff meeting towards the end of November --early

December 1970.

(analysis cont.)
For the final third of the discussion, the students invited another
~adult to participate in the discussion--Mrs. C., Principal of Chief Peguis.
The information solicited so far from various members of the discussion

group was checked out by raising a few factual issues to begin with.
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D.S.:

Mrs.C.:

Mrs.C.:

And would you find that information in the minutes that my
learned friend gave to him? (referring to the Court Clerk). And
what instructions did you give the staff about the Rule? And

I mean supervision, and what would happen to people caught letting
students in several times?

The instructions to staff, actually came through discussions.
There were discussions at staff meeting level allowing feedback
from staff. So the way you put it, you want formal instructions.
This was outlined in staff bulletins in terms of procedures for
supervision, what people might be expected to do while they are
on supervision. There was no mention as to what penalty a staff
member would have to serve if he or she let in a student. I
don't--it never occurred to me, to include that. There's a
proviso also present, and I think understood by all staff mem-
bers, that if any staff member wanted a student group for any
reason whatever, in the school, he or she was quite at liberty
to have them come in.

What would you do if you did catch a teacher letting in students
several times?

Well, it would--I would first of all inquire as to what the
reason was, perhaps, a teacher is running a small club at noon

or something, and had invited them back. I would first inquire.

(analysis cont.)

D.S. next explored what would happen to teachers who failed to

enforce the Rule. This was done, no doubt, to clear up a motivational

issue (12) concerning teachers who enforce the Rule. Mrs C.'s answer

seemed to play down this issue and it was dropped.
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D.S.:
Mrs.C.:

D.S.:
Mrs.C.:
D.S.:
Mrs.C.:

D.S.:

Is the Rule working as you see it?

It is working in-so-far as I think it has reduced the number of
student accidents, I mean physical things that happened to
students prior to having the Rule. It certainly has reduced the
amount of traffic in and out of the school. It has reduced the
number of invading students from other schools Yes, I think
it's working in terms of the objectives for which it was designed.
Do the students of this school have a bill of rights?

No.

Why?

I don't think I can give the answer there. The student council
has attempted to work on such for two years. Perhaps they
haven't had enough time to develop this kind of thing.

Thank you. Your witness.

(analy&is cont.)

Then the discussion came around to the functional issue on which

Mr. M. had insisted. "Is the Rule working, as you see it?". Mrs. C.

contended that it was working, by supplying reasons related to the improved

conditions subsequent to the enforcement of the Rule.

At this point, the discussion was side-tracked to a new issue without

explaining why it was done (B). (''Do the students of this school have a

Bill of Rights?"). The answer was

1 1

no .
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Cross -Examination of Mrs. C. by C.W.:

C.W.: In previous testimony, you said that the Rule is working,
because of reduced traffic and that kind of thing. Uh, do you
have any proof of this?

Mrs.C.: In terms of numbers, yes, I can give you the example of students
meeting physical problems, and this I'm not giving you a statistic
that I have in writing but, I can do it from my own recollection.
Prior to having the Rule, there were, I would say, at least an
average of six incidents fer week where students were injured or
somehow infringed upon at the entrances of the school. And when
I say infringed upon, I might just mean a student on one side of
the doors, holding the door so that the student couldn't get in
or out. Now with the Rule, it appears that this sort of thing
does not happen as frequently.

C.W.: 1'd like to submit to the Court a request that I gave to Mr. T.
to find some information as to how often the Rule was broken and
by whom, and this information was not obtainable. How did you
find out?

Mrs.C.: About what? (Record interrupted due to technical difficulties)

(analysis cont.)

' C.W. was interested in Mrs. C.'s reasons for saying that the Rule
was working. She requested further proof. On the basis of recollection,
Mrs. C. provided the 'proof' (19). C.W. countered by saying that she
had requested information from the school office concerning the conditions
before and after (17) the enforcement of the Rule. It was reported to
her that such information was not available. C.W. submitted this as
coﬁnter—evidence (26) to Mrs. C.'s claim based on recollection. Why was
this information not made available upon request? Maybe she is not
recollecting accurately. Unfortunately this discussion was interrupted
by technical recording difficulties and so the analysis must also

remain incomplete.
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C.W.:

Lawyer:

C.W.:

Mrs.C.:

D.S.:

C.W.:

Lawyer:

D.S.:

Judge:

Lawyer:

C.W,:

Lawyer:

C.W.:

Judge:

About the second test case. In where we--well, I wouldn't want
to submit--T mean, do something but, where Ehe door was opened
before twelve o'clock.

Why don't you just ask her what took place at that meeting?

What took place on January 16th?

Okay.

Your Honour, I object. I don't see what this line of questioning
has to do with the case

If you let me finish my line of questioning .

No, no, you let, no, no, (C.W.: My learned friend) wait, wait,
you let her finish her objection. You only get to speak once

on an objection, then you say all you have to say to object.

Your Honour, I object to this line of questioning because I don't
see that it has anything to do with this case that we are dealing
with about the first test case that was taking place, and about
the Rule that students may not be able to enter up to 12:20.

And in my exhibit, it just says that students cannot enter after,
and if they leave, they can't enter till 12:20. It doesn't say

that they can enter before that, so and that we're debating.

 Objection sustained.

Wait, wait, maybe you had better hear from C.W. on the objection
you may want an argument .

Yes, I might want to. If the Court would let me continue with
this line of argumentation, you would find that I am coming to

a very valuable question. And also I would like to, and also
I'd be really pleased . . . (laughing)

Come on, let's keep it in logical form. (C.W.: Okay) If you
can't support your argument, let it go.

If the Court lets me finish this line of questioning, it will be
finished very soon, and it will prove relevant to the case.

Ob jection overruled.

Analysis cont.)

The discussion seemed to grind to a halt in that everyone had lost

sight of overriding issues. Consequently, there were repeated requests

for clarifications. Nobody seemed to know why C.W. was asking Mrs. C. to

report everything she knew about the test case.
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C.W.: When is the 12:20 Rule in effect?
Mrs.C.: At 12. What do you mean 'in effect'? The Rule, the 12:20 Rule

is in effect 200 days per year, from the time school starts,
every time the school's in session.

C.W.: Yes, I know that. What time during the noon hour?

Mrs.C.: Well, you're referring to a 12:20 Rule, therefore it's 12:20
what you're speaking of.

C.W.: What time does it start? What time do the doors lock so the
children can't come in?

Mrs.C.: The doors are never locked. 1It's just that students are not to
re-enter. The students can always

C.W.: Would this be from 12:00 to 12:207?

D.S.: Your Honour, I object. She's giving the witness an answer. She's

saying is it from 12 to 12:20 or is it from 10 after 12 to 12:20

Lawyer: That's alright. She's leading her witness, but it's cross-examination.
C.W.: Was it from 12:00 to 12:207
Mrs.C.: It's from 12 to 12:20 in terms of anything unless a student wants

to participate in student activity within the school, namely,
library, namely, free gym, this sort of thing where the student
- has made a pre-arrangement for that. Now when youApeople were
brought in as a result of the second incident, there was no
evidence of any participation in it.
C.W.: So in fact, we were breaking the Rule again.

Mrs.C.: Uhuh.

(analysis cont)

Finally, a leading question, related to a factual issue (5), made it
possible to continue the discussion. (The general question was 'When is
the 12:20 Rule in effect?" The lead question was '"Was it from 12 o'clock
to 12:20?"). The reason for asking this question was not indicated, even
though it obviously related to a discussion of what the teachers knew

about the Rule.
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C.W.:

Mrs.C.:

C.W.:

Mrs.C.:

C.W.:

Mrs.C.:

D.S.:

Judge:

Oh, I see. Okay. How long would you say it takes a student to
get from one end of the school to the other on the way to lunch?
Um. It all depends on who the student is, and how the student
moves. It certainly takes not very long, perhaps three minutes.
But if the student goes to the washroom goes to the locker,
stops to talk to friends, it could take as much as half an hour.
How long would you say it took the average student, the average
time to get from one end of the school to the other when the
lunch hour is finished?

You mean just the distance travelled?

Yes, how long would-it take?

Well, it would.

Your Honour, I object. I don't see what it matters how long

it takes for the kid to get there as long as she gets there.

Ob jection sustained. State under what circumstances the

students

(analysis cont.)

The discussion switched to another issue--"How long would you say it

took the average student, the average time to get from one end of the

school to the other when the lunch hour is finished?" D.S. questioned

the relevance (24) of this issue and so C.W. elaborated (18).
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C.W.: Under the circumstances, Okay I1'll get to the point, um, you
said before that it varies, and that it could be up to half an
hour and that all students are different. Would ten minutes, do

you think still that ten minutes is enough time? From 12:20

to 12:307?
Mrs.C.: Sometimes, for some.
C.W.: And it's only the exceptions that don't make it?
Mrs.C.: No, I didn't say that.
C.W.: Is it?
Mrs.C.: No.
C.W.: No. 1It's mot the exceptions that don't make it to totem on

time? (pause) I'm talking about from 12:20 to 12:30. (D.S.:
Your Honour, I object) 1I'll clarify myself, just a moment.
(D.S.: Thank you) You're welcome. Now we're talking about the
ten minutes betwéen 12:20 and 12:30. That's ten minutes. Now
is this enough time for the majority of students to get to their

totems on time?

(analysis cont.)

C.W. suggested that Mrs. C.'s explanations contain an inconsistency
(23). On the one hand, she supported the Rule, and, on the other hand,
she reported that the time required to travel from one end of the school
to the other 'varies, and that if could be up to half an hour and that
all students are different'. Under these circumstances how could ten
minutes (12:20 - 12:30) be enough time? Mrs. C.'s reply was vague and

so C.W. solicited further clarification (18).
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D.S.: Your Honour, I object. My witness can't answer that. She
doesn't know. She's already stated twice that students may vary,
they all vary. One kid could take two hours going around school
if she felt like it.

Mrs.C.: I could answer it this way and say that of the 920 students in
this school, rarely are there more than let's say ten, rarely
are there more than ten who are late for totem. Now recognizing
that over six hundred stay for lunch and that perhaps two-thirds
of those stay in the school, we would be then talking about 2, 3,
400 students who come in the door at 20 after, go to lockers, get
their bocks, and get to totem on timé, so of that 400, approxi-
mately 10 could be late. Less than one percent.

C.W.: When this rule was first put into effect, do .you think that it
was right that the decision was made without direct input from
the students?

Mrs.C.: The decision was not made without direct input from the students.

C.W.: Thank you.

(analysis cont)

D.S. appeared somewhat annoyed at C.W.'s persistance. She tried.to
summarize (2) Mrs. C.'s position to show that she could not answer C.W.'s
question. In doing so, D.S. misquoted Mrs. C. as saying that '"one kid
could take two hours'". Mrs.C. tried to resolve the issue by injecting
further evidence (19) based on recollections. This seemed to satisfy C.W.
because she went on to another question. The final question was: "When
this Rule was first put into effect, do you think that it was right that
the decision was made without direct input from the students?" Mrs. C.
pointed out that "The decision was not made without direct input from the
students". C.W. seemed surprised. Why this question was raised by C.W,
is not clear because she knew the answer to it from the exhibits she had
collected and studied. The exhibits contained the minutes of a staff
meeting at which the student president's brief concerning the 12:20 Rule
was discussed. Maybe she felt that the discussion was just a formality.
In any case, the discussion ended on a note that did not reflect the level

of discussion throughout most of the discussion.
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Arguments by both Counsel

D.S.:
Lawyer:
C.W.:
Lawyer:
C.W.:

D.S.:
Lawyer:

Can we make a statement?

Now, we'll have a2 brief argument from both sides. First .

Can she be first?

No. 1It's frustrating to have these rules, isn't it? (pause)

Your Honour, the survey showed that there is a lot of unrest
among the students, that this Rule is not a good rule. They
didn't like the Rule. They had reasons. And many students vary,
and they had very many reasons--it was cold outside. . Well, all
the reasons were mentioned. They forgot articles in the school,
some of them were out in shirt sleeves and they couldn't get back
in, things like that. The survey showed what we wanted it to show,
we wanted to prove that the majority of students feel that they
are responsible enough to walk in and out of the school freely
during the noon hour. And Mr. T.'s studies showed that there is

a correlation between critical thinking and responsible behaviour,
and that adolescents in this school could handle their responsi-
bility of walking in and out of the school. And could handle

the responsibility of helping to make decisions in this school.
Your Honour, first

I think you'd better both start calling the judge'My Lord! Ydu
have just demoted the judge by one court. You put her in a county

court.

(analysis cont.) .

A'request was made, by D.S. to summarize (2) the arguments. They

were a disappointment in that they dealt essentially with factual issues

even though many other issues were discussed. GC.W. paraphrased (3) the

evidence which she thought supported her position--survey, students'

reasons,
thinking
reported

critical

student's opinion, and studies on the development of critical
and its implications for adolescents. Some information was not
accurately (e.g. the reference to the correlation between

thinking and responsible behaviour).
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D.S.: By the way, first of all I'd like to say that my learned friend
here has said that all students could go in and out of the school
without cauéing any problems which neither of the witnesses said.
They said the majority could, and they didn't say that at all.
Anyways, in our opinion there is sufficient evidence on irrespon-
sibility which our witnesses, Mr. T. said that not all students
are responsible, and Mr. M. did say that, and Mrs. C. stated the
problems developed before the TRule was there. And I think that
those reasons would be enough to say that the 12:20 Rule was
necessary. And our witness, Mrs. C., stated that the Rule was
working. And it was proven by Mr. M. and Mrs. C. that Mr. M.
was only doing his duty by taking L.F. and them down to the office

for breaking the Rule.

(analysis cont.)

D.S. paraphrased (3) the evidence to support her position--evidence
of irresponsibility allegedly supported by Mr. T., Mr. M., Mrs. C., that
the Rule was working. Again, some of the alleged evidence was inaccurately
reported. (e.g. Mr. T. took no position regarding student irresponsibility).
She also misquoted C.W.:"said that all students could go in and out of
school without causing any problems'". C.W. did not say that. Special
reference was made to Mr. M.: - "was only doing his duty'". What doces it
mean that "it was proven by Mr. M. and Mrs. C. that Mr. M. was only doing
his duty?" It might be a justification for Mr. M's course of action but

not necessarily for the Rule itself.
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(transcript cont.)

Lawyer: C.W., you have a right to reply. If you want to, if there's
anything you would like to say.

C.W.: I think thaf D. stated that it was the minority of students who
couldn't handle themselves responsibly, and I don't think that
the majority should be punished or whatever for what the minority
does. I think, if the minority does something wrong, they should
be punished accordingly. And I don't think the whole school

should be made to abide by a rule that doesn't really affect them.

(analysis cont.)

C.W. tried once more to summarize (2) her position and, this time,
she raised one fundamental issue which served as a good summary of her
position: "I don't think that the majority should be punished or what-
ever for what the minority does. Only those who do something wrong

should be punished."

C.W. attempted to use the subsumption test in her second summary
statement. If the summary is seen in the context of the entire discussion
it would seem that C.W. was subsuming the functional issue (the rule is
required to control students) under the moral issue (what about the
rights of students). That is why the 12:20 Rule should be modified so that
the wrong-doers are not left free to wander and the rights of the
majority are not infringed upon. It is not a matter of either or, but
that the functional issue be dealt with in the context of the moral

issue.




-237 -

(transcript cont.)

Lawyer: Okay we'll take a two minute recess, and the judge will make up
her mind.

Judgment

Judge: First I want to thank both sides for their testimonies, and

witnesses and that, but I feel that I am not the only one to
say about the wvalidity of the Rule. But in my opinion, I feel
that the Rule is wvalid. It is needed to control the minority
of students during lunch hour. But I realize that this hinders
the majority from doing their responsibility during lunch hour.
And, well, the minority has to be punished in some way, and
even though the majoiity isn't part of it they have in most
cases nothing to do with this Rule. I feel that it is wvalid and
it should stay as long as there is trouble at school during the

lunch hours. Thank you.

(analysis cont.)

The Judge was asked to summarize (2) the discussion. Upon hearing

all the arguments, she concluded '"that the Rule was valid". Why? The
whole matter was essentially a functional issue (13). "It is needed to
control the minority . . . as long as there is trouble at school during

lunch hours."

She appreciated the concerns expressed by C.W. "I realize.
this hinders the majority from doing their responsibility during lunch
hours'". (10) Although she has clearly expressed a priority (28), she
Adoes not link it up with the evidence supplied in the discussion. That
is unfortunate.

The Judge also made an attempt at applying the subsumption test in
the final summary., BHer priority was that "It is needed to control the

' This must be done even if "it

minority of students at the lunch hour.'
hinders the majority from doing their responsibility during lunch hour'.
She did not assert that only a functional issue was involved (controlling
wrongdoers); she recognized the moral issue involved (civil rights of

students). She subsumed the moral issue under the functional issue.
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Analysis of Transcript
to determine how well students understand and use

legal procedure in the Transcript

The analysis of the Transcript for student understanding and use of legal
procedure is organized under the following headings:
. Introducing Evidence

a
b. Selecting Witnesses

(¢]

Conducting Examinations

[« %

Presenting Arguments

e. Declaring a Judgment

A. Introducing Evidence

What was introduced as evidence and how was it introduced? The
test cases, which were used to bring the case to court, were used as
evidence. The first test case was used to prove that the Rule was in
effect. The second test case demonstrated that not all staff members
know all the details related to the Rule.  This suggested some
ambiguity in the way the Rule was written up or inconsistency in the
enforcement of the Rule or staff dissention as to the desirability
of the Rule. These two items were introduced by the Prosecuting
Counsel.

The Defense Counsel introduced the Chief Peguis Student Handbook
to point out that it could be cleér to all students that the Rule was

in effect and what the Rule stated.

The Prosecuting Counsel then filed the minutes of staff meetings,
and Staff and Student Bulletins related to the Rule to point out how

the Rule was made and announced.

The Prosecuting Counsel filed a survey form in which students
expressed their views about the Rule and the reasons for their
position. 649 survey forms were submitted. 619 were against the
Rule and 30 were undecided. 581 cited inclement weather as the main
reason for their objection to the Rule and 34 cited other reasons.

One reason for liking the Rule was cited. The purpose of the poll
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was to point out the students’ opposition to the Rule and that they

had defendable reasons for it.

The Prosecuting Counsel solicited information from one Witness,
based on exhibits submitted to the Court, on the development of
critical thinking of adolescents. It was intended to point out
adolescents' ability to assume responsibilities concerning matters

covered by the Rule.

The Defense Counsel solicited information from one Witness con-
cerning similar problems and rules in other schools in which the
Witness had taught. It was supposed to serve as a precedent support-

ing the 12:20 Rule.

The Defense Counsel solicited information from one Witness, the
Principal of Chief Peguis, concerning the improved conditions at
Chief Peguis, éfter the implementation of the Rule. The evidence
was based on recollections. Prior to the introduction of the case in
Court, the Prosecuting Counsel had requested this kind of informa-
tion from the Administration. It was reported to the Prosecuting
Counsel that the information was not available. The Principal's
recollections were supposed to supbort the contention that the Rule
was working--reducing student traffic and vandalism. The Judge

admitted all this evidence.

One point of information was not admitted. A pedestrian law,
in effect in Edmonton, was cited as an example of a law which infringes
upon the rights of people. The Witness claimed that the law could
not be supported by a rational justification. The Defense Counsel
objected, and the objection was sustained, on grounds that the law
is in effect in another province. Actually, the Prosecuting Counsel's
question made it quite clear that the qudstion was not a matter of
identifying a precedent to the case at hand but to point out something

about laws in general--how they may affect rights.
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A key difficult question concerning evidence arose: 'how
vigorously should the students adhere to the 'laws of evidence' which
establish what may be admitted as evidence and what passes for hear-
say?’ It is evident from the Transcript that a somewhat lax position
was taken regarding hearsay. Although the rule against hearsay has
never been authoritatively formulated, it has been described as
follows by one notable source:

The essence of the matter is that B's statement
may not be narrated by A as evidence of its truth,
because B cannot be cross-examined and the court
has no opportunity of considering his demeanor
when deciding whether to believe his statement;
furthermore, B will usually not have been on

oath when making the statement. Moreover, in
many instances, there will be no chance of
checking the agouracy with which A has narrated
B's statement. O

According to this definition of the rule against hearsay, it is
apparent that the rule was violated several times in the simulation.
For example, a rigid application of this rule would have ruled out
the opinion poll as 'evidence'. None of the students who filled out
a form did so under oath. ©Nor were they cross-examined because it
would not have been feasible to do so with the 666 students who

filled out a form.

The rule against hearsay was relaxed deliberately. The primary
purpose of the simulation was not to make legal experts out of the
students so that they ould rigorously apply the laws of evidence in
court69 but to encourage students to discuss human rights issues in
an orderly fashion taking into account relevant information and
principles. To teach all the major rules of evidence would have
changed the focal emphasis of this Program. Furthermore, to apply
all the rules of evidence, if the students were capable of doing so,

would have been "impossible, impracticable or even highly inconvenient."

This modification of the rule against hearsay is commonly accepted
in most adult discussion groups because it would be extremely difficult
to discuss most issues without the relaxation of the rule. People

are constantly confronted with civil rights issues--at work, at home,
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at school, etc. Decisions on courses of action must be made daily.
One way of improving the quality of these decisions is to clarify the
issues through formal and informal discussions. Such discussions
cannot comply with a rigorous application of the laws of ewvidence

due to circumstances. It is for these situations: that this Program
is supposed to help the students. The relaxation of the laws of

evidence in the Simulation is justified on these grounds.

B. Selecting Witnesses

The Counsels chose their own Witnesses on the basis of the
information they required. The Prosecuting Counsel called the

following Witnesses:

L.F. - participated in the test cases
- against the 12:20 Rule
M.G. - conducted a student survey
- against the 12:20 Rule
Mr.T. - reported on research conducted on adolescents' ability to

think critically

The Defense Counsel called the following Witnesses:
K.D. - a student who witnessed one of the test cases and reported
it to a teacher.
- in favour of the 12:20 Rule
Mr.M. - the teacher who reported students to the Principal for
violating the 12:20 Rule
- cited similar rules in effect in another school
Mrs.C. - Principal of Chief Peguis Junior High. She introduced the
12:20 Rule at Chief Peguis J.H.

These Witnesses were selected to provide facts and principles
in support of and against the 12:20 Rule. Both Counsels made a con-
siderable effort to introduce Witnesses which had as much credibility

as possible in the areas in which they were asked to testify.
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C, Conducting Examinations

The most interesting and informative part of the Simulation was
the Examination.

Most of the questions were brief and to the point. They were a
series of questions which led up to a point which, in turn, had a
place in constructing the larger argument. The Examination consisted

of 'direct—examination,' 'cross—examination', and 'objections'.

The Transcript of the tape on the Court Declaration on the
12:20 Rule shows that the students were able to conduct various
examination tasks to solicit relevant information. The least compli-
cated task was to identify the witnesses. . No difficulty was

experienced with that.

The following direct examination of M.G. by C.W., the Prosecuting

Counsel, illustrates the student's ability to ask a set of non-

leading questions to solicit relevant facts and principles:

C.W.: What did you do in the test case?

M.G.: We wzited outside for M. to let us in.

C.W.: What else did you do in conjunction with this case?
M.G.: We conducted a survey.

C.W.: What did you want to find out?

At this point the Defense Counsel objected to the line of
questioning and, in effect, asked why this line of questioning was
allowed to go on. It provided the Prosecuting Counsel with an
opportunity to explain why she was pursuing the line of questioning.
Her reply was:

"Well, Your Honour, I think it is very important because
it displays and illustrates student unrest and how the
students feel about the 12:20 Rule. And I think it has

quite a bit of bearing on this casge."

The Ju.ge was satisfied and allowed her to procesgd. The expla-
nation offered reasons for soliciting the facts related to the
survey. It also identified a principle which was considered relevant

to the case, namely, "taking into account student opinion and feeling
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in making school rules.'

The following example from the direct examination conducted by

the Defense Counsel, D.S., shows that she developed a series of questiocns

to solicit the support of precedent from other schools and the reason

for choosing the particular case:

D.S.: How long have you been teaching?

Mr.M,: Ten years.

D.S.: Have you taught in other large schools like this one?

Mr.M.: None quite as large as this one, but others that were fairly

large, yes.

D.S.: Did you have lunch students?
Mr.M.: Just a few. '

D.S.: Did you have special lunch rules?
Mr.M.: Yes.

D.S.: And what were they?

At this point the Prosecuting Counsel, C.W., objected to the line
of questioning on grounds that it had nothing to do with Chief Peguis.
The Defense Counsel explained as follows:

"This line of questioning is going to show that other
schools do have lunch rules and as Mr. M. was just
going to state what their rules were in comparison

with ours."

The students demonstrated the ability to handle cross-examination

without the use of personal, emotive attacks. They used leading

questions effectively. They restricted the line of questioning
essentially to the issues raised through the direct-examination. Again,

they were in search of facts and principles related to the case at hand.

In the following quotation, the Defense Counsel, D.S., solicited

the principle underlying the position held by the key Witness of the

Prosecuting Counsel:
D.S.: Were you aware that you were breaking a school rule?
L.F.: Yes I was.

D.S.: Then why did you let in the students that were at the door?
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L.F.: Well, I don't think the Rule is any good.

D.S.: What makes you think you can go changing the rules? It's
a good rule, it's there to follow. What gives you the
authority to say "I don't like this rule, I'm going to go

and break it?"

L.F.: I'm a part of this school and I think I should be able to
help in any way I can, or go against.

D.S.: Would you call that helping, breaking a school rule?

L.F.: I think it would help if the rule was abolished, and the

rule was taken away.

L.F. was asserting the principle that as a member of the school she
should help to make it a good school. This included deciding upon
rules for the school and it might include civil disobedience. It is
interesting to note how D.S. obtained this information from L.F. She
did so by positing a principle as well, namely, ''rules are made to be
followed and not broken." In effect, the Defense Counsel's argument
went as follows:

The 12:20 Rule is a school rule at Chief Peguis.

L.F. is a student at Chief Peguis

Therefore L.F. must follow a 12:20 Rule.

This argument, in turn, is based on the following principle:
' If there is a school rule,
and if you are a student at the school,

then you should follow the school rule.

By stating her position, D.S. got the witness to state her position.

It is an effective technique®for drawing out another person's position.

Cross ~examination was also used to solicit relevant information.

It is illustrated in the following quotation in which the Prosecuting

Counsel, C.W., cross-examined the key witness, Mrs. C. (Principal) for

the Defense Counsel:

C.W.: How long would you say it takes a student to get from one
end of the school to the other on the way to lunch?

Mrs.C.: Um. It all depends on who the student is, and how the

student moves. It certainly takes not very long, perhaps
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three minutes. But, if the student goes to the washroom,
goes to the locker, stops to talk to friends, it could take
as much as half an hour.

C.W.: How long would you say it took the average student, the
average time to get from one end of the school to the other
when the lunch hour is finished?

Mrs.C.: You mean just the distance travelled?

C.W.: Yes, how long would it take?

Mrs.C.: Well, it would ., . .

D.S.: Your Honour, I object. I don't see what it matters how long

it takes for the kid to get there, as long as she gets there.

Judge: Ob jection sustained. State under what circumstances the
students . . .
C.W.: Under the circumstances, Okay, I'll get to the point, um,

you said before that it varies, and that it could be up to
half an hour and that all students are different. Would ten
minutes,do you think, still that ten minutes is time enough?

From 12:20 to 12:307

Mrs.C.,: Sometimes, for some.

C.W.: And it's only the exceptions that don't make it?

Mrs.C.: No, I didn't say that.

C.W.: Is it?.

Mrs.C.: No.

C.W.: No, it's not the exceptions that don't make it to the totem
on time?

The Prosecuting Counsel was trying to solicit information from the
key Witness for the Defense to support the point that ten minutes is not
enough time for students to get to their totems. If many students
require more than ten minutes, then it might be fair to say that ten
minutes is not enough time. This in turn might suggest that the 12:20
Rule is not a good rule, especially if some students require up to
half an hour.

' justify’

statements of principles in her cross-examination of Mr. M. She said:

C.W, demonstrated a clear understanding for the need to

"You said in your previous testimony, that you were doing
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your job; and D.S. thinks that because you were doing
your job, this is all right. Do you think that just
because you were doing your job, that justifies what
the job was?"
In this question, C.W. challenged Mr. M. to defend the principle of
blind obedience to authorities. Implicit is the suggestion that civil

disobedience might be considered when a human rights issue is at stake.

The students used 'objections' much more effectively than was
anticipated and it is through raising objections that the students
demonstrate much of their understanding of legal procedure and the
importance of good discussion techniques. Since the students had no
way of anticipating ahead of time when they should raise ob jections,
the technique serves as a good indicator of the student's understanding
of the issues and of legal procedure and their ability to 'think on

their feet'. The following examples illustrate the point.

When the Defense Counsel cross-examined the Prosecuting Counsel's
prime Witness, L.F., the Prosecuting Counsel strongly objected by
saying, ". . . The Counsel is incriminating the witness'., This
occurred at the first cross-examination in this case and it demonstrated
that C.W. realized the significance of using lead questions in cross-

examination.

During the direct examination of M.G., the Defense Counsel objected
to the introduction of information from a student poll:
" . the survey is a poll of what the students think
of the Rule, and ¥ don't see any use of this because it
is a student opinion. It's six hundred pages saying if
the students like -it or not. I don't see where this
survey has anything to do with this case. It is just
students' opinions.”
This objection demanded an explanation for introducing 'opinions' into
the argument. Suggested in the objection is the point that there is

an important difference between 'facts' and "opinions'.

When the Prosecuting Counsel conducted the direct-examination of
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one of her witnesses, M.G., she inadvertently used a lead question,
"There was only one, or was there?" Immediately the Defense Counsel

ob jected and both parties realized the error.

The Defense Counsel, D.S., raised a key objection when the
Prosecuting Counsel used the word 'rights'. She said ". . . would
you make clear what rights . . . Is it right . . .'"(interrupted).

This is a request for a clarification of a key concept in the case.

The Defense Counsel also took strong exception to reference to laws
in other provinces by one of the Prosecuting Counsel's witnesses.
Although there are special complications in this objection, which are
dealt with elsewhere in this .study, the objection does raise the

limitations of using precedents set elsewhere.

The Judge sustained the objection concerning the reference to laws
in other provinces. When the Prosecuting Counsel appeared to encourage
the Witness to eﬁpand on Bis argument related to the reference to laws
in other provinces, the Defense Counsel jumped in and reminded the
Prosecuting Counsel that her objection had been sustained and there-

fore that .the line of questioning would have to be dropped.

The Prosecuting Counsel, raised an objection when the Defense
Counsel tried to justify the introduction of the 12:20 Rule at CHief
Peguis by referring to rules in other schools. The Prosecuting
Counsel responded by saying "Two wrongs don't make a right.'" She
pointed out that she was objecting .on grounds of principle and not

on the basis of whether the cases are analogous.

Ob jections were also used to raise relevant points of information
in order to establish whether a witness' answer would be allowed to
stand. For example, the Prosecuting Counsel objected to a statement
made by a Witness as though it had the support of studies in psychology.
C.W. said "I submit that he did not learn this while taking his course

in psychology".
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The Defense Counsel objected to a procedural infraction committed
by the Prosecuting Counsel. She stated "My learned Friend is not
letting my Witness answer the questions she's asking. She's asking
questions and then submitting stuff as an excuse to you'. This was
said in responsé to the following quotation by the Prosecuting Counsel:
"How come you can't remember if you can remember other things? Okay,

I submit that Mr. M. cannot remember what they are like, the conditions

were like."
As has been pointed out in some of the objections cited above,
one of the main purposes of objections is a request for clarifications.

The Defense Counsel was particularly good at this usage.

In many instances the reply to objections was weaker than the

objection. One explanation for it might be that it is more difficult
to come up with a good explanation than it is to object to what was
said. For example, when the Prosecuting Counsel objected to the
reference to another school by saying "Two wrongs don't make a2 right',
the Defense Counsel merely replied '"These questions are leading up to
a point, if my Learned Friend would let me finish this line of question-
ing'". What point? That was not made clear. This reply was used quite
frequently by both Counsel. And yet, when the Counsels continued their
questioning, it was apparent that they had reason to pursue the ques-
tioning. For esample, the Judge permitted the Defense Counsel to
continue her line of questioning and so she asked '"What were their
(other school) rules?" The reply by her Witness was:

"Unless you stayed for lunch you couldn't come in at all

at the noon hour. .Once you're out, you're out, and that

was it. And you could come in until 15 minutes before

noon hour was over. If you stayed for lunch you had to

stay in one room, eat your lunch there; if you went out

after lunch-~you had to stay in that room half an hour--,

if you went out after . . . ".
This reply pointed out a remarkable parallel to the rules in question

at Chief Peguis. It made the line of questioning relevant.

Some replies to objecticns were very good. When the Defense
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Counsel objected to the question, 'Does doing your job by enforcing the
Rule justify enforcing the Rule?" by saying that it is not clear and
required rephrasing, the Prosecutiﬁg Counsel rephrased it as follows:
"Alright., You said, in your previous testimony, that
you were doing your job, and D.S. thinks that because
you were doing yoﬁr job, this is alright. Do you think
that just because you were doing your job, that
justifies what the job was?"
This reply clarifies the question by an attempt to relate it to

previous statements made by the Witness and the Defense Counsel,

The following is another example of a good reply. The Prosecuting
Counsel asked the question:
"How long would you say it took the average student,
the average time to get from one end of the school
to the other when the lunch hour is finished?"
The Dffense Counsel objected by saying:
"I don't see what it matters how long it takes for
the kids to get there, as long as she gets there."
The Prosecuting Counsel replied:
", . . you said before that it varies, and that it
could be up to half an hour and that all students are
different. Would ten minutes, do you think still,
that ten minutes is enough time? From 12:20 to 12:30?"
This explanation clearly pdints out that the question which led to the

ob jection was important.

In summary, it should be noted that the Examination created a
situation where the students taught each other a number of things
concerning legal procedure: non-leading questions, leading questions,
objections, order of examination, etc. More important, they taught
each other procedures about discussing controversial questions. They
watched each other to make sure that only relevant facts and principles
would be allowed. They guarded each other against losing their
arguments on personal emotive comments. They forced each other to

listen carefully. They did all these things on a human rights issue

which was not only an interesting academic exercise for the students
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involved, but which was an immediate urgent issue with many students

at school.

The Examination also provided an opportunity for adult resource
people to teach. From the Transcript, it should be apparent that
many points of information concerning legal procedure were not taught
formally ahead of time but during the Examination, when the legal
point of information was crucial. The participating lawyer inter jected
a number of times during the Examination to clarify matters of legal
procedure. At one point he reminded the Defense Counsel to file a
document used in the examination as an exhibit. He requested that the
Prosecuting Counsel explain why she was filing certain documents as
exhibits. 1In other words, all exhibits must be related to the testi-
mony of a witness. At one point he dictated a ruling to the Judge.

He explained to the Defense Counsel that she was "allowed to read
direct only on issues that are raised in cross-examination'. He
pointed out to the Prosecuting Counsel that "You can't question a
witness'". He explained further what procedures to follow in raising

ob jections.

Complications arose in the Examination due to the students' lack
of understanding of the legal process. This is evident from the
number of interruptions by the participating lawyer. However, it is
not certain just how thoroughly familiar the students should be with
the legal process before they participate in court simulations because
the lawyers contributions did not seem to disturb the simulation.
Instead, the court simulation seemed to offer a suitable context for
explaining points of legal procedures to an audience that was most
receptive. To have made similar explanations in a formal lesson might

have been much less effective.

The Examination would have been improved if the student 'Judge'
would have taken a more active part. She failed to give sufficient
guidance to both Counsel by not providing explanations and reasons for
her judgments on the Counsel's objections. This situation might have

been alleviated had the Judge been more familiar with legal process.
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Another complicating factor in the simulation was adult partici-
pation. Although this happened at the request of the students, it
created special difficulties in each instance. The Witness who was
questioned on adolescents' ability to think critically offered testi-
mony which probably was too complicated for adolescents. This was
apparent in the reply of the Counsel's response to the testimony. The
teacher, who was being prosecuted, appeared somewhat threatened by the
persistant questioning in the cross-examination. The Prosecuting
Counsel seemed to be somewhat overwhelmed at the task of cross-
examining the Principal of the school. This was apparent in her
response to the Principal's statement that the students provided some
input when the 12:20 Rule was introduced. The Prosecuting Counsel
appeared surprised and yet she knew this from the exhibits which she
had collected and filed.70 Only further piloting can indicate whether
these difficulties can be overcome. It is important to try to involve
adults in some simulation activities because the purpose of this
Program is to encourage students to clarify civil rights issues that
affect them personally, and not merely to prepare students for a future
adult life. That adults are involved in adolescent human rights issues
is quite evident from the discussions of the 12:20 Rule, which is why
the students requested that adults participate as witnesses. Therefore,
it is important to continue to explore whether it is possible to include

adults in the simulations.
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Preparing Arguments

The arguments of both Counsel were very weak in that they did not
use the information they solicited properly, and that they did not
develop a sound argument. For example, in the opening statement of
the argument by the Prosecuting Counsel, she implied that the 12:20
Rule is 'not a good rule" because 'the survey showed that there is a
lot of unrest among the students'. First of all, it is presumptuous
thet the survey demonstrated "unrest'. Maybe it demonstrated only
'disapproval’'. Does the 'unrest' or 'disapproval' make the Rule good
or bad? She listed some reasons for the opposition to the Rule. She
made the survey highly suspect by stating that "The survey showed
what we wanted it to show; we wanted to prove that the majority of the
students feel that they are responsible enough . . ." With this
objective, it is quite possible that a bias might have been built into
the way in which the questions in the survey were worded. She reported
that the studies on critical thinking suggest a correlation between
critical thinking and responsible behaviour.7l Such testimony was not
offered. She suggested that there are studies which support that
Madolescents in this school, could handle their responsibility of
walking in and out of the school, and the responsibility of helping to
make decisions in this school." Testimony was offered only in support
of the last portion of the statement--"helping to make decisions" which
was partly supported by the statement ". . . what students have to
say about the Rule has some relevance--should be of some importance in

establishing the appropriateness of the Rule."

Why was the Argument so unsatisfactory? Some of it can be attributed
to the fact that the Counsel was exhausted by this time. However, the
main reason probably is that judgments are hard to make. It does not
follow that a person can follow through on a good judgment once an
issue has been clarified. The difficulty of making an "evaluative
judgment' (the last stage in the decision-making model in the Juris-
prudential Teaching Model (Table 10, page 116) is clearly in evidence
here. The students made encouraging progress in clarifying issues in
the Examination and yet, they found it difficult to construct a sound

argument. Since "clarification" is logically prior to 'resolution" and
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since adolescents appear more capable of clarifying issues than
making judgments, it might be preferable to concentrate court
simulations on Examinations rather than on Judgments. Before this
decision is made, the Model should be piloted some more and special

attention should be paid to how adolescents can construct an argument.
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Judgment

The Judgment was even more disappointing than were the Arguments.
The Judge's reference to her feeling '"that I am not the only one to
say about the validity of the Rule" demonstrates a failure to appreciate
the importance of all that had preceded the judgment --preparation,
interpretation of statutes, evidence, examination and argument. The
point is that she was not alone in determining the validity of the law
because, in making a judgment, she must take into agcount all that had
pféceded. She failed to deal with all the arguments forwarded during
Examination and Argument. She did not explain why the 12:20 Rule is
the only way to control (or punish?) the minority. Most important of
all, she did not deal with the civil rights issue of allowing the
12:20 Rule to interfere with the majority's ability to assume the
responsibility of free movement during the lunch hour. She assumed
that they are capable of assuming that responsibility but offered no
reasons for it. If they are capable of assuming the responsibility,
is there really no possibility of providing an opportunity for
exercising it? 1Is the 12:20 Rule the only solution? Is the justifi -
cation for controlling the minority, who cannot assume the responsi-
bility, sufficient justification for infringing upon the rights of the

majority? These questions were not dealt with.

The assessment of the Judgment must be qualified by the recent
research conducted by L. Kohlberg and others, which was discussed
earlier in this study. Kohlberg suggests that early adolescents are
predominantly at stages three and four--"'good boy/ good girl orienta-
tion', and 'law and order orientation'. Maybe that is why the Judge
found it quite satisfactory to render the judgment she did in the
simulation without developing detailed reasons in support of the
Judgment.

\

In conclusion, it would seem that the students acquired some
facility in the understanding and use of legal procedure--enough to
use a court simulation as a context for discussing social issues with
the aim of arriving at a decision. Therefore, court simulations can

be considered a suitable alternative form for group discussions. In
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fact, the structure that it imposes on a discussion might be
appropriately specific for some students who experience too much

frustration in an open non-directive discussion.
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Introduction

Since teaching models are of little value if they are not incorporated
into specific programs, this study is concluded with a brief report on a
specific program based on the Jurisprudential Teaching Model. That is not
to suggest that the particular program outlined in this Chapter is the only
adequate implementation of the Teaching Model. Many different kinds of
programs could be considered. For example, a teacher might develop a
series of lectures and readings on 'Canadian civil rights issues'. These
could be followed up with open discussions along with an analysis of the
flow of the argument. Second, a program could be based on the Student

Legal Handbook, described earlier in this study. The vignettes in the

Handbook could be discussed. Third, students could be asked to research

civil rights issues of their own choice. The research could form the

basis for oral discussions. Fourth, a class could conduct a historic survey

of "The Rights of Adolescents" and follow it up with group discussions.

All these suggestions might encourage the development of moral reasoning
even though none of them incorporated all the facets of the Jurisprudential
Teaching Model explained in this study. The Program described in this

Chapter attempts to incorporate all the aspects of the Teaching Model.

The deséription of the Program will concentrate on preparing 'specific
objectives' within the framework of the Jurisprudential Teaching Model,
because unless a Teaching Model is reduced to 'specifics', it is difficult
to implement it. The teaching strategies and types of materials used in
the Program have been described in the previous Chapter. Nothing will be
mentioned about the 'professional development' required by teachers to
implement the Program. The implicit assumption is that a teacher should

delve into all the issues discussed in this study.

The Jurisprudential Teaching Model was piloted for the first time in
1972 by the writer and Robert Carr (LIM-Harvard), a Winnipeg lawyer with
McCaffrey and Associates. After some revisions and additions it was con-
trol piloted a second time in 1974 by two teachers who had participated in

several workshops in preparétion for piloting the Program.
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Program of Studies

The Program of Studies focused on researching and discussing a

variety of civil rights issues and case studies. The students were

expected to include the following facets in their research:

1. Choose two or more issues or case studies from the list provided
in the Program of Studies ( see p.263f) and the bibliography
(See Appendix C, p. 336 ff). |

2. Follow the research format outlined in the Process of Inquiry:
(see p.2717 (E) |

3. Research relevant aspects of 'Canadian legal procedure' in

preparation for simulating court cases (use Student Iegal Handbook).

4, Acquire a functional’undersfanding of iey words and terms
necessary for discussing civil rights‘issues. (See Objectives,
p. 268 ££.)

5. 1Inquire into at least one éivil rights or human rights document
(the distinction between the two was not emphasized), (See
Appendix C, p.339 ). The document should be related to the issue
or case study that a student is researching.

6. Try to use more than one form of communication (See p. 274)

7. Search for precedents for case .studies under research. W

8. The research process should include discussions with other students

who may or may not research the same issue or case study.

The research should be culminated in a presentation to a group of
fellow students. Although it is recommended that a court simulation
serves as a suitable form of communication, since it brings together
all the facets of the Program, students are allowed to use alternative

forms of communication outlined on page 274.

The following is an outline of the Program of Studies.

YOUTH, LAW AND CIVIL RIGHTS
I. Case Studies
a. School issues
1. Summerhill free school
2. Chief Peguis Junior High Rules
3. High School Bill of Rights
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4. Student Publications
b. Youth and the 'Law'
1. Non-medical use of drugs
2. "Nobrega Case'
3. "The Chase"
4, Muggings
c. Recent court cases
1. Marlborough case
2. N.D.Y. Writ of Assistance
d. Fictional cases
1. Billy Budd (Mutiny on the Bounty)
2. wvarious short stories
e. Historical cases
1. Trial and execution of Louis Riel

f. Issues identified by participating students

II. Legal Procedure in Canada (Student legal Handbook)

1. Police Arrests

2. Bringing a case to court
3. 1Inquests

4. Preparation for trial

5. Procedure in the Courts
6. Using the 'past' to make decisions in the 'present’
7. Evidence

8. Examination procedure

9. Questioning techniques
10. Argument
11. Judgment

12. Appeal

13. Government supervision of the legal process

III. Understanding civil rights

a. Important words and terms
1. Citizenship
2 Legal rights and obligations
3. (Civil rights
4. Moral rights




IV. Basic form and style of different
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Important civil rights documents

1. Canadian Bill of Rights
2. Manitoba Human Rights Act

3. United Nations Declaration of Human Rights

Civil rights of Canadians due

to precedent

types of communications.

(asterisk indicates that everyone

are optional)
*1. Simulation
*2, Vignettes
*3, Dilemmas
*4, Tape oral discussion
*5. Short story
6 Poetry
7 Songs about youth
8. Slide presentation
9. Transparency
10. Video Tape
11. Role Play
12. Reporting
13. Editorials
14, Charts
15. Interviews
How to analyze an arguﬁent
1. Discussiocn rules
2. Stating issues
3. Elaborating an argument
‘4. Evaluating an argument

is introduced to it. The

rest
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Aims and Obijectives -

The overriding aim of the Program was to encourage the development
of moral reasoning through systematic learning activities based on
civil rights issues. This aim was discussed in Chapters Three and Four.

To meet this aim, the Program focused on three general objectives:

1. to help adolescents understand and use intellectual strategies
in oral discussions;

2. to introduce adolescents to several substantive civil rights con-
cepts and issues;

3. to help students acquire the ability to clarify and justify their

own personal stands on social issues.

Specific objectives were identified in five areas. These were
used to design specific learning activities and to select evaluation

instruments. Objectives were established in the following areas:

I Knowledge

IT  Skills

II1 Attitudes

v Cognitive Process

Vv Practical Procedures

The range of objectives supplied with the Program does not suggest
that each objective must be met with each participating student. That
would be inconsistent with a developmental approach. The range merely

suggests the scope of the Program.

I. Knowledge
'Knowledge refers to an understanding of facts, concepts,

generalizations, and principles. Facts refer to points of
information concerning areas of study or procedures. For example,
some relevant facts surrounding the trial of Louis Riel are
specific acts, time, place, people. Points of information con-
cerning procedure are the steps in modes of inquiries. Concepts
refer to '"big ideas'" which must be understood in order to under-
stand themes or topics. For example, in order to deal with the
theme 'Youth, Law and Civil Rights' a person should have some

understanding of "legal rights and obligations', It should be
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noted that concepts need not be only a single word because the
emphasis is on 'big ideas' and not on specific words. They may be
single words. For example, to understand legal procedure, a person

should understand the concept of 'admissibility'.

'Generalizations' refer to descriptions which apply to more

than a particular situation, idea, person, etc. It is a descrip-
tion which holds true for many situations. For example, a
generalization applicable in law is ''the use of the past to make
decisions ‘in the present'. A generalization about literature is
"the medium is the message' because it is maintained that in all
literature the content is strongly influenced by its form.
Principles state reasons that argue in one direction, but do not
""" necessitate a particular decision. They are not valid or invalid
but carry a dimension of 'weight' or importance. For example,

"presumption of innocence' is a principle that must be understood

in order to understand Canadian legal process.

The following outline is used to organize the 'Knowledge'
objectives:
I. Knowledge
a. Legal Process
1. Facts
2. Concepts
3. Generalizations
4.  Principles
b. Argument Flow Analysis
1. Facts
2. Processes
c. Precedent/Analogies
1. Concepts
d. Critical Thinking
1. Concepts
e. Modes of Inquiry
1. Frameworks of inquiry

2. Process of inquiry
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f. Substantive Issues
1. Facts
2. Concepts
3. Generalizations
g. Civil Rights Case Studies
1, TFacts
2. Generalizations
h. Basic form and style of various forms of communications
1. Facts
2. Concepts

3. Generalizations

Specific objectives were set for each area of knowledge. These
served as a framework for the teachers. They were not taught as
points of information which all students had to remember and

recall during tests or discussions.

A, Legal Process

A 'Legal Handbook' which was referred to above, has been

prepared for the students on the major facets of the Canadian

legal process. Most of the content of the Legal Handbook will

serve as general background information. However, all partici-
pating students should understand the following aspects of the
legal process:
1. Facts
a) court procedure for civil and criminal cases
- c¢ivil: "That area of law which deals with one
individual of society claiming that another indi-
vidual did him some wrong and caused him damage'.
- criminal: "That area of our law which deals with
the government, on behalf of society as a whole,
trying to right wrongs done by an individual to

the order and stability of society.”
b) officers and roles in the court

¢) declaration of the court - a request that the court
give an opinion as to whether an existing law is

"eood" or 'bad".
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Concepts

a) citizenship: The substantive values in the concept

a1 2
are "protection' and 'responsibility".

b) legal rights and obligations: these concepts do not
have their basis in rules but in principles and

policies.

c) '"weight of evidence': '"a measure of how valuable the
evidence is in proving the point that is being

suggested" (see Legal Handbook).

d) admissibility: ''dealing with whether or not some
particular evidence should be allowed in court for

the purpose of proof" (see Legal Handbook)

e) relevance: ''dealing with whether or not a particular
point has any bearing or effect on the matters at

hand" (see legal Handbook).

Generalizations

a) need for law (see Legal Handbook, Chapter 1)

b) wusing the past to make a decision in the present

(see Legal Handbook, Chapter VII).

c¢) rights of youth "in trust"

Principles

a) presumption of innocence: '"the assumption that a
person is innocent of any crime until he is proven

guilty" (see Legal Handbook).

b) beyond a reasonable doubt: ''the amount of proof
required in a criminal case by the Crown in order to
convince the court that the accused is guilty as

charged". (see Legal Handbook)

¢) balance of probabilities: '"the balance of proof
required in a civil case to satisfy the court that
what is being said or claimed actually took place'.

(see Legal Handbook).




~-270 -

d) due process: following the appropriate legal

process for resolving a legal dispute.

e) equality before the law: making no distinction of

race, creed, wealth or sex before the law.

f) right to council: the defendent's right to have
the assistance of légal advice whether he can afford

it or not.

B. Argument Flow Analysis
1. Facts
a) types of issues

b) wvalue analysis

2. Processes
a) clarification
b) elaboration
¢) justification
d) assumption
e) analogy
f) dissues
g) hypothetical
h) new cases test
i) subsumption test
j) role exchange test
k) universal consequences
1) evidence.
m) relevance
n) counter-evidence

0) probe assumption

C. Predecent/Analogies
1. Concepts
a) precedent
b) factual similatrities and differences
¢) legal similarities and differences
d) logical similarities and differences

e) wvalue similarities and differences




-271-

D, Critical Thinking
1. Concepts
a) deductive reasoning
b) contradiction
¢) counter-explanation
d) cause/effect relationship
e) conditional (if-then) argument
f) syllogistic reasoning
g) emotive argument
h) ambiguity
i) fallacies
j) circular argument
k) inductive reasoning
1) experiments
m) correlation
n) sampling
0) scientific generalization
p) observation

q) experience

E. Modes of Inquiry
1. Framework of inquiry (no specific number of frameworks are
established for the Program. Students are not expected

to differentiate all the frameworks).

a) historical

b) comparative
c¢) sociological
d) geogiaphicél
e) legal

f) economic

g) psychological

h) general case study

2. Process of Inquiry
a) identify problem
b) formulate hypothesis




=272~

¢) note logical implications of the hypothesis
d) gather data on the problem

e) analyze, interpret, and evaluate the data
f) evaluate the hypothesis

g) identify generalizations .

h) identify problems

F., Substantive issues
1. Facts
a) 'rights" of people in our society
b) general knowledge of the content of some 'rights"
documents:
- Canadian Bill of Rights
- Manitoba Human Rights Act

- United Nations Declaration of the Rights of Man.

2. Concepts
a) civil right: right of a citizen to be involved
individually or as a member of a group in the

decision-making process governing all the citizens.

b) civil liberty: areas of human activity which are

not governed by law.6

¢) moral value: result of applying a principled
decision-making process on conflicts of interests

and/or ideals.7

d) principle: '"a standard that is to be observed
because it *is a requirement of justice or fairmess or

. . . 8
or some other dimension of morality'.

3. Generalization
a) discrimination: the practice of categorizing a person
on the basis of group identity rather than on the
basis of individual characteristics (e.g. 'all

Indians are irresponsible')

b) prejudice: a preconceived judgment or opinion about
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a person, place, idea, etc. (e.g. preconceived idea

about women being more 'emotional' than men)

¢) empathy: (fellow feeling) - the capacity of
participating in the experiences (vicariously) of
another person's feelings, volitions, ideas, or

movements,

4. Principles
recognize several (3 - 6) principles in the Canadian
Bill of Rights, Manitoba Human Rights Act or the United

Nations Declaration of the Rights of Man.

G. Civil Rights case studies
1. Facts

a) historical cases
- trial of Thomas Scott
- trial of Louis Riel

b) contemporary cases
- Marlborough case
- Nobrega case
- Writ of Assistance

c) hypothetical
- the Speluncean Explorers
- the Chase

d) 1literary V
- Mutiny on the Bounty

e) school case
- Chief Peguis 12:20 Rule

f) Human Rights Commission cases

2. Generalizations (that need to be challenged)

a) race issue: Marlborough case re: 'Indians are dirty'.

b) youth and the law issue: 'youth cannot be trusted'.
¢) school issues: 'the need to control children at all
times’.

d) employment issue: ‘'women cannot take the pressure
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of administrative responsibilities'.

e) sex issue: 'boys create more discipline problems
than girls’.

f) adults and the law issue: all adults in Qanada are

equal before the law.

H. Basic form and style of various forms of communication
1. Facts

a) simulation (see A Simulation Handbook for Teachers)

b) wvignette: '"a short excerpt, or slice of a story,
without a complete plot"9

¢) dilemma: a problem story which stops in the middle of
a perplexing predicament.

d) short story

e) poetry

f) songs

g) slide presentation

h) transparencies

i) tape

j) wvideo tape

k) reporting, (e.g. newspaper)

1) editorials

m) interviews11 (see J. Madge, The Tools of Social

Science, Longman, London, 1971)

2. Concepts
communication: sharing ideas, opinions, and feeling for

a purpose.

3. Generalization
a) the medium is the message (Marshall McLuhan)
b) emotive and cognitive fusion. in communication
(communication has a cognitive basis and an affective

basis).
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II. Skills
'Skills' refer to specific techniques which students shauld master
in the program. It does not follow that the skills are introduced
merely to facilitate an understanding of the knowledge component
of the program. Insofar as skills can be transferred or applied
to new situations, they are encouraged for their own sake. 1In
fact, the knowledge/skill dychotomy is a somewhat arbitrary split.
What is the point of knowledge that does not influence action?
What is the point of pursuing action for no reason? For example,
what is the point of being able to 'paraphrase' without knowing
why or when one might use it? On the other hand, 'paraphrasing'
is an important skill in oral group discussions. 1t is a way of
summarizing what has been said ub to a certain point. This can
help to evaluate the discussion and assist in determining where

the discussion ought to be going.

The Program concentrates on the development of the following skills:

A. Listening skills
The student will be encouraged to acquire the ability to:
1, paraphrase
2. ask related questions

3. stick to the topic

B. Group Discussion
Students will be encouraged to acquire the ability to:
1. participate in group discussions
2. analyze the discussion

3. take stock of the discussion

C. Skills required to use several forms of communications.

(see Program of Studies III (1-15) p 265).

D. Questioning techniques
1. in an oral group discussion
2. in a court simulation (see direct and cross-examination

in the Legal Handbook)

3. 1in an interview
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E. Conducting an interview
1. preparation
. making arrangements
. questionnaire

2
3
4, asking supplementary questions
5. clear expression

6

. concluding the interview

F. Role play

(see A Handbook for Simulation and Gaming in the Classroom)

G. Research skills
1. wusing a library
2. wusing reference books (primary and secondary sources)
3. wusing a variety of sources (print and non-print).
4. using different kinds of reading (e.g. scanning, reading
for detail)
5. preparing notes

6. reporting

H. Preparing a log

1. dating entries

2. express entries clearly
3. regular entries
4

. relevant entries

I. Use Independent Instruction Stations
1. Types
a) free reading - novels, short stories, dramas, etc.

b) 1legal research station - Legal Handbook

c¢) produce dilemmas in various forms of media

d) oral discussion without a teacher

e) research centre - prepare case studies for a group
discussion or simulation

f) ~ listening station- listen to taped student discussions

and tapes on various aspects of the program.

2. Location
a) Resource Centre (library centre)

b) classroom
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¢) Resource Centre Study Area

d) seminar rooms

J. Plot the development of a case in court.
Whenever a court case is simulated, the students who are
observing will receive a chart on which they will be asked
to note the strong and weak statements made in court as well

as the reasons why the statements were selected.

K. Handle tape recorders

1. tape a discussion

2. play back a tape

3. find a particular place on a tape
4, erase a tape
5

. proper identification of a tape

L. Reading various types of materials
1. wvignettes

dilemmas

primary source materials

secondary source materials

novels

short stories

.

dramas

poetry

W 00 N Oy N W

newspapers
10. magazines

11. legal forms and documents

M. Administrative skills
1. Lkeep a personal file
keep a log
. plan a cycle of work (12 periods)

2
3
4., plan a group research project ‘
5. organize interviews

6

lead an oral discussion
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III. Attitudes
Attitudes reflect how people feel about a person or idea, as well
as what they think. Since it would appear that people are influenced
by their feelings as well as by what they think, it is important to
promote the development of certain attitudes. In this Program the
emphasis is not so much on promoting specific attitudes but on
identifying the student's attitudes in areas which probably have a
considerable bearing on "Youth, Law, and Morality'. The attitudes
of the students will be monitored in specific areas in order to
note any correlation between cognitive development and attitude
change. For example, is there any correlation between the attitude
students have towards policemen and the students' cognitive

development?

A. The following attitudes will be monitored:

1. school subjects are considered:
important/unimportant
pleasant/unpleasant

2. Independent study opportunities are considered:
important/unimportant
pleasant/unpleasant

3. The teacher's way of relating to the students is consideréd:
important/unimportant
pleasant/unpleasant

4. The school rules for students are considered:
important/unimportant
pleasant/unpleasant

5. The ﬁrincipal's way of relating to the students is considered:
important/unimportant
pleasant/unpleasant

6. Reading at school is considered:
important/unimportant
pleasant/unpleasant

7. The way the school day is organized is considered:
important/unimportant

pleasant/unpleasant
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The general atmosphere is considered:

impor tant/unimportant

pleasant/unpleasant

B. The student's attitude about herself/himself.

10.

Student

considers himself:

important/unimportant

pleasant/unpleasant

Student
Student
Student
Student
Student
Student
school,
Student
school.

Student

considers himself being liked by others.
considers himself being liked by the teachers.
prefers to be left alone by other students.
feels he is a part of what goes on at school.
desires to get better marks than other students.

considers himself being left out of things at
prefers to decide for himself what to study at

prefers that the teachers set clear goals for

the student.

Student

school.

feel that he needs lots of luck to do well in

C. Student's attitude toward the teachers

SN

w

O 00 ~N o

11.
12.

Teachers
Teachers
Teachers

Students

care about how much I learn.
like me the way I am.
are fair in marking students' work.

do schoolwork to keep teachers from getting mad

at students.

Teachers
to say.

Teachers
Teachers
Teachers

Teachers

. Teachers

Teachers

Teachers

are interested in learning what students have

care about the students' feelings.

like to help students learn.

understand students pretty well,

assign too much work.

do not really listen to what students have to say.
should regard students as friends.

want to change the way students are.
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D. Oral Discussion re controversial issues

Group size as factor in facilitating/inhibiting discussion
Presence of teacher as necessary, inhibiting, facilitating
Effect of taping discussions

Effect of media form on oral discussion (e.g. film )

Value of discussing as a way of learning

Views of role of discussion analysis re their under-
standing of the issues discussed

Views of role of argument flow analysis re their under-

standing of discussion process (i.e. how they discussed)

E. Reaction to Law as an area of Study

1.

Attitude toward Legal Handbook as a wvehicle for facili-

tating their understanding of legal procedure
Attitude toward study of law in school curriculum for

their age level

F. Attitude toward Simulation

1.

2.

Attitude toward simulation as a vehicle facilitating
understanding of legal procedure

Simulation as an aid in classifying views re civil rights
issues

Simulation as a vehicle of understanding other points of
Qiew (role play)

Difficulty or ease encountered in performing roles within
a simulation

Attitude toward court procedure as regulating court

discussion

G. Reaction to Volume and Type of Reading Material

1,
2.

Reading about law was too complicated
Attitude toward reading a mixture of articles and books

in place of a prescribed text

H. Research

1.

Attitude re interviewing as a way of learning about issues



-281-

2. Attitude toward independent library research as a way of
learning.
3. Attitude toward learning via inquiry rather than didactic

teaching

I. Reaction to study and discussion of civil rights issues
1. Reaction to discussion of their value and moral positions
2. Reaction to issue-centred curriculum
3. Reaction as to whether parents and children should talk
more about these types of issues
4. Reaction to type of issue as it relates .to their interest
- history
- contemporary: local community
youth-related issues
national and international
hypothetical
5. Attitude re students learning about civil rights issues

by creating dilemmas

IV. Cognitive Processes

Cognitive development is the main thrust of this program. The
purpose is to encourage adolescents to explore increasingly differen-
tiated forms of thought in dealing with civil rights issues. The
assumptions of this program are based on the research of Jean Piaget,
Lawrence Kohlberg, Elliot Turiel, James Rest, and others. The
conceptual framework, the specific objectives, the learning
activities have all been designed to promote the cognitive develop-
ment necessary for increased differentiated forms of moral reason~-

ing. Attention will be focused on the following three facets:

A. Development-- the formal criteria of development are:
1. increased differentiation
2. increased integration
This is what is meant by an upward stage movement in Kohlberg's
stages of moral reasoning. The stages to be considered are:
1. punishment and reward

2. egocentric relativism




V.
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. 'nice girl' and 'good boy' image

3

4, law and order
5. social contract
6

. ethical-principled reasoning

B. Stage mixture will also be encouraged because stage movement

requires stage mixture.

C. Cognitive dissonance
Efforts will be made to conbfront the students with perplexing
problems because it is through such encounters that a person
might explore alternative ways of thinking through a problem
and possible solutions. Four types of dissonance will be
explored. These are:
1. personal dissonance
2. logical dissonance
3. experiential dissonance
4

. cultural dissonance

Practical Procedures

The program is designed to be a mixture of formal studies and
practical procedures. The knowledge objectives and the skill
ob jectives merge in the practical procedures. The involvement
in practical procedures can encourage further understanding as
well as serve as a way of evaluating how well the students have
grasped the other objectives. For example, if students are able
to conduct a court simulation, there is reason to believe that
they have some understanding of legal process. On the other
hand, through the court simulation the students might acquire a

more comprehensive understanding of direct and cross examination.

A. Analyze a discussion
Students are expected to be able to analyze the flow
of their own and each other's discussions. They should be
able to identify the strengths and weaknesses of the discus~-
sion. It is hoped they will be able to do so with the aid

of the more elaborate categories in the model developed by
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Dr. T.R. Morrison. If not, they will be introduced to a

more elementary model developed by Dr. M. Levin.

B. All students should be able to lead a discussion. This

includes: '

1. stating purpose of the discussion
2. record participants' thoughts

3. draw members into a discussion

4. help members to communicatelclearly
5, discourage irrelevant speculation
6. give thought-flow summaries

7. keep discussion on track

8. don't make speeches

C. Participate in court simulation. Each student should be able
to:
1. research a case study
2. determine what kind of offence has been committed in the

case (use Legal Handbook)

3, determine which court would handle the case (use Legal
Handbook)

4, participate in the legal process (use Legal Handbook)

a) pleading '

- claim

- defence

- reply to defence
b) preparation for trial
¢) interpret statutes and regulations
d) follow case law techniques
e) follow court procedure
'f) present evidence
g) conduct examination

- direct

- cross

- raise objections

h) call witnesses to testify

i) present an argument
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j) make a judgment
k) prepare an éppeal
5. role play any ?art in a court case
6. analyze a simulation
a) how well was legal process followed
b) adequacy of research
c) how thoroughly each position was developed
d) strength of the arguments
e) quality of the judgment

D. Make a decision about 'social' issues at school. Ability to
" take into account:
. framing the issue
. conducting an inquiry
. thinking critically about various solutions

1

2

3

4., exercising rational operations

5. taking into account other similar cases or situations
6

. making a final evaluative judgment

E. Produce an account of dilemma situations through a variety

of media.

F. Conduct an interview (optional)
Make arrangments to conduct an interview with people in the

community

G. Participate in social action during the school year.
1. Student Council activities
2. Band flex-period activities
3. Totem activities
4. 7Promote changes at school through discussions with
étudents, staff and administration

5. Assist in developing a Student Handbook for the school.
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¢, Teaching Model

The Jurisprudential Teaching Model (See Table 10, p. 116) developed
in this study was prepared to meet the aims and objectives outlined for
‘the program on "Youth, Law and Morality'. The Model outlines the con-
céptual framework within which the details of the Program should be
planned, i.e. organize learning activities, select materials, organize
time schedules, group students, etc. That is why it is so important
that participating teachers understand the Model and implement the
Program within its framework. For an explanation of the Model refer to

Chapter Five.
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learning Activities

It is difficult (and not without hazards) to recommend a series of
learning activities for a program of studies because, in part, the
selection and timing of specific learning activities should be estab~-
lished by the teachers and students involved in a Program. Therefore,
the chart of Learning Activities (See Table 26, page 287) recommended
for this Program should be regarded only as a possible selection and
sequence of activities. On the other hand, a chart of learning
activities can serve a useful purpose in implementing the Program. It
can serve as a map which suggests fairly concrete guide lines for the
course of the Program--guide lines which are even more specific than
the specific objectives. After all, in the implementation of a
progrém the objectives have to be translated into concrete learning
activities.

Several guidelines are provided in the Learning Activities Chart12
prepared for this Program. First, it suggests a time-span for the
program. Second, it suggests a group of activities which might be
considered for each component of the Jurisprudential Teaching Model.
Third, the sequence of the group of activities designated for each
'cycle' is only a suggested sequence. It should be decided upon by
the teachers and students. The use of specific materials may also
vary. For example, the film chosen for an introduction need not be
"Summerhill', It could be some other film, like "No Reason to Stay"
or the film loop, '"The Lift'", or some other activitiy. Fourth, it is
recommended, that the assessments be conducted at regular intervals
although not necessarily at the end of each cycle. For alternative
procedures and techniques for process evaluation see "Evaluation"
belbw. Fifth, the Chart recommends the use of 'learning stations' so
that it is not necessary for all students to do every activity at the
same time. This is a move towards individualizing the Program to meet

the needs of different students.

The group of learning activities are not independent of each other
but they reflect certain sequences. Most important of all, the groups
of activities are intended to accommodate all components of the

decision-making model, which is the basic aspect of the Jurisprudential
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TABLE 26
Learning Activities Chart
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Teaching Model. Second, the activities are designed to introduce
students to various aspects of the 'concept and aduministration of the
law' as well as a wide variety of case studies. Third, the activities
should enable students to conduct a court simulation in the last few
cycles. Fourth, the activities include regular group discussions and
argument flow analysis. Fifth, students are encouraged to work indi-
vidually or in groups through the learning stations. Sixth, the
activities become more difficult as the program progresses--from a
discussion of short dilemmas to intensive research and court simula-

tion of civil rights case studies.
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Piloting the Program

The program was pileted in 197413 under the following arrangements.
The social studies teacher and language arts teacher of one House
(made up of 150 grade nine students) in a Junior High School with an
enrolment of 900 students conducted the program from January to March.
They taught as a team using blocks of time that varied from a whole
day to single periods of 45 minutes each. The program was treated as
an integrated language arts/social studies program. They worked with
groups of fifty students at a time in a variety of teaching and learning
areas--a double size classroom that could be partitioned into three
separate areas, a theatre, resource library, hallway, and the community

or city of Winnipeg.

Of the three groups of‘fifty students each, two groups were
scheduled to take the pilot program, 'Youth, Law, and Morality', and
one group was asked to take a course in British history. Each group
of fifty students was made up of two regular classes {(of 25 students

each) that had been formed at the beginning of the school year.

The writer of this paper was involved in the pilot program approxi-
mately one day per cycle assisting students in their research projects
and conducting group discussions. The writer was also involved in
planning the entire program. on a day to day basis together with the

teaching team.
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F, Experimental Design

Since the groups of fifty students were 'balanced' in that each
group would have language and non-language students and students
electing various creative arts options, they could not be treated as
random groups. Therefore two groups were formed, each including well
over thirty-five students-- the minimum requirement for a group sample
data that is considered large enough to indicate a trend.14 Both
the control and experimental groups were pretested.15 All conditions
were kept the same, as much as possible, for both groups except that the
experimental group recéived the treatment (Program on "Youth, Law and
Morality') for a specific period of time (approximately ten weeks).
Both groups were post-tested and scored. The follow-up tests16 were
conducted approximately six weeks after the treatment was terminated.
The differences among the test results will be established for each
group. These differences will be compared to determine whether the
application of the treatment is associated with any changes favoring
the experimental groups over the control group which did not receive
the treatment, Appropriate statistical tests will be applied to
determine whether any of the differences in scores are significant, in
determining whether the difference is large enough to reject the

possibility that the difference might be simply a chance occurrence.

No steps were established to control the interaction between
"pretesting' and the 'treatment instrument'. It was assumed that the
longevity of the treatment sufficiently outweighed the possible effects of
of the tests so that the interaction waslnot considered significant.

What is more, the tests dealt with the same substantive issues as the

Program and therefore could be considered part of the Program.

- The school involved was selected because the writer of this study
is employed at the school and because he is involved in a research
project with the Social Concerned and Curriculum Development Research
Project under the direction of Dr. T.R. Morrison, University of

Manitoba.

Authorization for conducting the testing was received from the
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Principal of the participating school, Chief Peguis Junior High, as

well as the Superintendant of the River East School Division.

The participating students were aware that the treatment Program
was not on the regular program of studies for grade nine social studies
and that the treatment was being explored as an alternative to the
regular program of studies. However, this is a commonplace occurrence

at the participating school.

The following base line data is available on all students in the
experimental group and the control group. This information is neces-
sary for analyzing the test results since the pilot and control groups

had not been randomized.

Base line data: (see the tests in Appendix H, pp.395 - 469 )

I. Test related data
| A. Canadian Basic Skills Tests (Grade 8)
(Grade Equivalent and Percentile Rating are available on
each test)
1. Test V: Vocabulary
2. Test R: Reading
3. Test M: Mathematical Skills
- Concepts Ml
- Problems M2
- Total M
These tests were administered to all control groups and

pilot group students in June, 1973 when they were in Grade 8.

B. Differential Aptitude Tests (Raw Score and Percentile)
1. Verbal Reasoning

Numerical Ability

V.R. and N.A.

Abstract Reasoning

Clerical Spelling and Accounting

Mechanical Reasoning

~N ot LN

Space Relations
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8. Language Usage
- Spelling
- Grammar

These tests were administered in January 1974.

ITI. The following non-test related data was compiled on each student:
A. Demographic Data
Name
Address
Age
Sex
Working mother
Ethnicity
Number of children in the family
Place of birth
a) father

o ~N o o~ Wy

b) mother

B. Attendance

1. Semester I
a) days present
b) dayé absent
¢) lates

2., Semester II
a) days present
b) days absent

¢c) lates
C. Student promotion track
1. University entrance
. Business education
Occupational entrance

2

3

4. Work program
5. Repeat

6

. Discontinue

D. Teacher rating of students
1. Overall improvement

2. Selective improvement



-293 -

General decline
Slow worker

Shows excellence on tests

Uncooperative

3

4

5

6. Shows excellence in daily work

7

8. Assignments frequently incomplete
9

Poor quality work
10. Late with assignments

11, Completed more than basic requirements
Participation in over-night field trips

Second language
1. Study second language

2. Speak second language
Part time job (yes/no)
Special lessons (yes/no)

Active in sports (yes/no)
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G. Evaluation

The participating students were not only pre- and post-tested for
significant changes in cognitive development, they were also tested
for affective changes, changes in political attitudes , changes in
opinions about social and personal issues, and changes in resolving
conflicts. These tests were chosen bécause they monitor developments
that closely affect the way students can deal with social issues, like
civil rights issues. It is important to observe how the development
of adolescents in these areas are interrelated with each other and
with the development of moral reasoning. Attempts will also be made
to establish any interrelationships between the test results and the

base line data on the students.

Pretests, post-tests and follow-up tests were conducted with the

following instruments to monitor any significant changes:

1. '"Opinions about Spcial Problems'--This computerized instrument on
the Heinz stories was developed by Dr. J, Rest. (See Appendix G,
page 369). This instrument was used to monitor any significant
cognitive development that might be attributable to the inter-
vention instrument..

2. Minnesota School Affect Assessment--This instrument was used to
monitor attitudinal changes concerning adolescents''attitudes
towards 'schooling'. (See Appendix G, page 381).

3. 1Issue Questionnaire.--This instrument was used to monitor how
open-minded adolescents are towards social issues. (See
Appendix G, page 389).

4. Opinions about Politics.--This instrument was used to monitor
adolescents'attitudes towards political institutions, roles, and
personalities. (See Appendix G., page 385).

5. Conflict Resolution Sketches--This instrument was used to monitor
conflict resolution strategies, through sketching instead of
writing or talking. The instrument is developed by de Bono.

(See Appendix G, page 394).

The following instruments and procedures were recommended for

process evaluation during the ten weeks that the Program was piloted.
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The purpose for administering them was not to monitor change but to

provide a descriptive account of the piloting of the Program. Specific

objectives were developed in considerable detail (see Objectives of

the Program) to provide a framework for the process evaluation (not

all of them were used in the 1974 pilot program):

1.

15.
16.
17.
18.

19.
20.
21.
22,

23.

Tape a representative number of oral discussions and conduct a
comparative argument flow analysis of them.

Ask students to write dilemma stories.

Video-tape court simulations and analyze them for use of legal
procedure and for argument flow analysis,

Administer critical thinking testsl7.

Factual test on Canadian legal procedure based on the Student

Legal Handbook.

Student assessment of léarning aétivities (open essay).

Student file on everything each student has done.

Teacher's subjective assessment of student participation,

Record of what students have read.

Tape student's argument flow analysis of students' discussion.
Discussion of student-prepared dilemmas,

Students prepare written arguments on a civil rights case.

Tape student intervieWs on civil rights issues.

'Comment Corner' in the classroom where student; can record their
concerns about the Program and civil rights issues any time they
want to. '

Record of the questions submitted by students to guest speakers.
Student log.

Teacher log.

°

Student's reports on various activities of the Program (e.g. court
simulation).

An outsider conducting interviews with a random sample of students.
Teacher's Summafy reports on each student.

Students' summary report on themselves.

Written or oral assessments from community resource people who
participated in the Program.

Questionnaire on "Opinions about Studying Social Issues."'18

administered to all students several times.
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All the change agent tests will be computer analyzed under the
diréction of Dr. James Rest, University of Minnesota. He will inter-
pret the significance of the results. Dr. Terrence Morrison has
designed an analysis model for enalyzing the sketches on conflict

resolution.

It $s anticipated that a comprehensive report containing a detailed
account of all forms of evaluation conducted on the pilot program as
well as the significance of the results will be available by

December, 1974.
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FOOTNOTES

1

10

11

12

13

14

15

16

17

18

The outline includes only the main case studies. For alternative case
studies see the Appendix C pp. 336 - 342.

Michael Walzer, Obligations, pp. 203-225
R.M. Dworkin, "Is lLaw a System of Rules”

R. Ollendorff, '"The Rights of Adolescents'" Children's Rights, ed. by
P, Adams (New York: Praeger, 1971)

Max Black, Critical Thinking. No fixed number of critical thinking
skills twas established for the program.

M.R. MacGuigan, '"Civil Liberties in the Canadian Federation', University
of New Brunswick Law Journal, 16:1 | May, 1966

M.P. Golding "Principled Decision-Making and the Supreme Court'.
Ibid.

Donald Oliver and Fred Newmann, Guide to Teaching, p. 9

F.R. Shaftel, Role-playing for social wvalues.

J. Madge, The Tools of Social Science, (London: Longman, 1971)

The cycles in the Jurisprudential Teaching Model (Table 10, p. 116)
correspond to the cycles in the Learning Activities Chart. A cycle
constitutes six teaching days.

The first pilot (1971) was funded through a Human Rights Education
Project by the Manitoba Human Rights Commission. The second pilot
(1974) was funded by the same agency plus the Social Concern and
Curriculum Development Research Project under the direction of Dr.
Terrence R. Morrison, University of Manitoba.

Dr. James Rest, consultant for the pilot program, University of Minnesota.
For a sample of the tests that were used, see Appendix H, pp. 395 - 465,

All the tests were administered by members of the Faculty of Education,
University of Manitoba.

Max Black, Critical Thinking, pp. 209 ff.

See Appendix F, pp. 365 - 368
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CONCLUS ION
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The specific curriculum development recommendations made in this
study are tentative because many of the assumptions upon which the
Jurisprudential Teaching Model rests, require considerably more
research. This is also the case with many of the assumptions con-
cerning the development of moral reasoning which serve as the basic

pedagogical assumptions for the Model.

There are a number of other facets of the Model and Program which

require further research. Some of these are:

1. 1Is it possible to develop an argument flow analysis model which
can be used as an evaluative technique? The techniques would have
tovbe able to monitor the use of rational operations and the use
of avoidance strategies in a manner that would help to determine
a person's level of moral reasoning on a variety of moral aspects

and moral issues.

2. Are the materials selected for the Program suitable? Considera-
tion should be given to adolescent interests, complexity of case
~studies, research demands; reading level, availability of the

materials.

3. What is the subjective basis of 'moral approval'? 1Is it a feeling
of 'benevolence', 'sympathy', 'fellow-feeling', or'the sentiment
of humanity' as is claimed by the 'moral-sense school' (e.g.
David Hume)? Is it a personal awareness of 'prescribing univer-

sally' (e.g. R. M. Hare)?

4. What are adolescents' conceptions of moral-value principles like
' justice, freedom of expression, dignity of man, equality, and
others which are frequently used to resolve moral disputes?
Piaget has pointed out that children frequently have a different

conception of concepts and principles (e.g. cooperation) than

adults.

5. Can analogies be used to introduce adolescents to principled-
decision making when most adolescents are at Piaget's concrete
operational level of thought and at Kohlberg's stages two to

four?
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6.. Do the six components of the decision-making model (in the
Jurisprudential Teaching Mcdel) enteil a logical developmental
sequence? In other words, does the model reflect a particular

order that should be followed in introducing it to adolescents?

7. Given the unanswered questions raised about simulation in Chapter
Five, is it a suitable culminating and integrating learning

activity?

8. How extensively should the students be tested when the Program is
piloted? Consideration must be given to gathering sufficient

relevant data as well as the adverse effects of 'over-testing'.

9., What are the professional development requirements for teachers

who would like to use the Model and the Program?

10. Last, but not least, does the Model require a social action com-
ponent? In other words, if adolescents are invited to get involved
in making decisions about social issues, is it 'desirable' or even
'necessary' that they be 'permitted' or 'encouraged' or simply
given the freedom to get involved in activities to try to amend
social 'injustices'? More specifically, does 'moral principled

.decision-making' combined with freedom to try to amend what
appear to be 'social injustices' (e.g. racial discrimination)
create more stage movement than moral principled decision-making
without the freedom to take action? If so, why is that the case?
Is it due to the psychological facts of cognitive development?

Is it inherent in the epistemological nature of moral issues? In
short, if a person is invited to prescribe a remedy but is denied,
in advance, the freedom to pursue the prescription, does that

interfere with the decision-making process?

If it can be established that the freedom to make decisions about
social issues requires the freedom to act upon the decision (success-
fully or otherwise) in order to encourage the development of moral
reasoning, then society must face the implications of adolescent
involvement in politics. Given the level of political maturity
(monitored in terms of pblitical socialization ) of adolescents, what
constitutes appropriate political involvement for adolescents? What

implications does that have for schools?
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It is doubtful that adequate answers are currently available to
the questions raised above. However, some educators have forwarded
some reasons for pursuing these questions. Fred Newmann and Donald
Oliver, in an article '"Education and community"1 maintain that the
school -~community dichotomy defies the interrelationship between 'self'
and 'society'. They quote Koteb2 to point out that without 'society'
there is no 'self' and without 'self' there is no society. In short,
education policy must take into consideration the needs of the
individual in society. This observation places a fundamental impor-
tance on the context in which education is pursued. Newmann and
Oliver identify three contexts--school, laboratory--studio--work,

community seminar,

This concept of 'schooling' raises a whole new list of important
questions concerning the relationship between school and community.
Some of the questions are raised by Thelan:

What does the educational system have to do with

the system of government, of economics, of politics?
It is all very well to say that education is for

the purpose of maintaining our nation, or develop-
ing a world order, but what does that mean? Does

it mean that every individual must be made

literate, wise, loyal and conforming? ., . . Is

a school a cultural island, separated from the
community mainland by the same kind of thinking that
separates fantasy from real 1life? Does the

school lead or follow the community or both? We
hear a lot about the need to "involve' citizens

in school problems. Who, how, why? 1Is it just

to keep them quiet, or to manipulate them into
contributing more money? TIs school supposed to
"induct youth into the community"? What does

that mean? . . . Can the school do the job alone?

Or is the school only one part of a community-

wide educational system which exists in fact
whether the school board knows it or not?

Newmann and Oliver agree with Thelan that it is important for
people of the community (including educators) to confront these
questions in order to explore the relationship between 'education'
and ‘community'. Such a confrontation might point to a need to follow
up 'decision-making' with ‘'social action' in curriculum develcpment

because 'social action' means direct involvement in the community.
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This concern emphasizes the need to research the psychological and
philosophical justification for introducing a social action component

in a moral principled decision-making model designed to facilitate the

development of moral reasoning.
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FOOTNOTES

Fred Newmann and Donald Oliver, '"Education and Community", Curriculum
and the Cultural Revolution, ed. by David E. Purpel and Maurice Belangerx
(Berkeley, California: McCutchan, 1972), pp. 205-252.

Tbid., p. 205. Quoted from G. Koteb, 'Utopia and the Good Life'',
Daedalus, (Spring, 1965), pp. 454 - 473.

Fred Newmann and Donald Oliver, 'Education and Community', p. 239.

Tbid., p. 48. Quoted from H.A, Thelan, Education and the Human Quest
(New York: Harper and Row, 1960) pp. 13-14,
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APPENDIX B

Documents for the Court Simulation of the Declaration of the Court on the

Chief Peguis 12:20 Rule

STUDENT BULLETIN

A. OPENING DAY - September 5
D. SCHOOL LUNCH
The lunch period is from 11:20 - 12:30 p.m. daily for all students.

Students coming to school by school bus are expected to eat lunch

in the building. All others are expected to go home for lunch.

Any non-bus student staying for lunch MUST HAVE SUBMITTED A WRITTEN

REQUEST FROM HIS/HER PARENT AND RECEIVED PERMISSION from the school

principal. The school has no lunchroom facilities except milk and

drink machine dispensers. All students staying for lunch will eat

in Theatres 1 and 2 or the front hallway. After lunch, students may

choose one of the following:

a) remain in the lunch area

b) study, do homework, or read in the MRC

c¢) leave the building (if students leave they may not re-enter
until 12:20 p.m.)

d) attend free gym

EXCERPT FROM THE CHIEF PEGUIS STUDENT HANDBOOK

SCHOOL LUNCH

Due to insufficient lunch facilities only those students who come to
school by school bus are allowed to eat lunch in the school. All
others are to go home. Exceptions to this may be made for special

circumstances if a written request has been received from your

school administrators. Lunch is eaten in Theatres 1 and 2 and the
front hall. Tables, milk and drink machines and garbage receptacles

are provided. Students are expected to leave the lunch area tidy and

free of garbage. After lunch students may (a) remain in lunch area,

(b) attend study or reading in MRC (c) leave the building. (If students

leave they may not enter until 12:20 p.m.), (d) attend free -gym.
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CHIEF PEGUIS JUNIOR HIGMH

~ Minutes of Staff eeting - January .26th 1972

1. Student Council égehda item

Mrs. Cook asked for some feed back from Pat Nagles suggestions
re the Noon Hour supervision.

If students need a bteath of fresh air they do not need to leave
the school until five or ten past twelve

Rectangular garbage cans (similar to the ones at the University)
be placed in the halls.

Sell chips in front halls instead of near Home Economics area
to alleviate some of the garbage problem.

Locking of doors should be flexible, based on the weathe
conditions. :

It was felt that if a student walked.three quarters of a mile’
to school, he should not have to wait at the door.
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CHIEF PEGUIS JUNIORHIGH

Minutes of Staff liceting January 26th, 1972

Student Council ngenda iten

School Lunch Break -~ Pat Nagle, President - Student Councili
advised the staff that the students did not agree with .=~
some of  the rules regarding noon hour. The rule that particularly
affected them was that once a student had left the school he
could not return until 12:20, The student council felt this
was a.hard rule in view of the very ccld weather at the moment.
Pat could seewhy this rule was img%emented and suggested that

the student council cculd help wi supervision if the students
were allowed %= back into the school before 12:20, The

student council had several ideas for entertaining the studets

1 a4 a games room, with the student council buying
1) §K6p§g§és}n§n§ %upervisiné

2) Activities in the gym

To help with the garbage problem - student council suggested
that large oil drums be painted and placed in the theatres and H,.Ec area
where most of the garbage was accumulating.

Pat suggested that at least one door(preferably the front one)
be left open for students to uvse. . e B N T

Pat was asked about the recent poll published in the hewspaper
regarding how students felt regarding noon hour rules. Pat
agreed this poll was not done very acourately.

%

These mwinutes distributed to Student Council and Staff

M.M. Taylor
Secretary
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App. B

READ THIS BULLETIN CAREFULLY AND KEEP FOR FUTURE REFERENCE.

RE: LUNCH PERIOD 11:30 - 12:30 p.m.

Besause of increased problems during the student noon lunch period
the followWing steps have been taken with regard to same.

1. A parent bulletin is being sent home with the report cards
outlining procedures for January 3 forward into Semester 2, Keep
a copy of this and famlllarlza yourself with this bulletin.

2. A list is being prenazad and will be available to all stalf
of those students WHO SHOULD NOT BE EATING LUNCH AT SCHOOL. This
list will be available late next week or January 3.

3. The fire doors at the extremes of the Science labs will be
CLOSED AND LOCKED from 11:30 to 12:20 p.m., to cut down on aimless
wandering by students in the halls,

L, Noon hour supervision is being revamped and supervisSeps incressed
in number. The new format will be as follows: :

(&) Eight teams of five teachers will be on supervision duty at
: five stations in a rotation manner for a one week period for
each team. :

e

The eight teams are:

-

1. Mr, Peachell; Mrs. Boyd Mr. Gooch, Mr. Hoéy, Miss Hildebrand
2, Mrs, Popesk1 Mr. Bahr, Mr., Frost, Mr. Lussier, Mr. Fontaine
3. Team 71 and M. Bodnarus

L, Team 72 and Mr, Dehls .
5. Team 81 and Mr. Wohl .

6, Team 82 and Mrs. Homenick

7. Team 91 and Mrs. Stitt

8. Team 92 and Miss Bennett

(b) Mrs, Mulder; Mrs. Davison; Mrs, De.Witt; Mrs. Wadge will be

on gupervision duty each day.

(c) Mr, Krecsy will ect as a “floater”™ in case of staff absences.

Contoaoe‘e'oooeccze




-332- App. B

5. Students will bhe reQuired,to eat lunch in the theatres or at tables
in the front hall only.

- -6, When students have completed -lunch they may:

L

(a)
(b)

(ec)

Remain at the tables (games are allowed) or in the theatre.

Go to a study area {(reading area of MRC) provided they
take material to work on and enter between 11:50 and 11l:55 a.m.
and remain until 12:20 p.m. If student do not use this,

they should be sent out and not allowed re-entry. The
entry door will be the Grade 7 entry ONLY. ( Games NOT
ALLOWED) .

Go out of the building and not be allowed re-entry until
12;20 p.m.

THIS MEANS THAT ALL SUPERVISORS MUST ATTEND TO DUTIES AT STATIONZ
VERY CAREFULLY.

Any deviations will cause problems for other supervisors.

7. Specifically the five stations for teachiﬁg staff are:

STATION #1

Foyer #2, Grade 7 locker area.

L)

(a)
(b)
(c)
(d)
STATICN #2

Teacher supervisors to be on duty from 11:50 - 12:20 p.m.
Allow no students to eat in the drea
Check washrooms and locker area hall

Allow NO students to enter school until 12:20 p.m.

(a)
(b)
(c)
(d)
STATION #3

Fover #3 Grade 8 locker area

TZacher supervisors to be on duty from 11:50 to 12:20 Pl
Allow no students to eat in area |
Check wash}ooms and locker area hall
Ailow NO atudents Eg_gﬁggz school until 12:20 p.m.

Foyer 4 (First shift) Grade 9 locker area

(a)
(b)

(c)
(a)
(e)

Teacher supervisors to be on duty from 11:30 - 12:00 Noon,

Require students to eat at tables (seated) in immediate
area and put garbage in dispensers,

Supervise drink machine use.
Allow NO students to enter the school
Check washrooms and locker area. halls,

ContooooocvoooBQ
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STATION #l Foxer‘gﬂggecond shift) Grade 9 locker area

'A0e J A

(a) Teacher Supervisors to be on duty from 11:50 - 12:20 p.ume.

{(p) Require orderly and polite behaviour at tables in
_ immediate area.

(c) Check washrooms and locker aread halls.

(a) Allow no students to enter the school until 12:20 p.m.
STATION: #5 E@Qﬂ§§§2§_§ND HOMEWORK TH READING AREA |

(a) Teacher supervirors to be on duty from 11:50 to 12:20 p.m.

(b) Allow no students to enter hefore 11:50 or after 11:55

(c) Lllow no students to enter, unless they have materials
with which to WwOrK.

(a) Allow no students to remain unless they are working
gquietly. If a student is ssked to leave, S€e that
he/she does so and do not allow re-entry.

(e) Stop the supervision at 12:20 and see€ that students
leave to get ready for class.

(£) DO NOT ALLOW GAMES N THE LAREA.
g. The stations for Teacher Assistaﬁts are as follows:

1. IMRS.DAVISON - FOYPR Z G prea 11:30 - 12:00 Noon

rade 7 Locker

(a) Allow no students o eat lunch 1in area - send them e
the front of the school. '

© .o
(o) Checl. washrooms and halls '
(c) Allow no students to enter the school
(a) Close fire doors &S soon as possible after 11:30 &.m.

=z .——M

2, WMrs. Mulder - foyer 3 Grade g locker_ area 11:30 -~ 12 :00 Noon

{a) Allow no students to eat lunch in area - send them ©O
front of school

(D) Check washroomS and halls
(c) Allow mo students to éhter the school

{a) Close fire doors as soon &S possible after 11:30 a.i.

’ Contnnqoocancnonl!-o
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3. MRS. DE WIT: Theatre and Front Hall 11:30 - 12:00 NOON
{a) Insist that students sit while eating '

(b)  Insist that students put garbage in receptacles.

4. MRS. VADGE - FOYER 4 11:50 - 12:30 p.m.

(a) Allow no students to enter school before 12:20 p.m.'

9. The supervisige: schedule ic os per separate sheet, For the
first week January 3 - 7, the tr-cher team is doubled (Teams 1 and 2
on duty. This should ensurc that the system gets off to a good start.
Jt will be reviewed at the cnd of the first week, Mr, Pauls and
myself will be in attercance and available. Mr, Gordon will be

in attendance as usual, end will unlock the fire doors at 12:20 p.m.
BE ON TIME AND TAKE CHARGL 1

10. This information will be m~de clear to all students, several times,
in order that NO STUDINT may be in the position of saying ‘he or she
did not know,

11, The (kese Club hos permission to eat in a classroom, as does
the Home Economics Club and Glece Club on these days when they meet,
It would seem inapprorriatc for any other group to meet during the
noon hour, unless the staff membzr in charge is planning to be

ompletely responsible for the group and remains with them the full
cime. This includes students vorking on projects,

C.M. Cook (Mrs)
PRINCIPAL

L e IV

smmt
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"CHIEF PEGUIS JUNICR HIGH
SURVEY REs 12:20 Rule

Names Grades ___Tobems

Are you in favour of the 12120 rule? Yes No, Unded-
id

Q

:(CF

Reasons for decisions
" (Place a cneck mark in the most approprizte circle at

the right of each question.)

=
3
o
o
0
!

Yes

[
Q
@

PR

l,=~because of problems during bad
weather conditions,

2¢==because I want to work in the
M.B.C. durinz noon brezaks

3e.==because I want to participate 'in
free gym after being outside,

L,~-because I forzet thinzs and like
to zet back inside for them,

'OOQO

O O OCOOOs
O O OOO0O

5.==because I like to get together
with bus students {or vice versa)

and lunch tine is the only 7\
conveniant time, )
9,

)

6.-=because beinz abtle to come in
and out of the school at lunch
hour would contribute to learn-
<« Ing responsibility,

Other Reasons (either for or azainst.

Py

PN
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The Prosecuting Counsel solicited the following information from the
administration:

Request for the record of misconduct during the noon hour in year

1971-72 classified according to grades. Don't mention any students'

names. Classification also according to months.

1971 1972
GRADE
Sept. | Oct Nov |Dec. Jan. | Feb. | Mar. | Apr. | May {June
7
8
9

After some delay, the administration informed the Prosecuting Counsel,

C.W., that the information was not available,
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APPENDIX C

List of Some Print and Non-print Materials Suitable for the Program,

"Youth, Law and Morality"

This is only a representative list. The choice of materials
depends on the particular topics or cases chosen by a teacher and the par-

ticipating students. It could vary greatly from one class to the next.
An effort was made to collect articles on a variety of topics and
‘issues because students can readily get a variety of viewpoints by reading

several articles,

A, Dilemmas (articles and bboks)

1., Cedervale

2. Dennis D'Arcy

3. The Chase

4. Eliza's Baby

5. Richard and the School

6. Jeremy's Choice

7. A Change of Heart

8. The Case of the Speluncian Explorers
9. Socialized Medicine

10, The Movies: Influenced or Influencing
11. Education Reform Projects

12. The T.V. Generation

13. Discipline in Education |

14. To Date or Not to Date

15. Sidewalk Speech

16. Kidney Machine

17. Levin, M., and Eisenberg, J., Dilemma (vol. 1 - 4) Toronto:

Holt, Rinehart and Winston, 1971.

18. 1Levin, M., and Sylvester, C., Rights of Youth, Toronto: PaperJacks,
1972

19. Bourne, P. and Eisenberg, J., The Law and the Police, Toronto:

PaperJacks, 1972.
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(Appendix C cont.)

20. Bowles, R.P., Hanley, J.L., Hodgins, B.W., and Ramlyk, G.A.,
Protest, Violence, and Social Change, Scarborough, Ontario:

Prentice Hall, 1972.

B. Vignettes

Case, Robbie, Thinking Critically, Books I, II, III, Agincourt: The

Book Society of Canada, 1972.

'C. Historical Case Study of the Trial and Execution of Louis Riel

A collection of documents, maps, and accounts representing both sides
of the argument. Included were the Transcript of Riel's trial, accounts
written in the nineteenth century as well as historical accounts and

plays written more recently.

D. School Discipline (articles)

1. What is the Real Meaning of Discipline in Today's Classroom?
2. Summerhill exerpt

3. Corporal Punishment

E. Shoplifting (articles)

1. Shoplifter
2. Reporter Finds Shoplifting Profitable Pasttime

F. Landlord and Tenant .Act

A Kit has been prepared by the Manitoba Government,

G. Correctional Measures for Criminals (articles)

Too Many Dangerous Criminals are Out on Parole
Handbook on Parole Correctional Measures

John Howard and Elizabeth Fry Society

Guide for Parole Supervisors

Parole in Canada

[ NNV B T

The Revolution in Canada




H.

I.

J.

7.
8.
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Canada Correctional Services

Steve Truscott Story

Death Penalty

1: Capital Punishment

2. World Survey A

3. Why the Police Want to Bring Back Hanging

4, Should the Hangmen be Fired

5. How an Ex-con is Helping People by the Hundred

6. Rules for Inmates
The law

1. Freedom Under the Law

2. Law as a Means to an End

3. JImportance of a Constitution

4. Dissent and Civil Disobedience

5. ©Preserving our Freedom

6. Do the Courts Dispense True Justice?

7. Meaning and Origins of Law

8. "Canadian Legal System

9. Civil Rights

10. Rights of Citizens and Aliens

11. You and the law

12. Criminal Code (Exerpts)

13. Powers of District Boards

14, Public Schools

15. Duties of Teachers

16. Ombudsman

17. Ferris, T.T., Moir, J.S., and Onn, G.A., Readings in Canadian

Civics. Toronto: Ryerson Press, 1968.
18. Velanoff, J.; law: Case Study Approach. Toronto: Sir Isaac
Pitman, 1968.
19. Bolton, P.M., Civil Rights in Canada. Cartoons by Matt McLean.

Toronto: Self-Counsel Press, 1972,

Legal Procedures (articles)

1.
2.

The Role of the Police

Crime and its Treatment




11.
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Warrant to Search

Summons to a Person Charged with an Offence
Subpoena to a Witness

Writ of Habeas Corpus

Legal Procedures

Criminal Justice System

Administration of Justice

Saranchuk, H. Paul. "Legal Handbook for Students! (unpublished)

" Winnipeg, Manitoba

Williams, G. Learning the Law. London: Stevens and Sons, 1969.

K. Trial By Jury (articles)

1.
2.

We the Jury

How Fair a Trial you can Get

L. Human Rights and Civil Rights (documents)

1.

W 0 N O W

10.
11.
12,

United Nations Universal Declaration of Human Rights
Manitoba Human Rights

Manitoba Indians in Manitoba - Human Rights Act
Students' Bill of Rights (N.Y.)

John Henderson J.H, - Constitution for Student Council
Student Rights Handbook (Metro Toronto)

Manitoba School Act

Women's Human Rights Act - Manitoba

An Act Regulating the Welfare of Children (Child Welfare Act of
Manitoba) ’

Canadian Bill of Rights
Ontario Human Rights Code
Rights of the Child (U.N.)

M. The War Measures Act and Civil Rights (articles)

1.
2.
3.

Doctor Describes Jail Nightmare
War Measures Act

War Declared on Quebec

N. British Iegal Heritage (articles)

1.
2.

Medieval ILaw
Trial by Jury




3.
4
5
6.
7.
8
9
10.
11.

340 -

They Saw it Happen

The Legal Reforms of Henry II
letter by William Oakham

Magna Carta - Research Project
Exerpts from the Magna Carta
Bill of Rights, 1689

History of our lLaw Enforcement
Comparing Legal Systems

The Mconarchy

0. Civil Rights Case Studies

1,

-

O 0N O U W

-

e e e s
o L~ WN RO
0T TS0

Gastown Riot

Forest Hill Collegiate

Writ of Assistance - Rochdale
Writ of Assistance - NDY
Nobrega Case

Kwok Wing Lai

Gracey

The Chase

Kingston Penetentiary Riot

Chief Peguis J.H. 12:20 Rule

Dave Courchene vs. Marlborough Hotel (Factums and Evidence)

Trial of Charles T (Jackdaw)
Peterloo (Jackdaw)

Gordon Riots (Jackdaw)

Ned Kell§ (Jackdaw)

Louis Riel (Jackdaw)

P, Films

foad

R N O oW

Flowers on a One-way Street (60 min. NFB)
Riel and the National Dream (28 min. OECA)
Saul Alinsky (Pt. I & II) (28 min. ea. NFB)
Saul Alinsky Goes to War (60 min. NFB)
Violence and Order (28 min. OECA)
Christopher's Movie Matinee (89 min. NFB)

App. C

High School (75 min. Marlin Motion Pictures Ltd., Port Credit, Ont.)

No Reason to Stay (28 min. NFB)
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9, Summerhill (28 min. NFB)

10. The Last Bus (30 min. BBC Toronto)

11. The Sentence of the Court (30 min. BBC Toronto)
12, The Llawyers (87 min. BBC Toronto)

13. Rural Magistrate (13 min. NFB)

14, Billy Budd

15, Magna Carta

16. Our Living Bill of Rights "Freedom to Speak - People of New York
vs. Irving Fisher'". Encyclopedia Britannica Corp., Chicago.

17. The Bill of Rights in Action Series. '"The Bill of Rights in Action:

Story of a Trial', Encyclopedia Britannica Corp., Chicago.

Novels, Short Stories and Drama

. Baez, Joan, Daybreak
.  Blumenfeld, Harold, Sacco and Vanzetti, Book of Job.

. Eyerley, Jeanette, Drop Out

Hinton, S.E., The Outsiders ( 5 copies)
. Ibsen, Henrik, The W;ld Duck (play)

. Kata, Elizabeth, A Patch of Blue

~N o0y W

McCullers, Carson, The Heart is a Lonely Hunter
The Member of the Wedding

"Sucker" (story)
8. Richter, Conrad, The Light in the Forest

9. Sophocles, Antigone
10. Steinbeck, John, Grapes of Wrath

In Dubious Battle
Of Mice and Men

11. Wiesel, Elie, Night

12, Wojciechowska, Maia, Tuned Qut (2 copies)

13, Maas, Peter, Valachi Papers

14, Israel, Charles E. Who Was Then the Gentleman?

Poetry
1. Sounds of Silence (selected by Betsy Ryan)

2. Reflections on a Gift of Watermelon Pickle . . . (selected by
Stephen Dunning, Edward Lueders, Hugh Smith)

3. The Me Nobody Knows., Edited by Stephen M. Joseph.

O
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Fundamentals of Critical Thinking

.

.

Ny S W e

Critical Thinking
Observing
Comparison
Analyzing
Interpreting
Problem Solving

Assumptions

Taped Interviews Prepared by the Participating Students

. - .

.

W 00 ~N o U1 W N

[
o

Jack Montgomery, Assistant Director of Public Prosecutions
Jeff Grinden of Walsh, Micay and Company '

Norm Larson of the Neighborhood Law Centre. .
Professor John Sharpe of the law Reform Commission

Chief Magistrate Harold Gyles ,

Jay Proler, Civil Litigation Counsel

Inspector Tronrud at the Public Safety Building

Mel Fenson of Walsh, Micay and Company

len Epp, a social worker with the National Parole Service

Superintendent Lawrence at Headingly Jail
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APPENDIX D

Sample Outcome of Student Research Projects

The following is a selective sample of products on one of the research
topics. chosen by the students. It illustrates the research approach as well
as the range of ideas that were accommodated on some topics. The topic for
these examples is "Capital Punishment" because many students displayed much
interest in this topic. The samples do not represent all the groups work-

ing on this topic.

\GrouE A
Topic
Capital Punishment
Problem
Should capital punishment be brought back?
Hypothesis
Most people would think it should be brought back.
Description of the problem
We think capital punishment is necessary for:
1. police murder
2. fape murder
3. capital murder
Research method
1. public survey
2. mnational survey from a magazine
3. interviews: politician
judge
lawyer
police
NOTE: This is the material that would be posted on large sheets of manila
tag at the station in the classroom where the group would meet to prepare

for the study.
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Group_ B
Topic
Capital Punishment
Problem
Should capital punishment be brought back?
Hypothesis
Capital punishment should be brought back for:
1. premeditated murder
2. slaying of policemen
Description of the problem
We think that capital punishment is a major question in society
Source of information
We are interviewing a police sergeant, a constable and a lawyer.
Questionnaire:
1. Do you believe that hanging should be brought back?
2. Do you think that capital punishment would decrease the number of
murders committed?
3. What offences deserve capital punishment?
4. Should murderers be let out on parole?
5. Does capital punishment give the police more protection?
6. If a murderer was sentenced to capital punishment, would today's
society object?
Isn't capital punishment just like another mﬁrder?
8. Does capital punishment help to improve society?
9., How many years should a murderer have served before parocle is
considered?
10. Should we make a difference between public murderers and police
murderers?
11. Do you think that Parliament is 'copping out' when they say,

"We'll wait another five years before making a decision"?




-345 -

Group C

Problem
Should capital punishment be reinstated?
Hypothesis
We think capital punishment should be reinstated because we think
there will be less murders.
Description of problem
During the years between 1968 and 1973, the amount of murders per
year more than doubled.
_Sources of information
Encyclopedias, interviews, public, law courts, newspapers
Conclusion

More people want capital punishment reinstated and it should be.

App. D



-346 - App. D

Capital Punishment by K.C. (a participating student)

Capital punishment has been on a trial basis. In 1968 the government
put capital punishment on a five year trial. This trial basis was that
anybody convicted of murdering someone else would not be sentenced
to death but would receive a prison sentence unless they murdered a prison

guard or policeman. Then they would be sentenced to death.

In 1973 the same trial basis was voted on again and once more came
back. Since then the murder rate has more than doubled. There was 216

.the first year the law was put out and now this is up to 480, murders.

Earlier attempts were made to abolish capital punishment but were
unsuccessful. In 1914, 1915, 1916, and 1917, a man by the name of Robert
Bickerdike introduced in the House of Commons bills to rid of Capital
Punishment. Similar bills were introduced by William Irvine in 1924 and

in 1950 by Ross Thatcher.

Tn 1954 the Government established a joint committee of the Senate and
House of Commons to study certain provisions of the criminal code, including
those relating to capital punishment. Among its recommendations in 1956,
were, retention of the death penalty, except for offenders under 18, and

replacement of hanging by electrocution or the gas chamber.

In 1960 a private member's bill to abolish capital punishment except
for treason was moved in the House of Commons by Frank McGee. The bill was
debated at length on second reading, but never came to a vote, and was

withdrawn later in the session,

A year later a compromise solution was proposed by E.D. Fulton, then
minister of justice. His bill distinguished between two kinds of murder,
capital and non-capital. Capital murder was defined as an act of homicide
committed with deliberate planning or intent. Where there is no evidence
of deliberate intent, the murder is considered to be non-capital. Capital
murder carries the penalty of death by hanging (if over 18), mon-capital
that of imprisonment for life. The Fulton bill was given first and second
readings during May 1961 and was carried on third reading to the next month.
The relevant sections of the act (1900-61.c.44) are now incorporated in

sections 202 and 206 of the Criminal Code.
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Questions by X.C., D.Z., C.S., H.L,

1.

10.

11.

12,
13.

Do you think capital punishment should be reinstated?

In what form?

Do you think that capital punishment should be just for police and
prison guards, or for any person?

Is it true that police want to bring back hanging?

Are people sentenced to death allowed to have private burials?

Do you think that a person that is to be executed should be allowed
to have a family burial?

What are the reasons for them not being able to have their own funerals?
We have heard fairly extensively of the Coffin Case, but we are not
sure of what it is. Could you explain it?

Does the judge decide how the sentence should be carried out? If not,
who does?

What was the most common death sentence used before it was frozen,
compared to England, France, etc.

The government has left the penalty on a trial basis, Could you tell
us for how long: 5 years? ten years?

Is the family allowed to visit the grave?

Is it true the frequency of murder has nothing to do with the death

penalty, but with world conditions?




Ques.:

Ques.:
C.E.:
Ques. :
C.E.:
Ques. :

C.E.:

Ques. :

C.E.:

Ques.:

C.E.:
Ques.:

C.E.:

Ques.:

C.E.:

Ques.:
C.E.:
Ques.:
C.E.:
Ques. :
C.E.:

Ques. :
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Interview with Chief of Police Chris Enfield

at East Kildonan Police Station

Mondavy, January 28, 1974

Do you think capital punishment should be reinstated?

For certain murders, yes.

What kind?

Premeditated.

What do you mean by premeditated?

Planned murders.

You mean murder like in rage where two people get in a fight?
No! Now wait a minute, in rage is a different thing. I am just
talking about planned murder, thought out before hand. 'In rage'
is a different thing. If I get in a fight and I knock somebody
down and they hit their head, that's taken care of by the law.
That's manslaughter.

What kind of death would you want--like, gas chamber or electric
chair? '

I would rather see that, than hanging.

Yeah, that would be much more human. So which one--gas chamber
or electric chair?

Gas chamber.

Do you think it should be just for prison guards, or policemen?
No, I don't. I'm just as important to my family as your father
is to his. I don't believe that one section of the society
should be singled out by law. The law should be for everyone.
Were the people put to death when the law was in allowed to
have private burials?

No, they are buried in special plots at the prison where they
are hung.

Why ?

Because the body is property of the state:

I see. Is the family allowed to viéit the grave?

Yes, I imagine so.

How long is the law on the freeze?

For five years.

That's for murder of policemen or prison guards?




C.E.:

Ques.:

C.E.:

Ques.:

C.E.:

Ques.:

C.E.:

Ques.:

C.E.:

Ques. :

C.E.:

Ques.:

C.E.:

Ques.:

C.E.:
Ques.:

C.E.:
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That's for five years. 1It's been extended for five years.

Who decides how the sentence is to be carried out? Does the
judge decide it?

The judge initially pronounces the death sentence. Usually it's
commuted by the cabinet and the government.

Who do you think should decide it?

The judge. That's what he is there for. He's a learned man on
the law. He knows whether the man committed the crime or. not,

He sees it by the evidence. —
We heard a lot about the Coffin case. Do you know what it is?
That was a U.S., man that was sentenced to death. It took seven
vears until they did anything about it. They brought it back to
different courts. That was his‘name, Coffin,

Do you know the difference between the wai'we execute people
compared to England and other places in the world?

They have it off now, too. They don't hang anymore, but they
used to hang the same as we did here.

Is it true the police want to bring back hanging?

No, we want to bring back the death penalty, not hanging. No,

we don't want to bring back hanging. You're talking to an
authority because I was past president of the Canadian Association
of Chiefs of Police, and I know it's such because I went to
Ottawa on it a dozen times. We don't want to hang people. We want
to exterminate them, yes, but not by hanging.

But why? Because they murder one man so you turn around and
murder him for something he's done--so you're doing just as much
wrong as he is, except that you do it legally.

Yeah, but it's premeditated--and planning to kill somebody, I
mean you've got to be really .

Well . . . look, you kind of plan to kill somebody too, like when
you put them in the gas chamber, you know they are going to die,
you know what you're doing, you're killing him. If you have a
mad dog in the vicinity, what do you do with it? Shoot it.

Yeah, but that's bad.

What's the difference?

It's different because a mad dog is someone that's insane. Just
because a person kills another . . . not insane, this is just the

pack they hand you--the do-gooders, the bleeding hearts. They say
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the man is mental. He isn't mental, he's thought this out very,
very carefully.

But then you're just taking a life for a life. What does the
Bible say? '"Thou shalt not kill.'" Apart from that, "an evye for
an eye and a tooth for a tooth'". TIs it true that the frequency
of murder has nothing to do with the death penalty but the world
conditions themselves?

Why do you ask?

Because I was reading an article and it said in New York the
hotter it got the more murders and poverty.

Statistics I can't say on that. Whether the weather has anything
to do‘with it, I don't know. But I do know the moon has something
to do with it. Because the word 'lunatic' comes from the word
'luynar', you know that,

How does that affect it?

Well, some people go a little nuts when the moon is full. You
want to hear something about murder, we're talking about New York:
1,242 murders last year; Chicago, 6,295 murders. I'll give you

a few more: Austin, Texas, 297; Baltimore, Maryland, 256.

How about in Canada?

580 last year in Canada.

How many in Winnipeg last year?

I believe there was about six.

Do you know of any murder cases that are being done in court now?
No, but there will be about the first week in February. Watch
the papers for the Spring Assizes in the Law Courts.

Is it possible for us to go see it?

Oh, yes, it's open to the public.

If a person's been sentenced for murder, how long are they in
jail? Twenty years?

Yeah, twenty years and they're out in ten. We had one here in
E.K. who murdered someone in '63 and was out in '69.

Did he get out on good behaviour?

He got out on good behaviour. Then he pulled a robbery at the
Curtis Hotel. Six thousand dollars. Yeah, they rehabilitate
these jokers.,

When a man is sentenced to imprisonment for life does this mean
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twenty years?

Yes, and eligible for parole after ten. We've had three murders
here in E.K. since I've been here.

How long is that?

Twenty-three years. We caught all of them. One of them got
three years. \

Three years for murder?!

Murder and rape, yet.

How do you work it, then?

Your guess is as good as mine! 'Y0u're not to criticize the
judiciary. And you want to save the poor devils. Those poor
devils that murder somebody.

I didn't say save them. I said.I didn't think it's fair to kill
him just because he takes another person's life.

But if he plans to take another person's life, don't you think
it's fair that we take his?

Well, in the U.S. there's a doctor of psychology, a professor,
and he was all for it--non-capitol punishment, rehabilitating--
and then his daughter got murdered and raped and you should hear
that man now. He wants everybody murdered. See, when it hits
home, that's a different story.

It's stupid.

In your opinion, do you think a person, after he's been executed,
should be turned over to his family for their own burial?

No, he's bereaved of all rights. For instance, a legacy, if he
has a legacy coming, he doesn't get it, it goes to the other
members of his family.

An accidental death, like a hit and run, is that considered
murder ?

No, that's manslaughter. It's not a premeditated thing. You
see, it's gdt to have intent before it's capital murder.

Like that girl in Gimli; is that a premeditated murder?

Sure it was. What did you think?

How could it be premeditated when he only picked her up when he
was thumbing a ride?

Because she knew him and he had to shut her mouth.
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She did know him?

Sure!

Did they ever get the murderer of that boy out in Selkirk?

I don't know. Oh, there is something coming up on that now.
Last year there were five murders in Winnipeg.

How many in Manitoba?

I haven't got the statistics for Manitoba yet, they don't come
out till later.

Do you think that is an excessive amount for Winnipeg?

I think one is excessive, don't you?

Yes, well compared to other statistics? Like Winnipeg's past
history. Like, have more murders happened this year than other
years?

No, I'd say about average. If you take a ten year period it
would be about the same.

Has the number of murders increased since the death penalty was
frozen?

Well, there was 216 the first year they put this law in, and now
it's up to 480 a year. So it's more than doubled, and the
bleeding hearts say it's not a deterrent, and then they give you,
'oh, well--we got more population'. That's baloney. You see,
they're not going to get anything. They know it, and they know
they are just going to be committed. Nobody's been hung here
since 1962. You can have your heart bleed for them but not

for me,.

I just don't think it's fair for a person to be killed.

I don't either. I don't see why somebody should murder somebody
else. I can't see it. I don't think it's fair.

But if there's ten people killed in Winnipeg, and there is
capital punishment, then there will be twenty people killed.

So they should be out of the way.

And also, if it started to be enforced, if people knew that their
life, too, would be taken, the chances of them killing someone
would be less. Right now they know it's likely for them to get
just a couple of years, which is nothing to them.

How about the guy who got 3 years for rape-murder and was out in

18 months? For him that's peanuts, but if his life, too, was to
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be taken, he'd think twicé before killing someone else. If you
kids had seen murdered people the way we have seen them. .

You look at it at a different slant. I could show you pictures
that would make you sick. It's so easy to say, ''the poor fellow,
he was off his rocker when it happened', but he wasn't. He does
everything to cover himself up so you don't catch him. He does
everything to try to get out from under when he premeditates a
murder. And then you try to catch him. Finally we get him and
you say "The poor fellow, he needs psychiatric help". Baloney,
he doces. A

Would you say that often, during a case, the jury is biased in
certain ways against or for the person being tried?

I1'd say of all the jury, maybe one or two of the jury biaséd.
There are twelve people on a jury and they have to come to a
verdict on which they all agree.

We heard that people are biased against people with long hair
or beards, et cetera. Does the whole jury have to agree?

Yes, and if they don't agree they get a hung jury. And then a
new jury is brought in.

If we were to go to Court, how long would one Session last?
Usually from ten in the morning till noon and from two in the
afternoon till five.

Would they allow the four of us to go?

Yes, as long as your whole class doesn't go at once. You go to
the Law Courts Building across from the Legislature Buildings.

Do you know why the police didn't want The Boston Strangler

shown on television?

Well, if some clown jumps off a ten storey building and gets his
name in the paper then some nut jumps off a fifteen storey
building just to get his name in the papers. And that's how it
builds up. You get one guy, he rapes a girl and it gets all
over the press and then some other clown sees it and then wants

his name all over the paper. That's the way they think sometimes.

Well, I tell you girls, it's no joke when you get some of those

guys around. We had these seven, eight, nine year olds molested

here and the descriptions we got . . . ! Finally we got him. He

was supposed to be 26 and he was 42. It takes some doing to
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catch some of these guys; they cover themselves up so well, and
are smart as a whip. Look what he did to this kid, stuffed
something in her mouth so she doesn’t yell. And you want to let
these guys go. When he threatened to strangle her . . . and don't
think he wouldn't--he will.

I don't want to protect him, I just felt sorry for some of them.
I just think they should be punished, not killed.

What good is life imprisonment if they are in for only ten years?
We got one here, six years he was in. A lot of these guys go to
A.A, They can't get a drink anyways, it's only to build up
confidence in their parole officers,

So if you get a guy, you don't know how long he will be in jail.
I couldn't care less; that's not my job. My job is to bring

them here. After that, it's their's, Sometimes we hate to see a
guy get six months or something, or three years on a murder.

Last November this guy took a woman out of Transcona. Forced her
into his truck, took her to him home, knocked her out, raped her,
took her into North Winnipeg and dumped her in a lane. When we
found her she was alive, but she never came out from under.
Smashed her head in. She died two days later. If that is not
murder, what is it? He got three years and was out in 18 months.
Cot another one here. First he murdered his wife, then he murdered
his mother. He got twenty years, but is asking for parole.
Kicked his mother to death., He even broke the strongest bone in
her body. There wasn't one rib that didn't have one break or
three. She was completely bruised. The state of California went
back to capital punishment, that's one step in the right.direction.
Is it possible to hide a murder if it happens in Eaton's or a

big store?

All murders are put in the paper. The press has access to the
report; we can't hide it.

Thank you very much.
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The following is a sample reaction of junior high students to the question:

"Should capital punishment be brought back?"

STUDENT OPINION REASON

A . yes To teach people a lesson. They'll think they won't
get away with it.

B no It's toobcruel; they might improve.

C yes To set an example,

D no Just like another murder.

E no Too cruel and it's too primitive.

F yes To teach the next person a good lesson.

G yes If they knew they'd get hung they wouldn't do it.

H yes It should be that way because they took life.

I yes Keep everyone in good discipline.

J 'no It serves no point and is stupid.

K no It's a cruel way to die.

L no Stupid way to die; old-fashioned and cruel.

M no It's cruel, like an eye for an eye.

N yes Everyone who kills should be killed.

0 yves 1t cuts down drime rate,

P .yes There would be less crime; people would think twice
before killing.

Q yes Too much crime in the street.

Collection of arguments 'for' and ‘'against' Capital Punishment:
Against
1. doesn't cut down crime rate

. done without thought of consequences

. premeditated murder doesn't happen often

. taking a murderer's life doesn't make a difference

2
3
4
5. society isn't involved
6. degrades society

7. religious conviction
8. no sense in it

9. doesn't protect police
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acts as a deterrent

murderers are just animals

murderers are vicious

murderers think they can get away with it

cut down crime rate

App. D
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NAME: R.S. CYCLE:
TOTEM: 92 -A2 DATE: to
- | DAY OF
DATE CYCLE LANGUAGE ARTS - SOCIAL STUDIES - WORK SCHEDULE
Jan.14| 2/2 Introduction
2/3 Introduction
2/5 Discussion of one dilemma
Jan,15| 3/3 Wrote own dilemma
3/4 Yearbook write-up
Jan,17| 5/1 Discuss student dilemma
5/2 Watch film 'Last Bus'
5/3 Wrote about film
5/5 Watched film again (Last Bus). Taped it.
5/6 Finish writing about film with tape.
Jan .18 6/5 Wrote up log.
6/6 See film on the trial of four boys in '"Last Bus',
NOTE: 2 denotes cycle of the semester

/2 denotes period of the day
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NAME: R.S. CYCLE:
TOTEM: 92 - A2 DATE: to
DAY OF
DATE CYCLE TANGUAGE ARTS - SOCIAL STUDIES - WORK SCHEDULE
Looked at student '"Legal Handbook'. Took notes and
Jan,22 | 2/2 discussed, Interviewed Mr. Toews.
2/3 Did log. Write reaction to sentence in court.
Dilemma: "The Cnpase''.
2/5 Discuss., Dilemma ''The Chase
Tan.23 3/3 Get instruction on Questions., Get books.
3/4 Started on Introduction of Project.
Jan,25| -5/1 Watch high school film,
5/2 Watch high school film,
5/3 Mixed chemicals for science,
5/5 Made notes on Louis Riel.
5/5 Made notes on Louis Riel.
Jan,28| 6/5 Made notes on Louis Riel

6/6

Made notes on Louis Riel,




App.

~359 -
NAME: R.S. CYCIE:
TOTEM: 92 -A2 DATE: to
DAY OF
DATE CYCLE LANGUAGE ARTS - SOCJAL STUDIES - WORK SCHEDULE
Jan,30 2/5 Talked about classification.
Jan.31 3/4 Talked about classification.,
feb, 2 3/4 Went to William Library to get information.
5/2 Same
5/3 Same
5/5 Same
5/6 Made notes
“eb,5 6/5 Same
6/6 Same
Feb,.7 2/2 Got station.,
2/3 Made poster
2/5 Organized project

=1
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NAME : R.S. CYCLE:
TOTEM: 92 - A2 DATE: to
- | DAY OF
DATE CYCLE TANGUAGE ARTS - SOCIAL STUDIES - WORK SCHEDULE
Feb.10| 53 Watched film.
= 3/4 Same
Feb.,12 | 4/1 Talked with Norm Gilbert
472 Same
4/2 Same
Feb.13 5/1 Mr, Munro talked about detention homes
5/2 Looked for information
5/3 Read 1law books and found picture
5/5 Discussed someone's project
5/6 Discussed dilemma
Feb,14 6/5 Dip Court case
6/6 Dip Court case
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NAME : R.S. CYCLE:
TOTEM: 92 - A2 TATE: to
DAY OF
DATE CYCLE TLANGUAGE ARTS - SOCYAL STUDIES - WORK SCHEDULE
7eb,18 2/2 Did law test, worked on notes.
2/3 Worked on notes
2/5 Did log
Teb, 19] 3/3 All morning science film
3/4 Tested video-tape for our project
Feb.21 5/1 Talked to Mr, Toews - simulation of trial
5/2 Same
5/3 Same
5/4 Went to William library
5/6 Same
eb 25 1/3 Made notes on trial and play
Feb.26| 2/2 Got pictures

2/6

Did notes on trial

E
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NAME : R.S CYCLE:
TOTEM: 92 - A2 DATE: to
- | DAY OF
DATE CYCLE LANGUAGE ARTS - SOCIAL STUDIES - WORK SCHELULE
Feb.27 | 3/1 Started to watch "Winslow Boy', but got out to do
video tape;
3/2 Did videc-tape
3/3 Watched video-tape
3/4 Did notes
Feb .28 4/2 Student evaluation .
Ly Did some video-taping
Mar.1l 5/5 Did notes and video-tape
Mar,.2 6/2 Went with Mr. Toews to Xerox
6/3 Mr. Munro talked about field trips
6/5 Collected pictures for trial
6/6 Same
Mar.5 1/3 Did log
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NAME: R.S CYCLE :
TOTEM: 92 - A2 DATE: to
- { DAY OF
DATE CYCLE TANGUAGE ARTS - SOCIAL STUDIES - WORK SCHEDULE
Mar.5 1/4 Watched "Lord of the Flies"
1/5 Same
1/6 Same
Mar .6 2/3 Worked on '"Lord of the Flies' dilemma
Mar,7 3/1 Did test
3/2 Video-taped
3/3 Same
3/4 Same
Mar.8 4/2 Looked for picture of title deed
L/4 Same
Mar,11 5/5 Legal court process
Mar .12 6/2 Did court case. Was lawyer
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NAME : R.S. CYCLE:
TOTEM: 92 - A2 DATE: to
DAY OF
DATE CYCLE TANGUAGE ARTS - SOCIAL STUDIES - WORK SCHEDULE
6/3 Read script - got player
6/5 Handed out script
6/6 Did science
Mar.13 1/3 Did court case. Was defense.
1/4 Same
Mar, 14 2/2 Court case
2/3 Same
2/5 Test of court terms
2/6 Worked on trial
Mar.15] 3/1 Maths, test
3/2 Same
3/4 Same
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APPENDIX F

Questionnaire to Monitor Student Attitude Towards the Program 'Youth, Law,

and Morality"

This questionnaire was used during the 1974 test
pilot. It was designed by Dr. Terrence R. Morrison

‘and the writer for this pilot program.
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OPINIONS ABOUT STUDYING SOCIAL ISSUES

Name

Sex

Age

School

Date

Th§s questionnaire is aimed at understanding how people your age feel about the
study of social issues, It contains a number of statements with which you may
agree or disagree. Please circle the answer.which best represents your feelings
about each statement. Please answer as many items as you can. Alternative
answers are: SA = strongly; A = agree; UD = undecided; DA = disagree;

SDA = strongly disagree

Here 1s an example:

SA A UD SDA 1: I would rather ride in a car than walk to school.
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SA A UD DA S5DA 1. It is easier to talk about issues when there are

about ten people in the discussion group.

SA A UD DA SDhA 2, I find it difficult to understand how our legal

system works,

SA A UD DA SpA . 3. Simulation activities do not help me to understand
how our legal system works.

SA A UD DA SDA 4, 1 find the readings about law too difficult to
understand.

SA A UD DA SDA 5. Interviews do not tell me much about what people
' think about our legal system.
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There is no value in discussing personal views
on social 1ssues.

Studying historical cases helps me to under-
stand social issues.

I can discuss issues more freely when a tea-
cher is not present in the discussion group.

I find that the legal handbook helps me to
know more about how our legal system works.

Taking part in simulation activities does not

‘help me to understand social issues.,

I find out more from reading a textbook than
from reading a variety of different books and
articles,

Using the library helps me to find out things
for myself.

It is more important to discuss history and
geography than social issues.

Studying dilemmas involving people my age
helps me to understand social issues.

Placing a tape recorder in a group interferes
with oral discussion,

Taking the roles of other people in simula-
tion activities does not help me to under-
stand their points of view.

I would rather have a teacher teach me a lesson
than discover things for myself.

Discussing social issues with my parents is not

important.

Studying the problems in my city helps me to
understand social issues.

I prefer discussing issues presented through
written dilemmas rather than through watching
films,

It is difficult for me to play the roles of
other people in simulation activities.
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31. Those things that I would change in this program are:
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Those things I most dislike about this program are:
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Studying the problems of my country and
other countries helps me to understand
social issues.

Preparing dilemmas does not help me to
understand social issues.

I find out more about social issues by
answering questions in writing than by
discussing questions in a group.

I think that the large number of rules in
a courtroom interferes with free speech.

Studying dilemmas in novels helps me to
understand social issues,

I think that I know more about the issues
we discuss after we tzslk about the discussion.

I think that I know mcre about the ways of
discussing issues after we talk about the
discussion.

-— - —— o —— ————— e —

Those things I most like about this program are:
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APPENDIX G

Instruments for Monitoring Changes in Student Development

Opinions about social problems
Minnesota School Affect Assessment
Opinions about politics

Issue Cpinionnaire

(SN R VO I

Conflict Resolution Sketches
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OPINICNS AROUT SOCIAL PROBLEMS

This questionnaire is aimed at understanding how people think abogt social

" problems, .Different people often have different opinlons about questions of right
and wrong. There are no "right'" answers in the way that there are right answers
to math problems. We would like you to tell us what you think about several pro-
blem stories. The papers will be fed to a computer to find the average for the

who}e group, and no one will see your individual answers.

Please give us the following informatioﬁ:

Name ‘ female
Age _ Class and period - male ’
School

* * * * * *

In this questionnaire you will be asked to give your opinions about several

etories, Here is a story as an example, Read it, then turn to the next page.

Frank Jones has been thinking about buying a car. He is married, has two
smal; children and earns aﬁ average income. The car he buys will be his family's
only car. It will be used mostly to get to work and drive around town, but some-
times for vacation trips also. In trying to decide what car to buy, Frank Jones
realized that there were allot of questions to consider. On the next page there

is a list of some of these questions,

If you were Frank Jones, how important would each of these questions be in

deciding what car to buy?
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PART A, (SAMPLE)

App. G

On the left hand side of the page check one of the spaces by each question that

. cquld be consgidered.

o
< 4 /) 9]
< & &
J§ df ég < é?
g & & ézéy &
VA

Vv 1. Whether the car dealer was in the same block as

where Frank lives.

v 2, Would a used car be more economical in the long run

than a nev car.

v 3, Whether the color was green, Frank's favorite color.

v 4, Whether the cubic inch displacement was

v 5. Would a large, roomy car be better than

at least Z200.

a compact car,

v 6. Vhether the front connibilies were differential,

PART B. (SAMPLE)

o
°

From the list of questions above, select the most important one of the whole group.

Put the number of the most important question on the top line below. Do likewise

for your 2nd, 3rd, and 4th most important choices.
| Most important
Second most important
Third most important

Fourth most important

-2
-2
3
-
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HEINZ AND THE DRUG

In Europe a woman was near death from a special kind of cancer. There was one
drug that the doctors thought might save her. It was a form of radium that a
druggist in the same town had recently discovered. The drug was expensive to
make, but the druggist wes charging ten times what the drug cost to make. He
paid $200 for the radium and charged $2000 for a small dose of the drug. The
sick woman's husband, Heinz, went to everyone he knew to borrow the money, but

he could only get together about $1000, which is half of what it cost. He told
the drﬁggist £hat his wife was dying, and asked him to sell it cheaper or let

him pay later. But the druggist éaid, "No, I discovered the drug and I'm going
to make money from it." So Heinz got desperate and began to think about bresking

into the man's store to steal the drug for his wife.

Should Heinz steal the drug?  (Check one)
Should steal it
Can't decide

Should not steal it
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HEINZ STORY
On the left hand side of the page check
~one of the spaces by each question to

indicate its importance.

Vhether a commnity's laws are going to be upheld.

Isn't it only natural for a loving husband to care
so much for his wife that he'd steal?

is Heinz willing to risk getting shot as a burglar
or going to jail for the chance that stealing the
drug might help?

Whether Heinz is a professional wrestler, or has
considerable influence with professional wrestlers.

Whether Heinz is stealing for himself or doing this
solely to help somecne else.

Whether the druggist's rights to his invention have
to be respected. |

Whether the essence of living is more encompassing
than the terminstion of dying, socially and indi-
vidually.

What values are going to be the basis for governing
how people act towards each other.

Whether the druggist is going to be allowed to
hide behind a worthlees law which onrly protects
the rich anyhow.

Whether the law in this case is getting in the way
of the most basic claim of any member of society.

Whether the druggist deserves to be robbed for
being so greedy and cruel,

Would stealing in such a case bring about more
total good for the whole society or not.

From the list of questions above, select the four most important:

Most impdrtant
Second most lmportant
Third most important

Fourth most impertant
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STUDENT TAKE-OVER

At Harvard University a2 group of students, called the Students for a Demo-
cratic Society (SDS), believe that the University should not have an armleOTC
program. SDS students are against the war in Viet Nam, and the army training pro-
gram helps send men to fight in Viet Nam. The SDS students demanded that Harvard
end the army ROTC training program as a university course., This would mean that
HarQard students could not get army training as part of their regulsr course work

and not get credit for it towards thelr degrees.

Agreeing with the SDS students, the Harvard professors voted to end the ROTC
program as a university course. But the Presideﬁt of the University stated that
he wanted to keep the army program on campus as a course, The SDS students felt
that the President was not going to pay attention to the faculty vote or to their

demands,

So, one day last April, two hundred SDS students walked into the university's
administration building, and told everycne elss to get ouf. They said they were

doing this to force Harvard to get rid of the army training progyam as a course,

Should the students have taken over the administration building? (Check one)

Yes, they should tske it over

Can't decide

No, they should not take it over

Onme——r——y.
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STUDENT TAKE-OVER

Are the students doing this to really help other
people or are they doing it just for kicks.

Do the students have any right to take over property
that doesn't belong to them.

Do the students realize that they might be arrested
and fined, and even expelled from school.

Would taking over the building in the long run
benefit more people to a greater extent.

Whether the president stayed within the limits of
his authority in ignoring the faculty vote.

Will the takeover anger the public and give all
students a bad name.

Is taking over a building consistent with principles
of justice,

Would allowing one student take-over encourage many
other student take-overs.

Did the president bring this misunderstending on
himself by being so unreasonable and uncooperative.

Whether running the university ought to be in the
hands of a fow adiministrators or in the hands of
all the people.

Are the students following principles which they
believe ere above the law.

Whether or.not university decisions ought to be
respected by students.

From the liat of questions above, select the four most important:

Most important
Second most important
Third most important

Fourth most important
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ESCAPED PRISONER

A man had been sentenced to prison for:IO years, After one year, however,
he escaped from prison, moved to a new area of the country, end took on t%e name
of Thompson. For 8 years he worked hard, and gradually he saved enough momney to
buy his own business, He was falr to his customers, gave his employees top wages,
and gave most of his own profits to charity. Then one day Mrs. Jones, an old
neighbor, recognized him as the man who had escaped from prison 8 years before,

and whom the police had been looking for.

Should Mrs. Jones report Mr. Thompson to the police and have him sent back to

prison? (Check one)

Should report him

Can't decide

Should not report him
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ESCAPED PRISONER
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T importancG
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. 1.  Hasn't Mr. Thompson been good enough for such a
long time to prove he isn't a bad person?

2, Everytime someone escapes punishment for a crime,
doesn't that just encourage more crime?

3. Wouldn't we be better off without prisons and the
oppression of our legal system?

4, Has Mr, Thompson really paid his debt to society?

5. Would society be failing what Mr. Thompson should
fairly expect?

6. What benefits would prisons be apart from society,
especially for a charitable man?

7. How could anycne be so cruel and heartless as to
send Mr. Thompson to prison? =

8. Would it be fair to all the prisoners who had to
serve out their full sentences if Mr. Thompson was

let off?

9. Was Mrs. Jones a good friend of Mr, Thompson?

10. Wouldn't it be a citizen'é duty to report an escaped
criminal, regardless of the circumstances?

11, How would the will of the people and the public
good best be served?

12, Would going to prison do any good for Mr. Thompson
or protect anybody?

From the list of questions above, select the four most important:

Most important
Second most important
Third most important

' : Fourth most important
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1. Police keep the city good, SA A U D SD
2. Police accuse you of things you didn't do. SA A U D SD
3. The police are stupid. SA A U D SD
4, Police protect us from harm. SA A U D )]
5. The police really try to help you when SA A U D SD
you're 1in trouble.
6. The police are mean. SA A U D Sh
7. The police offer you money to tell on SA A U D SD
other kids,
8. Police use clubs on people for no reason SA A U D Sp
at all,
9. The police keep peace and order. SA A U D Sh
10. Without policemen there would be drime SA A U D SD
everyvhere,
11. You can rely on the police in times of SA A U D SD
distress.
12. Policemen are dedicated men. SA A U D 5D
13. Police try to act big shot. SA A U D SD
14, The police are always mad at kids. SA A U D SD
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'15. Police help me to heip myself. SA A U D sD
16. Police represent trouble instead of help.SA A i3 D SD
17. Police are brave men. ‘ SA A i} D SD
18.\ The police are protective of our country.SA A U D SD
19. Police don't even give you a chance to " sA A U D SD
explain,
20, Police try to get smart with you when . SA A U D SD
you ask a question. :
21. 1If a person wanted to make a speech SA A U D SD
in this city favoring Communism,
he should be allowed to speak.
22, I think public officials care much SA A U D SD
what people like my parente think,
23. Books written agsginst churches and SA A U D SD
religion should be kept out of our
public libraries,
24, ' When you are an adult, you will be SA A ] )] SD
able to have a voice in what the
government does,
25, People should not be allowed to march SA A U D SD
on public streets to oppose the war
in Vietnam.
26, People should not be allowed to make SA A U D SD

e+ o et St e
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to try to win majority support for
their opinions,
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"27. What the government does is like the SA A U D SD
weather; theve is nothing people cen
do about it.
28, People like my parents do not have any SA A U D SD
say about what the government does.
29. When you are an edult, it will be a SA A U D SD
waste of time for you to try to
influence the decisions of people
in the government.
30. People in the mincrity should be free SA A U D 3]
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Part 1

Black in one circle in each row to show
how YOU feel about what is written

across the top of the box.

GRADE  SEX
10(}%% BoyO
11 Girt O

12

0000000006

App. G

Form CU

SAMPLE QUESTION
FOR PART 1:

0 Watching TV-at home

importantO-O- O O-Qunimpertant
pleasant OO O Ounpleasant

1 Learning math

important OO OO O unimportant
pleasantO-O- OO unpleasant

8 Going over ideas that | have
already iearned

importantO-O- OO O unimportant
pieasant OO OO unpleasant

15 Large group discussions

importantO-O- (OO unimportant
pleasant OO OO unpleasant

2 Learning science

important O-O- OO0 unimportant
pleasant OHO-O-OAO unpleasant

9 Following school rules

importantC-OHO- OO unimportant
pleasamtO- OO OO unpleasant

16 Small group discussions

important OO OO unimportant
pteasantOHO(O-O unpleasant

3 Learning about other
countries

important OO0 unimportant
pleasant QOO unpleasant

10 Listening to the teacher

importantCO-O-OCO-O unimportant
pleasantO-O-O (OO unpleasant

17 Reading stories

importantO-O-OO-Q unimportant
pleasantO-O- OO unpleasant

4 Learning English
{ianguage arts)

importantO-O- OO unimportant
pleasant Q- OO OO unpleasant

11 Listening to other students
talk to the class

importantO- OO0 unimportant
pteasantOH OO0 unpleasant

18 Reading newspapers

importantO- OO unimportant
pleasantO OO0 unpleasant

5 Learning spelling

important OO OO unimportant
pleasamt QOO OO unpleasant

12 Finishing my school work
on time

importantO OO0 unimportant
pleasantOO O OO unpleasant

19 Writing stories

importantO-O-O- O unimportant
pleasantOHOO(O) unpleasant

6 Learning about music

importantOO-OOO unimportant
plzasamt OO OO unpleasant

13 Choosing who | want to work
with in class

importamtO-O-O-O-O unimportant
pleasantO-O-O-O-O unpleasant

20 Listening to music

importantQO-O-O(O-O unimportant
pleasant O-O-O- OO unpleasant

7 Learning to read better

importantOQOfOO unimportant
pleasant OO unpleasant

14 Doing poorly on a test

importantOXO-O-O-O unimportant
pleasantOO OO0 unpleasant

21Watching plays

impoﬁantO‘OO‘OO unimpaortant
pleasantO'O{)‘O‘O unpleasant

wdependent Schooi District 186, Rosemount, Minnesota.
roduced under ESEA Title 1il grant 33-71-4014 by the

enter for Educational Development, University of Minnesota.
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Grades 4-6 skip this column. -
22 Making things with 33 Myself 44 Learning a foreign
my hands language
important OQOOO unimpartant important OOOOO unimportant importantOOO‘OO unimportant
pleasantOOOC}O unpleasant pleasantOO—QOO unbleasant pleasantOQQOQ unpleasant
23 Doing schoolwork 34 Poems 45 Learning home economics
by myself
importantOOOOO unimportant importantO’OOO'O unimportant importantOO‘OOO unimportant
pleasant OO OO unpleasant pleasant O- OO OO unpleasant pleasant O- OO unpieasant

24 Doing schoolwork with
other students

important OO OO O unimpartant
pieasant O- OO OO unpleasant

35 Learning about history

important OO OO unimportant
pleasant GO unpleasant

46 Voting in elections

important O- OO0 unimportant
pleasant O- OO0 unpleasant
[0]0]0]0]0)

25 Going to school
sports events

important O-O-O-CC unimportant
pleasant OO OO unpleasant

36 Helping other students
to learn

important O-O-C-O-O unimportant
pleasant O OO unpleasant

47 Going to coliege

important OO OO unimportant
pteasant OO0 unpleasant

26 Participating in

37 Being in good physical

48 Getting a job

school sports condition
important O- OO unimportant | fimportant QOO unimportant impartant OO OO unimportant
pleasant OO OO unpleasant pleasant OO0 OO unpleasant pleasant O- O OO unpleasant
27 Thelibrary 38 Being a good student 49 Learning about business
important O- OO OO vnimportant | fimportant QOO unimportant important CHOXO-O-O unimportant
pleasant OO O OO unpleasant pteasant O- OO C-C unpleasant pleasant OO OO O unpleasant
28 Famous plays 39 Beingliked by othzr 50 Industrial arts
students
imponantOOOOO ynimportant| jlimportant COOCOCQ unimportant important OOOCO urimportant
pleasantOO‘OOO unpleasant pleasantOOO‘OO unpleasant p!easantO’OOOO unpizasant
28 Art 40 Being liked by teachers 51
important OO OO unimportant|  important OO unimportant | important O-O- OO unimportant
pleasant OO OO unpleasant pleasant O-O-O-CQunpleasant pleasant OO OO unpleasant
30 Doing a science 41 Knowing how things work 52
experiment .
important QOO unimportant|  fimportant OO0 unimportant important OO O-C-Qunimportant
pleasantO- OO OO unpleasant pleasant O OO unpleasant pleasant OO OO Ounpleasant
31 Recess 42 Getting good marks 53
on my schoolwork
important OO OO0 unimportant}  fimportant G-O-O-O-O unimportant important O-O- OO QO unimportant
pleasant OO OO QO unpleasant pleasant QOO unpleasant pleasant QOO QO unpleasant
32 Working with the same 43 Having a place of my own 54

group all day

importantO’OOOO unimportant
pleasant O OO unpleasant

in the school

important OO OO unimportant
pleasant O- OO O unpleasant

important O OO OO unimpartent
pleasantO-O O OO unpleasant

g0 on to the next page ser—e—p~
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Black in a circle in all 3 rows.

App. G

55 Learning new ideas

importantO-O OO unimportant
pleasaint O OO (O unpleasant

66 Answering questions | have
never heard before

important O O OO unimportant
pleasant OO (OO unpleasant
dangerousO{OOO) sefe

77 The lowest mark | can
be happy aboutis a

ABCD |
O0000O

56 Teachers

importantOHO-O(0- unimportant
pteasant OO OO unpleasant

67 Students who aren’t as
smart as me

important OO OO unimportant
pleasant OO OO unpleasant
dangerousOHOO) safe

57 Answering questions | have
already heard before

importantO-O- OO O unimportant
pleasant O OO unpleasant

68 Students who are smarter
than me

important O OO unimportant
pleasantOO-OOD unpleasant
dangerousQOO€)€) safe

58 Talking in a small group
about my own ideas

importantO-O- OO unimpartant
pleasant OO OO unpleasant

63 Physical education

importantO-(O(O(O«0 unimportant
pleasantO{0(OO(O unpleasant
dangerous OO OO0 safe

58 Talking in a small group
about my own feelings

importantO-OOO-O unimportant

70 Talking to the whole class
about my own ideas

importantOHO-OAO-O unimportant

importentCO-O- OO unimpertant

pleasartO-O-O- OO unpleasant pleasantOO-O-O0 unpleasant
dangerousQO OO O safe
60 ideas 71 Talking to the whole class

about my own feelings

importantOO OO0 unimportant

importantO- - OO unimportant
pleasantO- OO unpleasant

pleasartO O OO O unpleasant pleasamtO) OO (OO unpleasant
dangeroug D)) safe
61 Feelings 72 Free time in school

important QOO0 unimportant
pleasemt OO OO0 unpleasant
dangerous DO ) sfe

62 The principal

importantO{O OO unimportant
pteasantO- OO unpleasant

73 Tests

importantOHO- OO0 unimportant
pleasantCHOOHOO unpleasant
dangerous O OV sefe

63 Teacher aides

importantO- OO0 unimportant
pleasantO-O- OO unpleasant

74 My friends

important OO unimportant
pleasantOHO- O unpleasant
dangerou OO OO safe

64 Counselors

imponantOOOQO unimportant
pleasantOOOOO unpleasant

75 Making a mistake in class

importantO-O- OO0 unimportant
pieasantOOOOO unpleasant
dangerouQ€) E) E) safe

65 Learning about our
government

imponantOOOOO unimportant
p]easamQO-O‘OO unpleasant

76 Choosing what | want
to learn

importantO-O-OCO unimportant
pleasantO-O- OO0 unpleasant

dangerou OO OO0 safe

Black in circles to show what
courses you are taking in school
this year.

O BUSINESS EDUCATION

O SCIENCE
O MATH

(O FOREIGN LANGUAGE

O ART
O MUsIC

O INDUSTRIAL ART

(O WORK EXPERIENCE

Special Courses

O
>

000000

end of Part 1 for grades 4-6.
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end of Part 1 for grades 7-12.
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x in one circle for each sentence

jow how true it is for YOU,
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SAMPLE QUESTION
FOR PART 2:

0 | like to take tests.

020,08,

True False

App. G

o N N r\'
have to hurry too much (/' 29 Some schoot rules keep me from(}OOQ 57 1iike to decide for myself QOC ":
o finish my schootwork. True False {earning as weli as | could. True False what | study in school. True F - %
iy teachers care about OOO30 1 like working with the class, OOGCes2 1iike to know exactly what 1'm OO
iow much | learn. True False even if it's too fastor slow for me. True  Falsz supposed to belearninginclass, True Faise
. . . - . f . - . J”\
fy teachers like me OCGOO31 The principal thinks it's OG5 1 feel that school is preparing oOLCC
he way | am True False important to be my friend. True False me for my life’s work. True Faise
tike teachers to keep OOCOCO32 1 feel that I'm doing a good OO0 tike to learn something well OCOG
tudents quiet. True False job of learning in schodl. True False before going on to something newd.  Trus  False
. ther students like to QOOO 33 1 wish more students knew OOOCls1 Even when | don’t do well in OO0
Jelp me learn. True Faisef MY hame. True False school, I like to keep trving. True False
- , ; - ~
fly teachers are fair O-OGOi34 1 feel 1 am a part of what O-OOCi62 1 don't learn well if I'm OO0
n marking my work. True False is going on in school. True Faise given too much free time. True Faise
like to work by myself O-GCOOi35 No cne in school understands COOCi63 Some counselors in the school [0]0:0:0
n school. True False my problems. True False understand me pretty well. True False
do schoolwork to make C-OOO(36 1 don't like to work GG OClsa 1 ike to be marked on oOCO
ny teachers happy. True - False in groups. True False how hard | work. True False
" do schoolwork to make OOOCx37 My teachers like me as much G OOO155 1 like to be marked on how well OGO
‘ny parents happy. True False as they like other students. True False 1 do compared with other stutients True  False
“ do schoolwork to keep my OOOO38 1 wish there ware more OOOOss 1Hike to be marked on how OCOC
eachersfrom gettingmad at me. True  Fatse rules in school. True False much | have improved. True  False
do schoolwork to learn OO0z tike to learn by working OOOOi57 When | do poorly in schoo!, O{}Q{/
nteresting things. True False together with other students.  True  False itsusually someoneeise’s fault. True Faise]
do schoolwork to be liked OO0 My school marks show O-COO68 1 wouldn't ge to school SO0
3y other students. True Faise how much | know. True False if 1 didn’t have to. True False
COCTH 1 COOT 1 COOC
do schoolwork because 41 1 like to study what the teacher £9 | like my teachers to set i
t's fun. True Faise thinks is most important. True False clear goals for me. True Falssi
vly teachers are interested OOOCiaz 11ike to get better marks 70 1 like to spend as muci time as oo
n what | have to say. True Faise| than other students do. True Falsa it takes to do well in school. True
vy friends want to do OOOI43 Teachers should punish students OOO-CO71 Sometimes | dan't deserve OOQOi
setter work than me. True False who don't follow rules. True Faise| the marks | getin school. True Faisel
A ot . iy s 3
viarks don‘t show howr good O‘OOOM My teachers think it is OOO’OU | can make good choices about O(.}C/\{/{
rour schoolwork really is. True False important to be my friend. True False what | should learn in school. !
[ like my teachers to tell me COOCus 1t's gasy to do well OOOO73 1 would rather heve a job ,
axactly what to do in class. True False in school. True False than go to school. |
| like to work at my own speed, OO0 88 My teachers like to OO0 74 1Hike 1o know what the plan
no matter what othersaredoing. True  Faise see my work. True Faise of study is for the whole course.
My teachers care about OO‘O‘O 47 | have lots of questions | OCCOOs tike to study lots of things, ‘
my feelings. True False never get a chance to ask. True False even if | don’tlearn them well. True False]
- " . .. X -~ Y
| tike to learn in school. OOO0)48 1ike to help other OOOCO78 Luck is just as important as OUO\.J;
i True False studentsiearn. True False work for doing well in school.  True Fatsel
| like to do better work OO0 48 1 feel left out of things o000 get confused because 1 don't OOOU
han my friends. True False in school. True False know wity 1'm studying some things. True  Faise
Viy teachers like to O—OOO 50 | would like to be given more OOO‘C 78 School isn’t worth the efiort oG v\g
help me learn. True False chances to say things in class.  True Faise it takes to succeed. True Falsel
| know a ot more than my OOOCO) 51 1ike to work with students OO0 73 What | want to do in the werdd OO O
“-marks in school show. True False who learn at my own speed. True Faisel  has nothingtodowith school.  True  Falss
I 'am just as important inthe  (O{OO-{52 My teachers want to change C-OO0580 1 like to study day by day, with- COO0
school as any cther student. True Faise the way ! am,. True False out knowing what's coming next. True F‘zf‘e'

Some of my teachers under-

OO00;53

Marks in school don't teil much O-O-OO

[ea]
—

{ like to go on to new topics,
even if | haven't learned much.

CCOCH

stand me pretty weil, True False about what people really know. True  False True Fatee

| want other students O-OOO154 1 tike to have the teacher COOL82 111 fail in school, it's QO{/

to leave me alone;. True False see my work. True False because I'm not really trying.  True 7o+

\ly teachers give me too much  (OHOOXOiES 1 don't get enough time to OOOCi33 1 am willing to cheat OOL

work to do. True Faise answer questions in class. True False 1o get gocd marks. True F

My teachersdontreally listen  (O-{OXOHO|56 The schooi is too noisy. O-OOCisa Working hard in school COCC

when | answer questions. True False True False pays off. - True Fals *;
End.
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-385- PP

"OPINIONS ABOUT POLITICS

Name

Date

Age

Sex

Grade

This questionnaire is aimed at understanding how people think about politics. Differ-
ent people often have different opinions about political questions. There are no
"right" answers in the way that there are right answers to math problems. We would
like you to tell us what you think about several statements below. The best answer

to each statement is your personal opinion. We are only interested in the average

for the whole group. No one will see your individual answers.

1. yes Do you happen to belong to any organizations that
sometimes take a stand on housing, better govern=-
no ment, school problems, or other public issues? If~

Yyes'", what organizations?

2, never When you get together with friends, would you say
' that you discuss public issues frequently, occa=
occasionally sionally, or never?
frequently ' If "frequently" or "occasionally," which of the

following best describes the part you yourself
take in these discussions with your friends?

""""" Even though I have my own opinions, I usually just listen,
Mostly I listen, but once in a while I express my opinious.

I take an equal share in the conversation.

I do more than just-hold up.my end in the conversation: 1
usually try to convince others that I am right.




10.

more than one time
one time

never

more than one time
one time

never

never
one time

more than one time

never
one time

more than cne time
quite a bit

some

not very much
quite a few are
some are

hardly any are
waste a lot

waste some of it

don't waste very
much of it

most of the time
some of the time

not very often

-386- App. G

Have you ever written or talked to your Member
of Parliament or City Councillor or other pub-
lic officials to let them know what you would
like them to do on a public issue you were in-
terested in?

How often have you worked for the election of
any political candidate or in support of any
public issue by doing things like distributing
circulars or leaflets, making speeches or call-
ing on voters? (Count each specific occasion as
one time)

How often have you attended any meetings, ral-
lies, or demonstrations where the purpose was

to show support for a political candidate or
public issue? (Include meetings like the City
Council and the School Board if you went to
support something, but do not include meetings
at your school where attendance was compulsory.)

How often have you contributed money to a
political party or to a candidate for a
political office or in support of a public
issue?

Over the yearse, how much attention do you feel
the govermment pays to what the people think
when it decides what to do?

Do you think that quite a few of the people
running the government are a little crooked,
not very many are, or do you think hardly
any of them are?

o

Do you think that people in government waste
a lot of money we pay in taxes, some of it,
or don't waste very much of it?

How much of the time do you think you can trust
the government in Ottawa to do what is right?




12,

13.

14,

15.

16.

l7°

most always know
most often

only sometimes know

pretty much run by big

interests,
moderate influence by
big interests

run for the benefit of

all people

agree

disagree

uncertain

agree

disagree

uncertain

strongly agree

agree

not sure, it depends
disagree

strongly disagree
strongly agree

agree

not sure, it depends
disagree

strongly disagree
agree

disagree

-387 -

App. G

Do you feel that almost all of the people
running the government are smart people who
usually know what they are doing, or do you
think that quite a few of them don't seem
to know what they are doing?

Would you say the government is pretty much
run by a small group of powerful people
looking out for themselves or that it is run
for the benefit of all people?

Sometimes politics and government seem so
complicated that a person like me can't
veally understand what is going on.

Voting is the only way that people like my
mother and father can have any say about
what's happening in this country.

People like me don't have any say about
what the government does.

I don't think public officials care much
what people like me think.

If a person wanted to make a speech in this
community against religion, bhe should be
allowed to speak.



18.

covmama

19.

20,

i

agree

diségree

agree

disagree

most of the time

some of thé time

only now and then

hardly at all

App. G
388 - PP

If a communist were legally elected to some
public office around here, the peonle should
allow him to take office.

The Canadian system of government is one that
all nations should have.

Some people seem to think about what is going on
in government and public affairs most of the
time, whether there is an election going on or
not. Others are not that interested. Would

you say you follow what is going on in govern-
ment and public affairs most of the time, some
of the time, only now and then, or hardly at all?
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ISSUE OPINIONNAIRE

- Grade

The following is a study of what people think and feel about a series of
important social and personal questions. The best answer to esach statement
below is your personal opinion. We have tried to cover many different and
opposing points of view; you may find yourself agreeing strongly with others,
and perhaps uncertain about others; whether you agree or disagree with any
statement, you can be sure that many people feel the same as you -do.

Write +1, +2. 43, or -1, -2, -3, depending on how you feel in each case.

+1 : I
42 : I
+3 : I

agree a little -1 : I disagree a little
agree on the whole -2 : I disagree on tae whole
agree very much . =3 : I disagree very much

»

N N A
N :

10.

11.

12,

13.

14,

Every person must make his own way in life.

Canada and Russia have just about nothing in common.

Human beings have a strong need to compete with each other.
Communism and Catholici§m have nothing in common.

A person must be uneducated if he or she still believes in differences
between the races.

The principles I have come to believe in are quite different from those
believed in by most people. ‘

Most people avoid any discussion of controversia. issues.

In a heated discussion people have a way of bringing up irrelevant issues

. rather than sticking to the main issue.

P —

It is all too true that the rich are getting richer and the poor are
getting poorer. : . ‘

The highest form of government 1s a democracy anc the highest form of
democracy is a government run by those who are most intelligent.

History clearly shows that it 1is the private enterprise system which is
at the root of depressions and wars.

Even though freedom of speech for all groups is a worthwhile goél, it is
unfortunately necessary to restrict the freedom of certain political
groups. .

“Anyone who truly understands the United States will tell you that the

sooner we stop following in their footsteps the better off we will be.

While the use of force is wrong by and large, it is sometimes the orly
way possible to advance a noble ideal.



i5.

i6.

i7.
i8.

19.
20.

21,
22.
23‘

24.
25.

26.
27.
28‘

38.

39.
40'

41.
42.
43.
44.
45.

——————
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The best way to achleve security 18 for the government to guarantee
full employment.

Even though I have a lot of faith in the intelligence and wisdom of
the common man, I must say that the masases behave stupidly at times.

Common sense tells us that nationalization of industry has gone far enough.

It is only natural that a person would have a much better acquaintance
with ideas he believes in than with i{deas he opposes.

Most people on welfare really do not want to work.

There 'are certain "isms" which are really the same; even though those who believe
in these "isms" try to tell you they are different.

Our treatment of criminals is too harsh; we should try to cure, not
punish them. .

" Man on his own is a helpless and mliserable creature.

Scheol teachers should believe in God.
Fundamentally, the world we live in is a pretty lonesome place.

Beine acceptable to others is one of the most important accomplishments
in life.

Most people just don't give a "damn" for others.

Most people can be trusted.

1'd like it if I could find someone who would tell me how to solve my
personal problems.

1 am often the last one to give up trying to do a thing.

It is only natural for a person to be rather fearful of the future.
My country should strive for power in the world. '

There is so much to be done and so 1ittle time to do it in.

The problems I face seem to beAtoo big fér me.

Once I get wound up in a heated discussion I just can't stop.

. 1 am more sensitive than most people.'

Tn a discussion I often fini it necesssary to repeat myself several times
to make sure I am being understood. ‘

1 don't like to read newspapei articles on crime.

In a heated discussion I generally become so absorbed in what I am
going to say that 1 forget to listen to what the others are saying.

I don't blame anyone for trying to grab anything-he can get in this world.

Tn a discussion 1 sometimes interrupt others too much in my eagerness to
put across my own point of view. -

I am polite and courteous to other people at all times.
It is better to be a dead hero than to be a live coward.
All pations should disarm immediately.

My hardest battles are with myself.

Our country should develop and test its own nuclear weapons.

i o SR Ll



46.
47.
48'

49.
50.

51.
52.
53.
54,
55.
56.
57.
58.
59.
60.
61.
62.
63.
64 .
65.

66.
67,
68.
69.
70.

71.
72.

73.
74.
75.
76.

77.
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At times I think I am no good at all.
There is nothing I can do to prevent war.

I am afraid of people who want to find out what I am really like for
fear they will be disappointed in me. ' :

Teachers have no greater goal than to encourage their students in the
practice of democracy. ’

While I don't like to admit this even to myself, my secret ambition 1s
to become a great person like Einstein, or Beethoven or Shakespeare.

Labour unions should become stronger and have more influence generally.
The main thing in 1life is for a person to want to do something important.
I place a high value on being ambitious.

1f given the chance I would do sbmething of great benefit to the world.
Most people like to help others.

. If I had to choose between happiness and greatness, 1'd choose greatness.

It is only natural that my country should put its own Interests first.

It's all too true that people just won't practice what they preach.

I would rather die than lose my freedom.

Most people are failures and it 1s the system which is responsible for this.

The only way peace can be maintained is to keep so powerful and well-armed
that no other nation will dare to attack us.

I have often felt that strangers were looking at me critically.
I could stand being a hermit.
It is only natural for a person to have a guilty conscilence.

I find it difficult to éccept no as an answer even when what I want to do
is obviously impossible.

People say insulting and vulgar things about me.

I don't enjoy detective or mystery stories.

I am sure 1 am being talked about.

" I am not very easily embarrassed.

In the history of the worlc there have probably been not a handful of
really great thinkers.

I have never done anything dangerous'just for the thrill of it.

There are a number of people I have come to hate because of the things
they stand for.

T don't have difficulty in starting to do things.
A person who does not believe in some great cause has not really lived.
I givelas much as I can to poor people.

It 1s bnly when a person devotes himself to an i1deal or cause that life
becomes meaningful. ‘

Christianity is not the only true religion.




78.

79.
80.

gl.
82.

83'
84

85.

86.

87.
88.

89'
90.

gl'
92.

93.
94.
95.
96.
97.
98.

99.
100.

101.
1102,
103.

104.

105.
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Of all the different philoéophies which. exist in the world, there is
probably only cne which 1s correct. '

The individual, for the most part, should “g0 it alone".

A person who gets enthusiastic about too many causes ig likely to be &
pretty "wishy-washy" sort of person.

I would rather have a foreign power take over our country than start
another world war to stop it.

To compromise with our political opponents is dengerous because it
usually leads to the betrayal of our own side.

Cat meat is out of the question for the human diet.

Vhen it comes to differences of opinion in religlon, we must be careful
not to compromise with those who believe differently from the way we do.

Nowadays more and more people are prying into matters that should remain
personal and private.

Tn times 1like these, a person must be pretty selfish if he considers
primarily his own happiness.

Civil defense money should be spent on health, education and welfare instead.

The worst crime a person could commit is to attzck publicly the people
who believe in the same thing he does. ‘

I like to keep busy most of the time.

In times like these it is often necessary to be more on guard against
ideas put out by people or groups in one's own camp than by those in
the opposing camp.

If you don't watch yourself, people will take advantage of you.

A group which tolerates too many differences of opinion among its own
members cannot exist for long. :

I am 1iked by most people who know me.

There are two kinds of people in this world:those who are for truth and
those who are against truth. :

The future looks so glcomy that I wonder 1f T should g0 One

My blood boils over whenevei & person stubbornly refuses to admit he's wrong.
I am careful to turn up when sbmeone expects me. '

A person who thinks primarily of his own happiness is beneath contempt.

I do not mind being made fun of.

Most of the ideas which get printed nowadays aren't worth the paper
they're printed on. *

I like to read about science.
I sometimes have a tendency to be too critical of the ideas of othars.
1f a pay telephone refunded too much change, I would put it back in the phone

In this complicated world of ours the only way wz can know what is going
on is to rely on leaders or experts who can be trusted.

Sympathetic concern for other persons should be the main thing in life.

\
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167.

108.

113.

114.

115.
116.
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126.
127.
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130.
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It is often desirable to reserve judgment about what is going on until
oone has had a chance to hear the opinions of those one respects.

T want my country to get more protecticn against the terror of the
atomic bomb.

In the long run, the best way to live is to picL friends and assoclates
whose tastes and beliefs are the same as one's own.

Divorce laws should be changed to make divorce easier.

There is no use wasting your money on newspapers which you know ia -
advance are just plain propaganda. ’

The average person can live a good enough life without religlon.

Young people should not have too easy access to books which are likely

‘to confuse themn.

The benefits of war far outweigh its evils.

The present is all too often full of unhappiness. It is only the future
that counts. '

The average person should be doing more to prevent war.

It is by returning to our glorious and forgotten past that real social
progress can be achieved.

People of different races should not attend the same school.

To achieve the happiness of mankind in the future 1t is sometimes
necessary to put up with injustices in the present.

Obedience and respect for authority are the most important virtues
children should learn.

If a person is to accomplish a mission in life it is sometimes necessary
to gamble "all or nothing'. °

I place a high value on being charming.

Unfortunately, a good many people with whom I have discussed important
gocial and moral problems don't really understard what's going on.

Courage in the face of danger is most desirable.
Most people just don't know what 1s good for them.

No one is going to care much what happens to you, when you get right down
to it. ' . ‘

There is nothing new under the sun.

I am a methodical persbn in whatever I do.

To one who really takes the trouble to understand the world he lives in,
it's an easy matter to predict future events.

My country must seek to control its own destiny.

It is sometimes necessary to resort to force to advance an ideal one strongly
believes in.
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5. Conflict Resolution Sketches

Answer the following questions by drawing sketches.

1. If you were a police officer, what would you do with a criminal?

2. How would you keep a dog and cat from fighting?
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APPENDIX H

Tests Administered to Establish Base Line Data of all Pilot and Control

Group Students

1. Canadian Basic Skills Tests (Grade 8)
Test V: Vocabulary
Test R: Reading
Test M: Mathematical Skills

.2. Differentiated Aptitude Tests
Verbal Reasoning
Numerical Ability
V.R. and N.A.
Abstract Reasoning
Clerical Spelling and Accounting
-Mechanical Reasoning
Space Relations

Language Usage
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Vocabulary

Directions: In each exercise, you are to decide which one of the four answers has
most nearly the same meaning as the word in heavy black type above them. Then,
on the answer sheet, find the row of answer spaces numbered the same as the exer-
cise you are working on. Yecu are to fill in the answer space on the answer sheet that
has the same number as the answer you picked. The sarnple exercise in the box at
the right has already been marked correctly on the answer sheet.

App.- H

PAGE 3

SAMPLE EXERCISE

. A tall building

1) high
2) wide
3) low
4) new

gy



PAGE 2

Marking Your Name

Your answers to the test exercises will
be marked on a separate answer sheet.
The answer sheet will be scored by a ma-
chine. This machine will also “read” and
copy your name from the answer sheet.
To make this. possible, you must mark
your name in a special way on the “name
block™ on the answer sheet.

Look at the Sample Name Block be-
low. This block has been marked for
ARTHUR L. swaNsoN. The name has been
printed in the row of boxes. across the
bottom of the block. Notice that the last
name is printed first, then the first name,
then the middle initial. Notice, too, that a
box has been left blank after swaxsox,
and one after ArRTHUR, to separate these
parts of the name.

Notice that in the alphabet column
above each letter the same letter has been
covered with a heavy black mark. The S
has been blackened above the S in swan-
son, the W above the WV, and so on. The
blank ovals at the top of the columns have
been filled in above the empty boxes.

Study this sample carefully. Do not
mark your own name on your answer sheet
until you are told to do so.

SAMPLE NAME BLOCK

T o o0 ST OO0 0 @0
TERERA TR RN R
'ble'a"\gl)a‘ks“&az’s‘.é}%{?aéer‘?z\‘%ﬁé
8 B 8l & 8 X
R EEEEEEEEREE RN
EBEEEEEEEEEEREEERE
mw%’sxg*“*ﬁ*
e EsaRRERN Y8R
»JJ,gmbbb'JJJm;bdub
SENN] L,\r\,‘l 3 { ?\:‘L Y4 o )'t\,
Siiiidiieiesfias
Négﬁgg‘hgd"hﬁgi;{“m
%) p) B f SINQ) {bc: 5}
cieooofeaannant
ol:r-/w\ovs:"fg%«\’rﬁ%c»o%a%ﬁo}oﬁ
W hl) et 2R Sl B ot [l
tﬁ ?ﬁk‘q{?\%%én'ﬁéﬁ'ﬁa@
& & 3 4’5 l&sﬁ DGO IOING isj & 8 &
I
uu‘u@uu,gkf;:mu‘ u)u,mul’u,
v\v,ﬁigm-’vﬁgvl\uvjﬁv.\f:‘,
2R EEREEREEEREE R R ERR:
xR hahbh%'\‘d‘ﬁ‘@
BEE8058353368358%
[WAINISIo N TARITHIVIR] 4] |

This test booklet is used by pupils in
grades 3-8. You will answer some exercises
in each of eleven tests, but never all the
exercises in any test. The directions for
each test will tell you where to begin and
where to stop work on that test. Your an-
swer sheet also will help vou to keep the
right place. It has answer spaces for mark-
ing only those exercises that you are sup-
posed to answer.
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DIRECTIONS TO THE PUPIL

Marking the Test Exercises

To help you understand how to answer the test exercises, a
practice test is given on this page. In each exercise, you are to
decide which one of the four numbered words has most nearly
the same meaning as the word in heavy black type above them.
The right answer has already been marked for cach exercise.
This was done by filling in a little oval. You are not to make
any marks on this page.

PRACTICE TEST

1. A large lake

@ small  @pretty @big @tiny
2. The nice lady
1) man 2) woman 3) boy 4) girl (2 ©O®O®
3. I am glad
1) hungry
2) sleepy
3) sad
4) happy

3 OO

In the test that you are about to take, the rows of owvals
are on the separate answer sheet instead of on the test page.
There is a row of ovals numbered to match each test exercise.

To mark an exercise, decide first which is the best answer.
Then, on the answer sheet, find the row of ovals numbered the
same as the question. Make a black mark in the oval for the best
answer.

There are three important things to remember in marking:

1. Mcke a heavy mark. The mark should be large enough
to fill the oval, but it should not go outside. Do not
waste time making very neat marks. It is more im-
portant to make very black marks. Be sure to use a
soft pencil.

2. Keep your place on the answer sheet. Make certain
each time that your mark is placed in the row num-
bered the same as the exercise.

3. Make only ONE mark in a row. If you change your
mind about an answer, erase your first mark as com-
pletely as you can.

MAKE NO MARKS ON ANY PAGES OF THIS TEST
BOOKLET. Other pupils will use the same booklet later. Do
not fold or bend your answer sheet.

Do not begin work until you are told to do so.
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67.

68.

69.

70.

71.

72.

73.

74.

75.

Bring good tidings
1) food

2) news
3) luck
4)

results

Unceasing
opportunity
1) increasing
2) vnusual
3) endless
4) inspiring

Exterminate the
pests

1) kill

2) feed

3) capture

4) examine

Atmosphere
around us
1) sky

2) air

3) clouds
4) weather

Reasonohle price
1) adjusted

2) reduced
3) unfair
4)

mederate

skilled architect
designer
carpenter

)
)
) builder
)

GO DO - s

draftsman

To mingle with
people

1) orgue

2) share

3) mix

4) be friendly

Scanty supply
1) abundant

2) insufficient
3) extruordinary
4) ampie

A severe ordeal
1) mistake

2) fright

3) temptation
4) trial



PAGE 63
76. A short preface
1) article
2) outline
3) conclusion

77.

78.

79.

80.

81.

82.

83.

' 84,

85.

4) introduction

Fluctuating tempera-
ture

1) constant

2) regular

3) changing

4) common

A homely boy
1) plain

2) homesick
3) young

4) lonesome

Numerous alterations
1) suggestions

2) changes

3) injuries

4) controversies

Dedication to duty
1) indifference

2) assignment

3) memorial

4) devotion

Cordial person
1) rude

2) friendly

3) hostile

4) insincere

Sudden brawl
1) squabble
2) storm
3) explosion
4) noise

iHuminated the room
1) lighted

2) painted

3) cooled

4) darkened

Futile effort
1) persistent
2) successful
3) minimum
4) vain

Leniency of the court
1) verdict

2) judgment

3) mercy

4) sentence

sTOP

GRADE 6
HERE

86.

87.

88.

89.

90.

91.

92.

93.

94.

95.

~400 -

Amiable steward
1) traveller

2) attendan?

3) spectator

4) cook

Extravagant spending
1) excessive

2) subdued

3) wise

4) economical

Assembled the
materials

1) distributed
2} collected
3) misplaced
4) rotated

Aquatic sports
1) team
2) individual
3) indoor
4) water

Quarry the stone
1) crush

2) inscribe

3) mine

4) transport

Aromatic pine trecs
1) mgjestic

2) fragrant

3) graceful

4) cone-bearing

Lodged in the hotel
1) resided’

2) loitered

3) dined

4) lingered

Uncanny force
1) mechanical
2) weak

3) natural

4) weird

Impudent reply
1) bold

2) courteous
3) convincing
4) encouraging

Yearly revenue
1) review
2) income
3) expenditure
4) budget

App. H

96. Debris of the 106. A strong protest
tornado 1) statement
1) victims 2) rebuke
2) threat 3) demand
" 3) rubbish 4) complaint
4) velccity :
97. An infuriated driver 107. A doleful sigh
1) intoxicated 1) mournful
2) ineligible 2) peaceful
3) enraged 3) doubtful
4) incapable 4) wishful
98. Classic example
1) meaoningful 108. Whirling sprites
2) old-fashioned 1) insects
3) foreign 2) papers
4) standard 3) fairies
4) leaves
99. A stone barrier
* 1) obstruction
2) monument 109. lrate citizens
3) inscription 1) grateful
4) shelter 2) wrathful
\ 3) willful
100. Ludicrous situation 4) respectful
1) ridiculous
2) unavoidable
3) vnexpected 110. A discriminating
4) obnoxious person
1) sceptical
101. A mild temperament %z 5;::;??1
1) disagreement 13 9
4) stubborn
2) temperature
3) disposition
4) argument
111. Fine raiment
1) apparel
102, Terminate thé agree- 2) linen
ment 3) fabric
1) change 4) merchandise
2) amend
3) end
4) endorse 112. The pompous duke
1) modest
103. Spread meagrely 2) amiable
1) thickly 3) hysterical
2) generously 4) preteniious
3) smoothly
4) sparsely
113. Spoke dejectedly
104. Scientific insight 1) intensely
1) investigation 2) scornfully
2) understanding 3) unhappily
3) principle 4) indignantly
4) experience
105. To be appalled 114. Instituted the policy
1) chosen 1) supported
2) repqid 2) initiated
3) cheered 3) discontinued
4) dismayed 4) advertised
GRADE 7 ‘,,/.'-’V‘"?}g GRADE 8 ¢ )
STOP HERE K1'2LJ STOP HERE &
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directions: This test consists of several reading selections.

\fter each selection there are some exercises.

Read each selection quickly and then answer the exer-

~ ises. Four answers are given for each exercise, but only

-k,_,‘,»ne of these answers is right. You are to choose the one
“nswer that you think is better than the others. Then, on
1e answer sheet, find the row of answer spaces numbered
1e same as the exercise. Fill in the answer space for the

est answer.

The sample exercise at the right shows you how to mark

our answers on the answer sheet.

SAMPLE EXERCISE

Thumper is a big friendly
dog. He likes to follow the
fire trucks.

S1. What does Thumper

like to do?

1) Watch fires

2) Bite firemen

3) Run after the
fire trucks

4) Follow police
cars

|Reading Comprehension

App. H

PAGE 7

ANSWER

St.

DT BD

e
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My mother liked to tell about one visit they
made to Chief Pereshonts” grave. The children were
always half afraid of this decp cavern in the black
rock, because they had been told that Pereshonts’
squaw and horse- had been killed and buried with
him. Mothey’s sister Patty was a daredevil, so when
one of the cousins dared her to enter the grave, down
she went. She called up descriptions of the skeletons,
and they realized that what they had been told was
true. This gave them a strange feeling, and they
were in a hwrry to leave. But Patty took her time
coming out of the grave. She brought a skull which
she said was that of Pereshonts, and shie chased them
all home with it.

Grandmother shuddered when Patty set the
thing on the mantle, and Great-Aunt Mary teased,
saying that Pereshonts’ ghost would come for it.
Patty scoffed at the idea of ghosts and calmly ate
her supper. She put the skull on her bed post that
night.

In the night she woke my mother and whispered,
“Listen!” There was a tap-tap-tapping on the win-
dow. After a time it came again, like the sound of a
fist on the glass. The girls hid their heads under
the covers and clung to each other. They did not
sleep for what seemed like hours.

When my mother finally awoke, the sun was
high. Patty was gone, and so was the skull. For the
first time, my mother noticed the pear on the tree
~ that grew near the house. The slightest breeze made
it tap on the window. When Patty came back, she
admitted that she had returned Pereshonts’ skull to
the grave. She would never admit anything about
what had happened in the night.

“I want the skull to be there when our children
go to look,” she explained.

It was there when we went yearsblater.

99. When did the incidents of this story take
place?

1) When the writer of the story was a child
2) In the early days of our country

3) When the writer’s mother was voung

4) At the beginning of the present century
00. Who made up the greup visiting the grave?
1) Several children
2) Patty and her cousin
3) Patty and her sister
4) Patty and her mother

=402 -

101

102.

103.

104.

105.

106.

107.

108.

109.

App, H

. What is shown by Patty’s scoffing at the ideu
of ghosts?
1) She was rude to her family.
2) She had never heard of ghosts.
3) She did not like to be teased.
4) She thought she was not afvaid of ghosts.

Which of these describes Great-Aunt Mary's
attitude toward the skull?

1) Fear 3) Amazement

2) Amusement 4) Admiration

Why did Paity take the skull back to the

grave?

1) Her imagination had gotten the bctter of
her.

2) She wanted to show she was not afraid.

3) She intended to from the beginning.

4) Her mother did not like it.

Which of these terms best dascribes Paity’s
explanation of why she returned the skull?
1) Adeliberatelie  3) An apology

2) An excuse 4) An admission

What is shown by the first line in this story?
1) That the mother had gonc alone to the grave
2) That this was the first visit to the grave

3) That there had been othier visits to the grave
4) That only one visit was made to the grave

Which of these probably explains why «
squaw and a horse had been buried with
Chief Pereshonts?

1) It was a big grave.

2) White settlers had buried them.

3) They had fallen into the grave.

4) It was an Indian custom.

What is suagested by the behaviour ¢f the fwe
girls when they heard the sound in the night?
1) They were always afraid of sounds in the
night.

The teasing had led them to think of ghosts.
They could not hear the sound with the
covers over their heads.

The sound was so loud that no one in the
house could sleep.

2)
3)

4)

Who was the writer’s mother?
1) Patty’s sister 3) Patty’s mother
2) Patty’saunt  4) Patty’s grandmother

What appears to bhe the writer's feeling
toward Patty?

1) Loving and amused 3) Severely critical
- 2) Jealous 4) Scornful

5,
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g What does money mean to you—a dollar, a

dime, or a magazine, a movie ticket, or a pop-
sicle? Unless you are a miser, the coin itself, even a
iew and shiny one, probably means little; for money
is really a symbol.

The idea of money is a very simple one: the

use of one kind of thing to pay for other things.
Such exchanges have been going on since earliest
times, and all but the most primitive races of men
have worked out a money system for themselves.
The first money was something uscful that everyone
wanted, like tea, salt, and peppercorns. Later, peo-
ple used things which were ornamental: beads, gems,
and bright metals such as gold and silver.

q 3 Money has been many things. The ox was

money in ancient Greece; the elephant in Cey-
lon; and the human skull in Borneo, change being
made with pigs or palm nuts. Slaves and gunpowder
have also served. On this continent, the Indians had
their shell beads, called wampum. Early settlers from
Europe used wampum, too, and cattle, the skins of
animals, knives, and guns. In the United States,
tobacco often served as money, and wheat was money
in Massachusetts for a huncred years.

q 4 Gold and silver, and also copper, iron, tin, and

lead, were found to make good money for a
number of reasons. Metals were easy to mold and
stamp, so metal coins could be made small, uniform,
and clearly marked to show that they were money.
They lasted well and withstood much handling. In
addition, it was easy to make change with coins.
Today paper money, cheques, and credit, as well as
coins, are a part of our money system.

q s Yet, whatever the form, money remains a sym-
bol. Not money itself, but what it will buy, is
the thing that is important to most of us.

10. What seems to be the point of the question at the
beginning of the article?
1) That money is not important ‘
2Z) That money may be paper as well as coins
3) That you spend money for useless things
4) ghat you think of money in terms of what it wil}
uy

11. Which best explains why useful things became the
first money?
1) Everyone would have money.
2) People would trade for things they needed.
3) Moncy is naturally useful.
4) People would not spend things they used.

2. Which word best describes the major advantage of
using coins for money?
1) Convenience 3) Necessity
2) Attractiveness 4) Value

113.

114,

115.

116.

117.

118.

119.

120.

Which is the best definition of “‘crnamental,” os
used in the second paragraph?

1) Something used for money

2) Something worn chiefly by women

3) Something with jewels in it

4) Something that looks pretty

What is meant by the stutement “money is o sym-
bol”?

1) Paper money is worth more than coin money.
2) Money in itself is not worth anything,

3) Metals are used in place of other things as money.
4) Money stands for what it will buy.

Which of these best expresses the idea of money?

1) A man gives a cow to his son.

2) A farmer lends his horse to a neighbour.

3) A farmer’s wife gives a dozen eggs for a can of
salmon and two dozen eggs for an apron.

4) A farmer trades a bushel of wheat for a sack of
flour.

In the first paragraph, what is suggested about «
miser?

1) He saves money for its own sake.

2) He saves new and shiny coins.

3) He has little interest in money.

4) He does not understand the value of money.

Which of the peoples mentioned in the third para-
graph had @ money system which is most like the
one used in our couniry today?

1) The natives of Borneo

2) The Greeks

3) The Indians

4) The early settlers in Massachusetts

The fourth paragraph tells what metals are used in
making money. What else does ii tell?

1) The advantages of using metals

2) How to tell good money from bad
3) What designs are made on coins
4) Why metals are valuable

Which of these is true about all the kinds of money
mentioned in paragraph 3?

1) All were useful articles.

2) All were movable.

3) All were ornamental.

4) All were small enough to carry.

What seems to be the author's purpose in this
article? 4

1) To tell why there are so many kinds of money
2) To teach the meaning of money

3) To describe different kinds of money

4) To show why one kind of money is better than
- another

Y
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a Phineas Tavlor Barnum, rightly called “the

greatest American showman,” was born in
1810. His father was a tailor who also ran a tavern
and a country store. Phineas was put to work in the
store at an ear_ly age. He had little chance to go to
school. His father died in 1824, and the boy had to
support himself from that time on.

q2 Young Barnum tried his hand at many jobs. At

various times he published a newspaper, sold
theatre tickets, and ran a lottery. Each type of work
taught him more about human nature. When he was
25, he entered show business. He exhibited a woman,
Joyce Heth, who claimed she had been George
Washington’s nurse. Other men had tried to make
money exhibiting her and had failed. Barnum suc-
ceeded because he knew how to advertise. He
aroused interest in the woman by means of flashy
posters, brass bands, and parades.

In 1841 Barnum bought two run-down muse-

3 . . . .
q ums in New York City and combined them into
Barnum’s American Museum, which he opened the

following year. Crowds flocked to see his exhibits.
One day an especially large crowd lingered a very
long time, looking at the various sights. Barnum be-
came impatient because many more people were
waiting to get in. Hastily he put up a sign pointing
toward the rear door, with the words “To the Egress”
printed on it. Many visitors who did not know that
the word means exit hurried through the door, ex-
pecting to see some strange beast. They found them-
selves on the outside — and had to pay to get back
in. Barnum once remarked that “the public likes to
be fooled.” Thousands paid to see his “Feejee Mer-
maid.” This was a fake he produced by joining the
stuffed tail of a fish to the mummified head and
shoulders of a monkey.

q 4 Barnum’s most famous attraction was a dwarf

he named General Tom Thumb. The dwarf
was so popular that in 1844 Barnum took him to
Europe and while there introduced him to Queen
Victoria of England. Barnum again created a sensa-
tion in 1850 when he persuaded Jenny Lind, “the
Swedish Nightingale,” to come to America. He

agreed to pay her $1,000 for each of 150 concerts.
This was the first time a famous foreign singer had
been brought to America. Jenny Lind was such a
success that Barnum more than doubled his invest-
ment. Another of Barnum’s famous exhibits was a
huge African elephant he called Jumbo. The ele-
phant was so well known that his name became a
new word in the language.

In 1871 Barnum started a travelling amalgama-
95 tion of circus, menagerie, and museum of
freaks, which he called “The Greatest Show on
Earth.” It took 500 men and horses to move it from
place to place. The show was enlarged in later years
until 100 railroad cars were required to transport it.
In 1881 Barnum joined forces with his chief rival, a
man named James A. Bailev, and under the name of
Barnum & Bailey the circus became famous through-
out the world. Many years later, long after the death
of both Barnum and Bailey, the Ringling Brothers
bought the circus and combined it with their own.
The show is known today as the Ringling Bros. and
Barnum & Bailey Circus.

Along with his business successes, Barnum had
ge many difficulties. Terrible fires bumed down
his museum and destroyed his exhibits. He failed in
several ventures. But he always fought his way buck.
One season he lectured on “The Art of Money Get-
ting” in order to get money for a fresh start. Cer-
tainly one secret of Barnum’s success was his under-
standing of human beings and their emotions. And
because he knew people, he understood the value of
good publicity in business. He was the first to ex-
ploit fully the use of coloured posters and exag-
gerated descriptions in advertising. He once said
that to get ahead in business it was necessary to have
“a thorough knowledge of human nature, which, of
course, includes the faculty of judiciously applying
soft soap.”

Barnum spent his last years in retirement en-
joying his fame and fortune. Famous men like
Horace Greeley and Mark Twain were his good
friends. He died in 1891.

7
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Which of the following is the best title for this
article?

1) “Under the Big Tent”

2) “America’s Greatest Showman”

3) “Travelling with the Circus”

4) “The Public Likes to Be Fooled”

Which one of the following statements about Bar-
num is not true?

1) He was unwilling to take chances.

2) He had a sense of humour.

3) He understood people.

4) He was clever.

Why was ‘‘the Swedish Nightingale” received so

enthusiastically in America?

1) There are few good American singers.

2) It was the first time a famous singer had ever
appeared in a circus.

3) It was the first time many people had heard a
nightingale sing.

4) It was the first time a well-known European
singer had ever given concerts in this country.

Barnum managed the public appearance of all of
the following except

1) the Ringling Brothers.

2} Tom Thumb.

3) Jenny Lind.

4) jumbo.

What is an egress?
1) A strange bird
2) A way to get out
3) A fake

4) A sideshow

The “Feejee Mermaid’ is best described as a
1) scientific wonder.

2) trick.

3) freak of nature.

4) horrible nightmare.

Why did Barnum go to Europe in 18447

1) To study the people there and gain an under-
standing of them

2) To make money by exhibiting Tom Thumb

3) To meet the Queen of England

4) To try to hire Jenny Lind

Under what circumstances did Barnum become «
lecturer?

1) He needed money to go into another business.
2) He wanted to get money to pay Jenny Lind.

3) He thought his circus needed more publicity.

4) He had to earn his own way when his father

died.

Which of the following would make a good hecad-

ing for paragraph 4?

1) “Travels at home and abroad”

2) “Fakes which Barnum put over on an unsuspect-
ing public”

3) “Some famous attractions sponsored by Barnum”

4) “Highlights in Barnum’s career as a circus owner”

130.

131.

132.

133.

134.

135.

136.

App. H

What is the auihor’s main purpose in paragraph 67

1) To describe the posters Barnum used to adver-
tise his shows

2) To show that Barnum thought the American
people were easily fooled

3) To discuss some of the reasons why Barnum was'
able to get ahead in business

4) To let the reader know that Barnum was a dis-
honest man

What did Barnum mean by “the faculty of judi-

ciously applying soft soap” (paragraph 61?7

1) The knack of looking clean and well-groomed in
public

2) Skill in carving figures out of soap .

3) An appreciation of the importance of cleanli-
ness to good health

4) The ability to flatter people without offending
them

MAKE NO MARKS IN THIS BOOKLET

Bearnum's first experience in the entertainment field
is described in which paragraph?

1) Paragraph 2

2) Paragraph 3

3) Paragraph 4

4) Paragraph 5

“Jumbo™ is commonly used today to indicate
1) a native of the African jungle.

2) a freak.

3) something that is extra large in size.

4) asilver-grey colour.

How old was Barnum when it became necessary
for him to earn his own living?

1) He had just entered school.

2) He was 25 years old.

3) He was 14 years old.

4) One cannct tell from the article.

How much money was Jenny Lind supposad to re-
ceive for her American conceris?

1) $15,000

2) $1,000,000

3) $300,000

4) $150,00C

The story of his career shows that Barnum under-
stood the value of

1) telling the truth.

2) advertising in business.

3) gning to work.

4) getting a good education.
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Long ago, centuries before the birth of Christ,
there were in Greece two famous cities, Athens and
Sparta. Although the people of the two cities shared
a common tongue, they were quite different in many
respects. Athens was a happy, friendly city, built on
a fairly level stretch of land between the mountains
and the sea. Sparta, however, lay in a deep valley,
surrounded by mountains which helped shut out
strangers. Athens was a busv seaport, welcoming
foreign merchants and scholars. The people of
Sparta, on the other hand, cared only for fighting and
winning glory in war. Thev made their citv an armed
camp, neglecting commerce as well as art and litera-
ture. The Spartans spent almost all of their spare
time in éxercises and athletic games. The people of
Athens, while fond of sports, also liked music and
poetry. Most of all, thev liked to relax in their sunny
courtyards and argue about new ideas.

Under their great leader, Pericles, the Athenians
made their city the cultural centre of the world.
Writers, scientists, and teachers were encouraged to
come to Athens to help educate the young people.
Sculptors and painters were invited to come to beau-
tify the city. On the Acropolis, a hill in the centre of
the city, beautiful ‘temples and statues were built,
making it a shrine to the city’s patron goddess,
Athena. Pericles was not unmindful, however, of the
threat posed by Sparta. High walls were built
around the city, connecting it with the sea and mak-
ing it a strong fortress.

As the Athenians prided themselves upon their arts
and the beauty of their city, the Spartans gloried in
their feats of arms. In a series of wars they had at-
tacked and defeated three neighbouring peoples, the
Messenians, the Arcadians, and the Argives. The
young Spartan men were proud of their courage, dis-
cipline, and endurance, and they trained themselves
almost solely in the art of war. This bellicose nature
of the Spartans made them feared throughout the
land. One might expect that Sparta, too, would have
had strong walls encircling the city, but this was not
true. For it was Sparta’s boast that her men were
her walls.

It was only natural that the Spartans looked with
jealousy on the growing importance of Atliens. They
were particularly displeased that the Athenians had
been able to defeat a great army of Persian invaders
a few years before, and had thus become a challenge
to Sparta’s position as the greatest military power in
Greece. There was a long series of minor quarrels

between the two cities. Finally, war broke out be-
tween them.

Farly in the struggle an epidemic spread through
Athens, and half the people died, Pericles among
them. A new leader arose, a briiliant young man
named Alcibiades. He conceived a plan by which
Sparta might be defeated. But Alcibiades was quite
undependable, and he soon became involved in a
dispute with the other leaders. Before the plan
could be carried out, Alcibiades was forced to fee
from the city. The remaining leaders tried to put
his plan into effect, but it was poorly executed. The
Athenian navy was destroved, and the major part of
the army was wiped out. Spartan armies surrounded
Athens, most of whose voung men were now dead.
After eight months, starving Athens had to surrender.
Thus the war, which lasted thirty years, came to an
end in 404 B.C.

With her surrender, Athens ceased to be politi-
cally important on the Greek peninsula. The desire
of the Athenians for knowledge did not die, however,
with the loss of political power. It grew even
stronger, and the city became the home of the first
great university in the ancient world. Sparta, on the
other hand, was eventually defeated and forgotten.
Her prestige, founded as it was on military might,
was doomed once her armies were successfully chal-
lenged.

Which is the best title for this selection?
1) “The Age of Pericles”

2) “The Glory That Was Greece”

3) “The Story of Athens and Sparta”
4) “The Might of Ancient Sparta”

137.

138. What was the chief industry of Athens?

1} Trade 3) Manufacturing
2) Agriculture 4) Shipbuilding
139. When the writer says that the people of Athens and
Sparta “shured a common tongue,” he means that
they

1) spoke the same language.

2) were independent cities in the same land.

3) had much the same way of life.

4) worshipped the same gods.

140. In what way was the Acropolis changed during
Pericles’ lifetime?

1) It was made into a great university.

2) Great works of art were built upon it.

3) Strong walls were built around it.

4) It was destroyed by the Spartans.

-3
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What was the favourite pastime of the Athenians?
1) Fighting 3) Talking
2) Studying = 4) Making money

What did the Messenians, the Arcadians, and the
Argives hove in common?

1) They were all allies of the Spartans.

2) They were all neighbours of the Athenians.

3) They each had ruled the Greek peninsula at one
time.

4) They were all conquered by the Spartans.

What was the meaning of the Spartan boast that
“her men were her walls”?

1) When they were attacked, the Spartans made an
unbreakable ring about the city.

2) The Spartans were such great soldiers they
needed no walls. _

3) The defenders of Sparta could use the moun-
tains as walls.

4) In their battle formation, they formed long rows
of soldiers like a wall.

What was Alcibiades’ plan to defeat Sparta?

1) An attack by night through the mountains

2) An attack by both sea and land at the same time

3) A combined attack by the Athenians and all the
ancient enemies of Sparta

4) The story does not give any clue.

Alcibiades’ plan failed as a result of which of the
following?

1} Bad leadership

2) Stormy weather

3) Lack of weapons

4) The superior manpower of Sparta

How did the Spartans finally capture Athens?

1) They used tall ladders to scale the walls of the
city.

2) They waited outside the walls until Athens ran
out of food.

3) They defeated the Athenian army on the plains
before the city.

4) They attacked Athens from the sea, where there
was an opening in the walls.

How long did the war last?

1) A few months

2) Nearly a century

3) A little more than a quarter of a century
4) Several centuries :

After her defeat, Athens lost all of the following
except her

1) importance as a centre of learning.

2) power on the Greek peninsula.

3) best army units.

4) navy.

What is the most probable reason for Athens’
defeat?

1) The people did not realize just how strong
Sparta was.

2; The Athenians” defences were very poor.

3) The Spartans were better prepared for fighting.

4) The Athenians had not fought a war in hundreds
of years.

150.
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What happened to Alcibiades?

1) He was killed by the Athenians.

2) He turned traitor and helped Sparta.
3) He was killed by the Spartans.

4) He left Athens in disgrace.

What is the author’s purpose in paragraphs 2

and 3?

1) To explain how life in each city influenced life
in the other

2) To discuss the causes of the war between Sparta
and Athens

3) To demonstrate the uselessness of walls around
a city

4) To contrast the ways of life in the two cities

After 404 B.C. many people came to Athens to

1) study at the university.
2) help rebuild the walls.
3) meet Pericles.

- 4) help beautify the city.

Why were there many foreigners in Athens under
Pericles’ rule?

1) They had fied from the cruelty of Sparta.

2) They came to fight in the Athenian army.

3) They were invited to work and teach in the city.
4) They wanted to study in the Athenian schools.

That Pericles was aware of the ambitions of the

Spartans is best illustrated by which of the follovi-

ing activities that he directed?

1) The summoning of artists and scholars to Athens

2) The strengthening of the city’s defences

3) The enlarging of the Athenian army

4) The encouragement of better education for
Athenian youth

In paragraph 1 the writer achieves his purpose hy
wide and effective use of which of the following?
1) Contrast 3) Sarcasm

2) Exaggeration 4) Colourful words and phrases

The word “Spartan’ is sometimes used today to
describe the character of o person or a people. it
usually means

1) lazy, dirty, and poor.

2) hardy, brave, and disciplined.

3) intelligent, businesslike, and happy.

4) cruel, cunning, and untrustworthy.

What conclusion did the author intend the reader

to draw from the final paragraph?

1) Only a strong army could insure the survival of
ancient cities.

2) Athens’ influence was limited to her political
power.

3) Every world power, no matter how great, wili
eventually fall.

4) The influence of a centre of learning will outlast
that of a military power.
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During recent years western farmers have de- higher margin than those in the other two groups.
voted an ever increasing proportion of their land | The group which was pastured for 56 days cost the
to raising grass crops. How may the most profiteble | most to feed per 100 pounds of gain, but the margin
use be made of this pasture? Agricultural experiment | on such steers was greater than on those which
stations have studied various methods of using pas- | grazed continuously for the Jonger period.
ture. In one such investigation three different
methods were compared. The conclusions drawn
from this experiment provide valuable hints for more

efficient use of graziné land.
SUMMARY OF THE FEEDING AND GRAZING EXPERIMENT

The three methods tried were (1) a short period GROUP | | GROUP It | GROUP Ili
of continuous grazing followed by feed, (2) con- Continuous | Continuous | Controiled
Grazing Grazing Grazing

inuous grazing for a long period, and “con-
tinuous grazing ¢ gp > @ (3) n {56 Days) (153 Days) | {1353 Days)

trolled” grazing for a long period. A large herd

of yearling steers was fattened by each methed on | | Total Days Fed 143 181 181

pastures of approximately equal size. Group I was

= . For Each $¢ :
pastured for 56 days and then switched to a full or Rach sieer

ration of ground ear corn. The animals in the second Feed Consumed
group were put on pasture for five months, and 2

. . C bushel 47.3 19. 20.2
during the last four weeks were switched to a full orn {bushels)
feed of corn. The pasture for the controlled grazing Pasture (acres) A 1.8 1.5
method was divided into three parts. The cattle

. Average Daily Gain 2.29 1.65 1.79

were rotated from one part to another at intervals of
two or three weeks. After five months on pasture Feed Costs $71.51 $59.23 $54.29

the animals in Group I1I were also put on a full ration
Cost per 100

of ground corn for four weeks. At the end of tl
grou nfor four ¢ en e Pounds Gain $21.87 | $2039 | $17.09

experiment all of the steers brought about the same
market price. Margin $61.72 $53.19 $72.21

The results of these feeding programs are sum-
marized in the table below. Controlled grazing
proved to be the best method. The steers fattened

under this system had a lower feed cost and a

Go on to next page
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How does the author think the results of this
experiment should affect farm practices?

1) Farmers should raise more cattle but sell
them sooner.

Farmers should raise fewer cattle but fatten
them longer. _
Farmers should make greater use of con-
trolled’ grazing.

Farmers should keep their animals on pas-
ture for a longer time.

4)

Which of the following information is nof
available from the table?

1) The length of time each group was fattened
2) The average amount of feed used to fatten
" the steers in each group

The average weight of the steers when
brought to market '

The average cost of feeding the steers in
each group

3)

4)

In what way were the three groups of animals
treated the same?

1) All animals were allowed to graze coutin-
ually throughout the experiment.

All animals were eventually put on a full
ration of corn.

All animals were fed the same amount of
corn.

All animals were fattened for the same
length of time.

2)
3)

4)

In what way do controlled grazing and con-
tinuous grazing differ?

1) Controlled grazing is carried on for shorter
periods than continuous grazing.
Controlled grazing combines dry feed with
pasturing.

Controlled grazing requires a larger pasture
than continuous grazing.

Controlled grazing makes use of only’one
section of pasture at a time.

The herd in the first group consumed only .4
acres of pasture per steer (see table). Why
was this amount smaller than for the other
two methods?

1) The herd was being fed corn while in

pasture.

2) The herd spent a shorter time in pasture.
3). The pasture used by this herd was smaller.

'4) The herd was moved frequently while in

pasture.

How leng did the experiment last?
1) 56 days

2) 4 months

3) 6 months

4) 12 months

164.

163.

166.

167.

168.

169.
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What is meant by the word “margin’?
1) Profit

2) Labour cost

3) Total feed cost

4) The market price

Which grazing method would require the
most preliminary work, such as eracting addi-
tional fences, in preparing an open pasture
for use?

1) Continuous grazing for a short period

2) Continuous grazing for a long period

3) Controlled grazing

4) They would require about the same.

Which group of steers was of the highest
quality ot the end of this study?

1) Group I

2) Group 1I

3) Group III

4) All groups were about the same.

On which line of the chart does the author
base his conclusion that controlled grazing
is the best method?

1) Total Days Fed

2) Cost per 100 Pounds Gain

3) Feed Costs

4) Margin

Suppose a farmer could not practise con-
irolled grozing and had to choose between
the other two methods. Which would ke
better?

1) Continuous grazing (56 days), since average
daily gain is higher

Continuous grazing (536 days), since margin
per steer is higher

Continuous grazing (153 days), since feed
costs are lower per steer

Continuous grazing (153 days), since cost
per 100 pounds gain is lower

2)
3)

4)

What purpose did the author have in writing

this arficle?

1) To get farmers to plant more grass crops

2) To tell farmers how to raise better beef

3) To suggest ways of saving on feed costs

4) To describe the work of an agricultural ex-
periment station

Go on to next page
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Four mechanisms invented by man for propelling
boats — the sail, the jet, the paddle, and the screw
— have their counterparts in nature. The jellyfish
raises the equivalent of a sail above the water; the
squid moves by throwing out a spurt of water; the
turtle uses its flippers like oars. Most fishes propel
themselves by bending the backbone to and fro, a
version of a screw that does not rotate.

On each side of a fish’s backbone are powerful
muscles. The fish swims by bracing the forward
part of its body against the water and using this
as a support on which to bend its tail from side to
side. As the tail presses on-the water, it drives the
fish forward. The fins were originally stabilizers
to keep the fish on an even keel, but they also fulfill
various other functions, serving, for example, as
auxiliary propellers and brakes.

It is estimated that a trout can average 4 to 5
miles an hour, and a salmon about 10 miles an hour.
Porpoises, which are among the speediest of marine
animals, can make 20 miles an hour. Fish give an
impression of moving very fast because they have a
quick get-away, but they do not keep up this original
speed.

170. What is the writer's purpose in the first para-

graph?

1) To show the similarity between man-made
and natural means of propulsion in water

2) To explain how different marine animals
move

3) To describe several methods used to make
boats go

4) To compare the advantages of various meth-
.ods of swimming

171. The method of propulsion of which of these
marine animals is most similar to that of a
Jet engine?

1) Jellyfish

2) Squid

3) Turtle

4) Trout

172. What is the main topic discussed by the
wrifer in the second paragraph?

"1) “The functions of fins”

2) “The structure of a fish’s body”

3) “How most fish swim”

4) “How a fish keeps its balance”

173.

174,

175.

176.

177.

178.

App. H

In the swimming process, the bending of the
fish's backbone corresponds most cosazly in
principle to which cf the following?

1) The filling of a sail with wind

2) The spurting of gasses from a jet engine

3) The dipping of a paddle

4) The turning of a propeller

The fins of a fish are used for all of these pur-
poses except to help the fish

1) keep its balance.

2) move forward.

3) control its speed.

4) breathe.

Which of these topics is discussed in the last

paragraph?

1) The speed at which certain marine animals
travel

2) What is meant by the term “marine animal”

3) The relation between a fish’s size and its
speed

4) Why the biggest fish always get away

Why do fish appear to be faster swimmers

than they really are?

1) Any moving object seen through water ap-
‘pears to be going faster than it actually is.

2) Fish start off at a higher speed than they are
able to maintain.

3) The peculiar motion of the fish’s body in
the swimming process gives the impression
of unusual speed.

4) Fish move much faster than other marine
animals.

To make the comparison in the first para-
graph easier to understand, which of these
words might be used instead of Yscrew™?

1) Keel

2) Rudder

3) Compass

4) Propeller

Which of the following is a reasonabie esti-
mate of the "“take-off’’ speed of a sulmon?
1) 4 to 5 miles per hour

2) 6 to 8 miles per hour

3) 9 to 10 miles per hour

4) 12 to 15 miles per hour

GRADE 8

STOP HERE
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Mathematics Skills

Directions: This is a test of how well you understand the number system and the
terms and operations used in mathematics.

Four answers are given for each exercise, but only one of these answers is
right. You are to chocse the one answer that you think is better than the others.
Then, on the answer sheet, find the row of answer spaces numbered the same as

the exercise. Fill in the answer space for the best answer.

Use this table to find where your grade is to begin and stop on this test.

App. H
PAGE 77

GRADE
GRADE
GRADE
GRADE
GRADE
GRADE
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—
—_—
—_—
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BEGIN{:;}'WITH

Page 77, Exercise 1
Page 78, Exercise 16
Page 79, Exercise 31
Page 81, Exercise 52
Page 82, Exercise 73

Page 83, Exercise 89

STOPAFTER

Exercise
Exercise
Exercise

Exercise

30, Page 79
51, Page 80
72, Page 82

96, Page 83

Exercise 120, Page 85
Exercise 136, Page 86
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PAGE 73
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89. In which set are the numbers arranged in order of

size from smallest to largest?

1) 29,3}, 24,3 3) 2%, 2%,3,29

2) 2%,29,3, 3% 4) 21,3,29, 24

90.

91.

92.

93.

94.

95.

96.

In 129,635, what numeral represents ten thousands?
DR 2) 9 3) 6 4) 2

In which of these ways could you use the information
in the table below to find the number of yards in a
mile?

1) 5280 — 5%

2) 5280 X 3 13 ft. =1yd
3) 5280 ~ 3 54yd. =1rd.
sl 390 rd. = 1 mi.

1
4) 3 X 53 X320 5280 ft. = 1 mi.

How should vou think of 3 Ib. 5 oz. in working this
division example?
1) 53 oz.

2) 47 oz.

3) 34 Ib.

4) 21b. 21 cz.

6) 31b.5 oz.

The copyright information in a world atlas reads as
follows: “Copyright MCMXLIX by Rand McNally
and Company. All Riglts Reserved.” In what year
was the atlas copyrighted?

1) 1949 ~3) 1859

2) 1911 4) 1841

Bill found an approximate equivalent fraction for
387

381 by rounding the terms to the nearest hundred.
What was the fraction?
1)

23

3)
4)

[
wo

Which of these is a common denominator for the
fractions ¥, 1% and 1§°?

1) 16 3) 32

2) 24 4) 48

Which of these examples can have its meaning ex-
plained by the picture below?

D §oef g
2) % of % 4%
5) § of 4
4) § ot §

GRADE 6
STOP HERE
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PAGE 84
97. How would you write 9 thousandths?
1) .009 3) .09
2) 9000 4) .0009

g8.

Which of these exercises has the wrong answer?

2. / {
N U 2 N, 7 7
DgX3g=7 3 5X32 720

3 5 4 gL

S, & . .
2) ZXg =0 4) )‘4\/(&,_20

39. Which of these numbers is ten thousand more than

100.

101.

102.

103.

104.

105.

263,947°
1) 363,947 3) 264,947
9) 264,047 4) 273,947

In tPhe diagram below, which line is parallel to line
AB? ‘

G 1
1) €D -
2) EF A B
3) GH C— N
4) HI D
E F
H

In 495.723 what numeral represents hundredths?
1) 4 2)7 3) 2 4) 3

Which of these is a correct way to work the example

Fr§?

1) ¥xd=% =15
2) §xF=1 =43
3) ix¥=¢%

4) $x$=+%

Which of thesé is the smallest number?
1) .035 3) .305
2) .350 4) 3.5

Broadcast time for the Grey Cup gume in Toronto is
9 P.M. Eastern Standard Time. In which of these
cities will the broadcast begin at 3 P.M.?

1) Ottawa 3) Halifax
2) Brandon 4) Edmonton

The numbers 4, 4.05, and 4.1 are arranged in order
of size from smallest to largest. How does 4.005 com-
pare with these numbers?

1) Smaller than 4

2) Largerthan 4 but smailer than 4.05

3) Largerthan 4.05 but smaller than 4.1

4) Larger than 4.1

105.

107.

108.

109.

110.

111,

112,

113.

App. H

Which of these examples does not have the same
answer as the cther three?
1) 394 3) 394
xX27 xX.0027
2) 3.94 4) 39.4
x.27 xX.027

Which of these numbers means 1 tenth more than
12.73?

1) 12.74 3) 13.73

2) 22.73 4) 12.83

For which of these muitiplication examples is 4 X 5
a good way to estimate the answer?

1) 3.29 X 4.48 3) 4.15 X 5.92

92) 4.71 X 4.95 4) 3.87 X 5.18

A number is 42,000 after it is rounded to the nearest
thousand. What is the smallest value this number
could have had before rounding?

1) 41,500 3) 41,599
2) 41,449 4) 41,550
For which of these sets of fractions is 12 the lowss? or
smallest common denominator?
Db b
2) &4 3
7 1
3) T2 B Tq‘ R
4) 4, % 1

1'!'1!‘[IllllIill[llllll‘l{Tll\l]l]l{ll]]lllllllll)

&

i 2

To the nearest eighth inch, what is the length of the

line above the ruler?

1) 2% in. 3) 22 in.

2) 25:in. 4) 2% in.

/ ; /N\\, ‘ / \x
A B C D

In which of the figures above is the height or alti-
tude measured along one of the sides?

1) A 2) B 3) € 4) D

In working the example 6.71 + 89.45 + .023, which
of these numerals are added to 77

1) 9and 3 3) 4 and 2

2) Aand O 4) 9and 2

C . B
o on to next page
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. 2} Tens

115.

116.

“117.

118.

119.

120.

i

If you use four numerals, one of which is zero (0),
to write a whole number, in which place would you
write the zero (0) to represent the largest number?

1) Cnes 3) Hundreds
4) Thousands

In which casc are the expressions not equivalent?
1) .73,73% 3) &, 87+%
2) %, 4 4) 373% §

What part of this rectangle is shaded?
1) 2

0s U
5 s Z%/

The 2 in 24 represents how many times as much as
the 2 in 12?

1) 12 2) 10 3) 6 4) 2

June’s results for rounding 134.965 in four ditterent
ways are shown below. Which result is wrong?

1) 130 to nearest 10

9) 135 1to nearest whole number

3) 134.9 to nearest tenth

4) 134.97 to nearest hundredth

In which of these ways could you use the information
in the table below to find the number of square yards
in an acre?

1) 160 X 304 144 sq. in. = 1 sq. ft.
2) 9 X160 9sq. ft. = 1 sq. yd.
3) 160 + 30+ 301 sq. yd. =1 sq. rd.
4) 9 X 30+ 160 sq. rd. = 1 A.

Which of these

multiplication exercises is worked
correctly?

1y 21 3) 1%
x4 X6
841 2
126
128
2) 213 4) 214
X5 X3
2% i}
105 63
1073 6313

GRADE 7
STOP HERE
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121.

122.

123.

124.

125.

126.

App. H

PAGE O &

G
How would you write .033 as a percentage?

1) 35% 2) .35% 3) .035% 1) 3.5%

Which of these line segments in the figure below is a
diameter?

1) AB c
2) AD

3) ocC A

4) DB D

The label in a garment reads, “15% wool.” Which
of these fractions tells about what part of the ma-
terial is wool?

1) 3 2)

—

3)

S

4) ¥

L
6

A given circle has 6 equal central angles. How many
degrees are there in each angle?

1) 60 3) 40
2) 50 4) 30

Yo

Ll

D C

Which of the interior angles in the figure above is
acute?

1) A 2) B 3) ¢ 4) D

What is the quotient for the example 2.5 -~ 100?
1) 250 3) .25
2) .0025 4) 025
R R
AN BN N
x Yy x y X Y X Y
S
s | N
S
A B C D

127. In which of the dingrams above is RS the perpendicu-

lar biscector of XY?

1) A 2)B 3)C 4)D

I
Go on to next page | %
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128. Which of these decimals is half as large as .1?
1) .2 2) .01 3) .05 4) 5

2000

129. Which of the figures above is a hexagon?
1) A 2) B 3) ¢ 4) D

130. Which set of angles could be those of an isosceles

triangle?
1) 50°, 60°,70° 3) 90°, 60°, 30°
2) 40°, 60°, 80° 4) 80°, 50°, 50°

N

131. Which of the angles above has a measure of about
45°?

1) a 2) b 3) ¢ 4) d

8 9 10 1

132. Which of these things do the figures above show?

1) Rectangles with small perimeters have large
areds.

2) Rectangles with the same perimeters may have
different areas.

3) Rectangles with the same perimeters have the
same areas.

4) Rectangles with large perimeters have small
areas.

133.

134.

135.

136.

App. H

Which of these road signs indicates the shortest dis-
tance?

1) “Fresh Eggs and Pouliry — 100 Yards"

2) “Antiques — .3 Mile"

3) “Roadside Pitnic Area —- 400 Feet"”

4) “Bronze Lantern Motel-— § Mile”
|
4° 5 :4, / / 47
& 87 % T
A B C D

Which of the figures above does not have enough
information given to find the number of square feet in
its area?

1) A 2) B 3) ¢ 4) D

Which of the rectangles with dimensions given below
does not have the same ratio of width (shorter
dimension) to length (longer dimension) as the other
three?

1) 107 X 147 3) 57 x7”
2) 217 X 347 4) 237 X 4%
8
13
________ é
16 '
' 10
1
1
]
"

Which of these ways will not give the area of the
figure above?

1) (16 X 141+ (6 X 6)

2) (8 X &)+ (14 X 10)

3) (16 X 8 + (10 X &)

4) (8 X 6} 4 (10X 8} + (10 X 6)

GRADE 8
STOP HERE
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Test Mi-2: Mathematics Proklem Solving

Directions: This is a test of your skill in solving mathematics
_problems.

‘The exercises in the test are like the samples shown at
the right. After each exercise are three possible answers
and a ""Not given'' — meaning that the correct answer is
not given.

Work each exercise and compare your answer with the
“three possible answers. If the correct answer is given, fill

. "-':" in the answer space on the answer sheet that has the same

number as the right answer. If the correct answer is nof
given, fill in the fourth answer space.

The sample exercises show you what to do.

SAMPLE EXERCISES

St

S2.

On Saturday Steve
worked 3 hours for Mrs.
White and 2 hours for
Mrs. Bell. How many
hours did he work alto-
gether?

1) 4 3)6

2) 5 4) (Not given)

Ruth made 4 pies and set
them out to cool. Her dog
ate 2 of them. How many
did she have left?

1) 4 3)1

2) 3 4) (Notgiven)

App. H

PAGE 8;’9’
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. What is the difference in cost between 3 pounds of
ground beef and a 3-pound roast of beef?

1) 13¢ 2) 23¢  3) 85¢  4) (Not given)

- Mrs. Parks agreed to pay # of the cost of the turkey
for Thanksgiving dinner. If the turkey weighed
16 pounds, how much was her share of the cost?

1) $1.11  2) $1.33  3) $1.44 4) (Not given)

. How much would 5 grapefruit cost?

1) 49¢ 2) 25¢ 3) 10¢ 4) (Not given)

Mrs. Davis made the shopping list given below:

]
/ 5‘;_‘!
I
|
|

4 pounds roast becef |
I can red salmon /.

2 staliks ce/ery/
4 cans pedich

NN NN

PR EXEER]

How much wonld the groceries cost?
1) $4.39 2)$4.29 3)$2.62 4) (Notgiven)

-

67.

68.

69.

70.

Mrs. White sent John to the store to buy a 7-pound
ham. She gave him a 5-dollar hill. How much change
should he receive?

1) $3.43  2) $2.57

3) $1.57  4) (Not giver)

How much would 2 pounds of ground beef cost?
1) $1.44  2) 96¢ 3) 72¢ 4) (Not given)

How much would Mrs. Adams pay for 1 can of soup
and 1 can of green beans?
1) 35¢
2) 51¢

3) 96¢
4) $1.53

Make no marks
in this booklet.

How much would Mrs. Jones save by buving the
10-pound bag of sugar instead of 10 pounds in i-pound
boxes at 14¢ each?
1) 41¢
2) 51¢

3) 85¢
4) (Not given)

GRADE
STOP HERE
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Do not open this booklet until vou are told to do so. Wait for the examiner’s
instructions. Then:

On the SEPARATE ANSWER SHEET, print your name and fill in the
other requested information in the proper spaces.

In the space after Form, blacken the space for the letter L.

Then wait for further instructions.
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Do not make Mark your answers

atxlll:;snkl)ig;s;tn VERBAL RE A S G N 1 N G on the separate

Answer Sheet

DIRECTIONS

Find the space for Verbal Reasoning on the Answer Sheet.

Each of the fifty sentences in this test has the first word and the last word left out. You are
to pick out words which will fill the blanks so that the sentence will be true and sensible.

For each sentence you are to choose from among five pairs of words to fill the blanks. The first
word of the pair you choose goes in the blank space at the beginning of the sentence; the second
word of the pair goes in the blank at the end of the sentence. When you have picked the pair to
fill in the blanks, mark the letter of that pair on the separate Answer Sheet after the number of the
sentence you are working on.

Example X. ......istowateraseatisto ......
A. continue — drive Drink is to water as eat is to food. Drink
B. foot —— enemy is the first word of pair C and food is the
C. drink — food second word of pair C, so the space under C has
D. girl —— industry been filled in on line X on the sample Answer
E. drink — enemy Sheet below.

Now look at the nest example.

Example Y. .... .. is to night as breakfastisto ...... »
A. supper —— corner Supper is to night as breakfast is to morning.
B. gentle morning Pair E has both supper and morning; supper fits
C. door ~—— corner in the blank at the beginning of the sentence
D. flow enjoy and morning fits in the blank at the end. On the
E. supper morning sample Answer Sheet, the space under E has

been blackened on line Y to show that pair E
‘ is the right one.
Now look at the next example.

Example Z. ... .. is to one as second isto ... ...
A. two middle First is to one as second is to two. First fits
B. first —— fire in the blank at the beginning of the sentence,
C. queen —— hill and two belongs in the blank at the end. First
D. first two and two make up pair D, so the space under D
E. rain —- fire is filled in on line Z of the sample Answer Sheet.

Fill in 6nly one space for each sentence.

. SAMPLES OF ANSWER SHEETS

A B C D E

& £ & & ABCODE

A B ¢ D E XOOBOO
Y. i g YOOO0O0®

A B C D E ZOOOBO

You will have 30 minutes for this test. Work as rapidly and as accurately as you can. If you are
not sure of an answer, mark the choice which is your best guess.

DO NOT TURN THE PAGE UNTIL YOU ARE TOLD TO DO SO.



istostreetasrd. isto . ... ..

‘st. —— city

lo. —— city
st. —— road
ma, ~—— road
st. —— France

is to cavalry as footisto .. .. ..

horse —— travel
horse —— infantry
horse —— yard
cemetery yard
horse armory

is to wide as thinisto ...

narrow weight.
store ~——— present -
narrow —— fat
nothing ——— fat
street —— weight

is to masculine as woman is to ... .

man ——— madame
malicious —— feminine
malicious —— girl

man —— feminine
man —— girl

is to dispute as endure is to . . . . ..

argue invert
repute —— verdure
impute —— verdure
impute ~— last
argue —— last

is to verse as sculptoristo ... ... »

poet —— artist
poet —— statue
music —— statue
reverse —— statue
reverse —— artist

is to chain as bead is to .. . . ..

link pearl]
watch pearl
iron —— necklace
pull — necklace
link —— necklace

istoanimal asrindisto .... ..

husk melon
skin —— nut
skin —— melon
man —— hard
husk —— nut

isto cork as boxisto .... ..

bottle —— lid
bottle ~—— crate
ttle —— hat
bottle — fight
brittle —— crate

is to tusk as deeris to ... ...

elephant —— doe
ivory —— doe
elephant antler
ivory —— antler
ivory —— hunt

is to contralto as tenor is to . . .. ..

singer ——— song
sonata —— baritone
solo —— song

solo baritone
soprano baritone

is to hang as guillotine is to ... . ..

gallows behead
criminal behead
picture —— capitulate
picture —— behead
punish —— citizen

is to tree as melonis to .. .. ..

apple — vine

bush vine
elm water
elm ripe
bush sweel

is to pea as shellis to ... ...

green —~—— nut

pod crack
green peel
green crack
pod nut

GO ON TO THE NEXT PAGE.
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is to steer as pork is to

COW -—— pig

beef — pig

bull —— pig

beef —— chop

bull ——- chop

is to sentence as sentence isto . ... ..
jail —— phrase

word —— paragraph

word ~—— phrase

jail = paragraph

jail —— fine

is to Dick as Margaretisto ......
Richard Mary

Francis —— Frances

William —— Peggy

Richard —— Peggy

Richard —— Joan

infantry —— adultery

infancy —— maturity

infantry —— intelligence
infancy —— adultery
health —— intelligence

is to potato as beater is to

mashed — egg

skin —— steak
skin egg
masher —— winner
masher —— egg

is to dog as Guernsey is to

terrier —— cow
bark cow
tail —— cow
tail —— Jersey
bark —— Jersey

is to top as base is to

spin — bottom
side —— bottom
spin ~—— ball

apex bottom
ibex bottom

~421 -

is to eagle as Pekinese is to

sparrow —— collie
sparrow --— Chinese
flag —— Chinese
vulture —— Chinese
vulture —— crow

is to river as coast.is to

flood —— beach
tide —— sea
bank ~—— sea
flood - sea
tide —— beach

is to foot as elbow is to

......

toe —— shoulder
toe ——— hand
knee = hand
man — hand
knee —— shoulder

is to day as calendar is to

neon —— year
sun —— year
night —— year
sun —— March
" clock ——— year

is to constitution as prologue is to

preamble play
independence epilogue
independence ——— play
law ———— epilogue
amendment —— epilogue

is to proceed as stop is to

recede —— prevent
intercede —— prevent
halt — go

profit —— go
intercede — go

is to horse as bray is to

neigh —— donkey
hoof —— donkey
saddle wagon
hoof ——— wagon
hoof pony

GO ON TO THE NEXT PAGE.
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31.

navy —— war
mutiny - land
sailor ~——— war
sailor —— soldier
river —— revolting
is to distance as pound is to .. ....
far —— ounce
far weight
travel ounce
rod ounce
rod —— weight
is to door as paneisto ......
lock —— window
panel window
home window
lock ~— glass
wood ——— ache
istoneverasallisto ......
seldom whole
seldom every
always —— every
seldom —— none
always —— none
is to future as regretisto .... ..
ahead - past
ahead -—— sins
hope —— past
ahead —— atone
forecast —— atone
istorainasleveeisto ......
water —— departure
water rise
water —— wash
umbrella flood
cloud ——— rise

is to fish as gun is to

bait —— shot
cod ——— trigger
rod ——- shot
cod ——— bullet
rod —— hunt

422 -

37.

38.

39.

40.

App. H

is to pacifist as religionisto .....,
atlantis —— minister

object ——— minister

atlantis sacred

war atheist

conscience minister

is to deft as awkward isto ... ...
clumsy —— stupid

hearing —— stupid

hearing — ugly

clumsy skillful

blindness skillful

istonut ashookisto ......
bolt — eyehole

fruit ~—— pitch

fruit_-—-- bend

bolt ~—— bend

hazel bend

1s to land as knot is to

acre ——— rope
mile sea
desert rope
mile —— meter
farm —— rope

is to bird as shed is to

fly —— barn

fly —— dog

fly —— hay
moult —— dog
migrate barn

is to physician as secretary is to

doctor —— office

nurse executive
doctor stenographer
medicine —-— office
medicine executive

is to England as lira is to

pound {taiy
London =—— money
London Mexico
London —— mandolin

London —— Italy

GO ON TO THE NEXT PAGE.



is to city as national is to

A. mayor —— government
B. municipal — country
C. Chicago government
D. mayor —— country
E. Chicagc — international
...... is to prison as Louvreisto ......
A. warden —— paramour
B. warden museum
C. warden —— France
D. Bastille —— museum
E. crime —— artist
...... is to Canada as Havanaisto ......
A. Nome —— Cuba
B. Detroit —— Cuba
C. Toronto — Cuba
D. Alberta —— Cuba
E. Alberta — Florida
...... is to opera as lyricisto ......
A.. baritone —— music
B. baritone — poem
C. composer —— Tnusic
D. composer ——— Song
E. drama —— song

STOP. YOU MAY CHI' 'K YOUR WORK ON

423 -

is to bleach as flushed is to

color —— drained
color —— truffle
color ~—— blushed
color ~—— wan
~ gay — drained
is to static as dynamicisto ......
inert — - active
radio — active
radio —— speaker
inert —— speaker
radio —— motor
istoallaspartisto ......
full ~—— separate
each —— separate
each —— many
full =—— many
each —— whole
is to diamond as circleisto ......
gold —— round
square —— oval
shape —— round
cube — round
square —— round

THIS TEST. DO NOT TURN TO ANY CTHER TEST.
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Do not make NUME Rj’ CAL ABILI TY Mark your answers

any marks in on the separate

this booki A Sheet
is booklet DIRECTIONS nswer sShee

Find the space for Numerical Ability on the Answer Sheet.

This test consists of forty numerical problems. Next to each problem there are five answers. You are to
pick out the correct answer and fill in the space under izs letter on the separate Answer Sheet. If you do not
find a-correct answer among the first four choices, blacken the space under E as your answer. Choice E for
every problem is ‘‘none of these” which means that a correct answer is not among the first four choices. Only
one answer should be marked for each problem. Do your figuring on the scratch paper you have been given,
and reduce fractions to lowest terms.

The following are examples of problems in the test. The samples of the Answer Sheets show how you are
to mark your answers.

Example X.
Add 13 A 14
12 B 25
C 16
D 59 SAMPLES OF ANSWER SHEETS
E none of these
. A B € D E
In Example X, 25 is the correct answer, so the Yo B
space under the letter for 25—B—has been filled ir. e B e o &
Y. § i i
Example Y.
Subtract 30 A 15 SBHOOS
20 B 26 Y OOO0O0O®m
C 18
D 8
E none of these
In Example Y, the correct answer has not been
given, so the space under the letter for “none of
these”—E~-has been blackened.

Remember, each answer must be reduced to its simplest terms. For example, if two choices are 114 and
1 2/, only the 1 14 is correct.

DO ALL YOUR FIGURING ON THE SEPARATE SHEET OF SCRATCH PAPER.

You will have 30 minutes for this test. Work as rapidly and as accurately as you can. Do not spend a long
time on any one problem. If you are not sure of an answer, mark the choice which is vour best guess.

DO NOT TURN THE PAGE UNTIL YOU ARE TOLD TO DO SO.



. Add
393
4658

3790
67

Subtraet
5473
2087

E R

Multiply

484
2

Multiply

2.04
75

Multiply

4.50
22

Multiply

.025
025

Multiply

016
016

BoOwW= HOOWe mMoOwe moOwWs HOOWE

HUOwWe

7908
8608
8898
8208
none of these

2485
2486
2496
3485
none of these

10900
11100
11900
11700
none of these

1.5300

153.0

1530

15300

none of these

.99

98.40

99.00

9900

none of these

.001375
.00625

.625

1.375

none of these

256

25.6

00256
000256

none of these

~425 -

8.

10.

11.

12.

13.

14.

10

Divide

4685

Divide

T5)2.25

Divide

3.6).72

Divide

64.7)304.09

Divide

.04)4.036

B~
00 1

SIS
X
ESER
I

App.

ANSWER

113/,¢

123/,
i.5

15
none of these

BT OWE

.0003

03

.3

3

none of these

HoOws

.02

2

2

20

none of these

mOOwe

.47

4.07

4.7

47

none of these

HOOwWe

L3

1.009

10.9

10.09

100.9

none of these

WoOm»

Yaa
Ve
b
2

none of these

mooOw»

HUOWE
PN

none of these

GO ON TO THE NEXT PAGE.



15.

16.

17.

18.

19.

20.

21.

3 X 10
5§X 9

Add

4y
92
13 %

Add

2 ft. 3in.
28 ft. 11 15 in,
17 ft. 5in.

414 in,

Add
é lbé. 3 oz.
6 Ibs. 7 oz.

7 1bs. 5 oz
11 ibs. 1 oz.

Square root.

169

Square root -

Vs

Sguare root

DO | b
X
|t
i

moOwW» N wR @Rovig moOw» HOOWe HOOWe

moOwe

none of _these

2611/,

27 l/g )

28 14
28114,
none of these

49 ft.

48 ft. 2 in.

47 ft. 24 in.
48 ft.

none of these

28 1bs. 16 oz.
28 1bs.

" 27 Ibs. 16 oz.

18 1bs.
none of these

13

43

84 14

169

none of these

.03

3

3

9

none of these

25/21

25/35

5/

27,

none of these

-426 -

11

22.

23.

24.

26.

27.

28.

-3
il

33%% of 963

? = 12195 of 816

? = £ of 648

15 = 75% of ?

25

il

? % of 125

25 =2?%0of2

It

[+ RAK]
R Jeo

GO ON TO THE NEXT PAGE.

App.

ANSWER

HOOW» o RwE @Rl RwE@Nveieg mooOw»> HOOW e o Rwl@Rveley

R w@Rvel

32.19

231

321

32190

none of these

12

12

102

104

noiie of these

14.58

72

218

1458

none of these

20

10.25

20

22.5

none of these

Vs

5

20

31.25

none of these

5

8

80

125

pone of these

%

1

3

4

none of these



29.

31.

32.

33,

34.

I

© | e
~|&

S
|3

Cube root

32X 2

Cube root

AY/.000729

Cube root

125

3
Lx
8 64

List price

= $75.00
Discounts

= 33V3% ;2%
Net price = §?

mYOwe

ANSWER

53/99

11

45

99

none of these

moOwW»

7728
28

44
308
none of these

mooOws

4

8

2114

192

none of these

HoOwW»

.000243

.009

027

.09

none of these

mooOwe

%8

375/512

214

15 84

none of these

25

48.50

49.50

50

none of these

HOO® >

427 -

35.

N R &)

36.

37.

38.

39.

40.

Bpp. 1
ANSWER

What one number can replace both question
marks?
A1l
10
25
100
none of these

?.

50

moOw

What one number can replace both question
marks?
A 6
12
35
36
none of these

?

36

=D | -

HOOW

What one number can replace both question

marks?
Al
4 _ ? B 20
2~ 100 C 25
D 200
E none of these

What one number can replace both guestion
marks?
4

64

100

none of these

9

121,

~1oo
oW

What one number can replace both question
marks?
A 4
10
16
50
none of these

Doow

57/50
1%
1

57/36
none of these

9+1x6-3_ "
44+2X7-6

moOw»

STOP.

YOU MAY CHECK YOUR WORK ON THIS TEST. DO NOT TURN TO ANY OTHER TEST.

12
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Do not make
any marks in
this booklet

Mark vour answers
on the separate
Answer Sheet

ABSTRACT REASONING

DIRECTIONS

On the separate Answer Sheet, find the space for Abstract Reasoning. Print your name and fill in the other

L requested information in the proper spaces.

In this test you will see rows of designs or figures like those on this page. Each row is 2 problem. You are
to mark your answers on a separate Answer Sheet as shown in the samples below.

Each row consists of four figures called Problem Figures and five called Answer Figures. The four Problem
Figures make a series. You are to find out which one of the Answer Figures would be the next, or the fifth one

~ " in the series.

.. Example X.

PROBLEM FIGURES

S

Note that the lines in the Problem Figures are falling down. In the first square the line stands straight up,
and as you go from square to square the line falls more and more to the right. In the fifth square the line would
be lying flat. So the answer is D, which is indicated on your Answer Sheet by filling in the little space below D.

ANSWER FIGURES

~~

/

A B C D E
s

/

SAMPLES OF ANSWER SHEETS: A 8 C D0 E ABCD
i I i ! [ololel:le]

Example Y.

PROBLEM FIGURES ANSWER FIGURES

T 1
! ! !

\@

=
Y

o

Il

Lo J]

7]

!

|

D

‘, @

i

A

B

C

a]

£

Study the position of the black dot. Note that it keeps moving around the square clockwise: upper left
corner, upper right corner, lower right corner, lower left corner. In what position will it be seen next? Tt will
come back to the upper left corner. Therefore, B is the answer, and you would mark your Answer Sheet like

this ——>
S SAMPLES OF ANSWER SHEETS: A E c ok ABCDE

Remember—You are to select the one figure from among the Answer Figures which belongs next in
the series.

You will have 25 minutes for this test. Work as rapidly and as accurately
of an answer, mark the choice which is your best guess.

as you can. If you are not sure

DO NOT TURN THE PAGE UNTIL YOU ARE TOLD TO DO SO.

13



PROBLEM FIGURES

()

N
S

N
N—

(D

QICHOUD

Tl

BlE gl 4

R

) @T éé @T ;@

9./ \
AN '/

-429-~
ANSWER FIGURES
PN PN 7N N N
N4 < < N <=
A B c ) E

mn ey e Lo L
d
4| = B8 é -

@ | 6
o[ 1 ]1] 2]
(B | @
VAR AN /
/ N

14

£

App. H

GO ON TO THE NEXT PAGE.



PROBLEM FIGURES

1

+ o+

O &
0 B

12.

I

1L

13.

14.

15.

16.

17.

18.

19.

20.

&

&

° zo 0
° coe
° teoe

L [N N ]
1 3 L
© o300
e wsevoe

]

-430 -
ANSWER FIGURES
+ + |+ I+ + /B B+ +
- ! | 0
- -1+ bl g O |
A B C . D £
. & ?
IL Tt ET‘ TIZ
d | @6 Y%
A B8 C D E ‘
A B C D E
A 8 C D E

! /

A B C D £
® € € S s
& ﬁ

°

A B (o4 D E

Rig

A B C D E
[ ccoocd| e e0eeo o ©oogo0|e CE RN X « e e
° e0000| 0 esso |o op000c|o eeecoo LY o e
® eooool o covoo o eccvocis eoe00 e XY
° ceocaal o cocoo lo coo00|0 eveodo ° e o
e ocoes|e saooe |0 o ce

A 8 C D E

;

L
M1

L
-

gall

il

2l

ol

15

B [

D

£

GO ON TO THE NEXT PAGE.



21

22.]

23

24.

25.

26.

27.

28.

29.

30.

PROBLEM FIGURES

1]

L3

X X | O
O O
. oo

0oaa

0oQ

oon

s

App. H

-431 - ‘
, ANSWER FIGURES
- x
X
A C D E
X 0|0
O
X O O
A [ E

o—0
O—

»

D)@ G
e e | |
S I D
00 AN ] O | 000N

/1314

16

GO ON TO THE NEXT PAGE.
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34.

PROBLEM FIGURES ANSWER FIGURES
3 808 X X2 OQO - DDD 0ooon A BDS
000 | X X D) O 0 @ggooag a 000
32.
LT VI T TR T T T
33. ‘ @ ®
JoE A (c B e
B AR
Tl s A

/ Z N | ZN\N | 7\ NN NN N\ 7 N N\
\ N\ / NZINZINZI\X\NZ|\/
ALAS AN
7 7
i s Z N Z
40.
s IAlA LA NVANVANFAY AN

17 GO ON TO THE NEXT PAGE.



PROBLEM FIGURES

41,

o X @)
X |+ +
X

|| X
O

v
O

O
O
a4

+ 0

42

43.

=

44,

45.

46.

47.

48.

49.

50.

==

9

.......

ooooooo

[l

S

~

< | D

<

-433 - App.
ANSWER FIGURES
0,0l o |99 |2 N
O O e 9 O
A B C D E
A 8 C [»] £
0 0lc O]0 Ol ol— —
0 0 ~N —
O Ol JjC v © |- -
A B C 9] E
A B o D [3
il I [ [ T ]
A B C D E
OO ae
A B C D E
_A_. C ] E
|
Fammiil N @ %
A 8 c ) 'vE
A 8 C '_'S E
. J—
Sl 02 | 1L
A B C o] E

QTP vOll MAY CHECK YOUR WORK ON THIS TEST. DO NOT TURN TO ANY OTHER TEST.
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Do ot make CLERICAL e separate

any marks in

this booklet S P E E D A N D A C C U R A C&f Answer Sheet

DIRECTIONS

Find the Answer Sheet for Part I of Clerizal Speed and Accuracy. Print your name and fill in the other
quested information in the proper spaces.

This is a test to see how quickly and accurately you can compare letter and number combinations. On the

. llowing pages are groups of these combinations; each Test Item contains five. These same combinations

.- opear after the number for each Test Item on the separate Answer Sheet, but they are in a different order.

- ou will notice that in each Test Item one of the five is underlined. You are to look at the one combination
" hich is underlined, find the same one after that item number on the separate Answer Sheet, and fill in the

pace under it.

These examples are correctly done. Note that the combination on the Answer Sheet must be exactly the

ame as the one in the Test Item.

TEST ITEMS SAMPLES OF ANSWER SHEETS

V. AB AC AD AE AF AC AE AF AS AD AC AE AF AB AD

- V.io EE i VOoO®Oo

W.aA aB BA Ba Bb BA Ba Bb aA aB BA Ba Bb 2A aB

- W.ii i g I WOoeoo
78 B7 AB TA A7

o . .. n 78 B7 AB 7A A7

X a8 R x§ B i Ed X 80000
Az bA bB Ba BA

.. . Y . Aa bA bB Ba BA

Y. Aa Ba DA BA 0B v.i o i ¥ SBO00
B8 38 B3 3A 33

7. 3A 38 33 B3 BB » & B B i 23282

If you finish the items in Part 1 before time is called, check your work. Do not turn to Part IT until you

are told to do so. Work as fast as you can.

You will have 3 minutes for each part of this test. Work as rapidly and as accurately as you can. If you

are not sure of an answer, mark the choice which is your best guess.

DO NOT TURN OVER THE BOOKLET UNTIL YOU ARE TOLD TC DO SO.

20



bt

ar

wm

o

za

AV

0Q

-4H

Rr

Aa

LT

Av
- 4d

X7

ax

di

au

Vi

um

.76

mz

VN

uu

4N

RP

A8

Tt

V9

10

25

xn

ur

v

mu

67

nr

NV

Qc

uc

NH

av

V5

3

02

VX

wu

69

m

az

Qo

Us

N4

PP

Tl

X8

Sb

STOP. YOU MAY CHECK YOUR WORK

XV

bd

97

ar

ma

VA

cC

AA

3a

21.

23.

24,

26.

28.
29.

30.

31.
32.

33.

35.

36.
37..
38.
39.

40.

ar

Is

ma

xv

fk

pq

2u

41

AT

bb

RB

MW

0D

PR

Dd

EE

Ze

ra

13

cm

vX

un

ne

MV

0B

Db

Ef

1z

NZ

ol

31

nd
kf

gp

en
DR

VW

BD

RB

wX

ay

£4q

q2

i1

m

db

BR

RP

bB

fFe

zE

03

co

du
ki
ap
u2

40

bd
BD
WM

BO

BP

DD

el

N

41.

42,

43.

44,

45.

46.

47.

48.

49.

50.

51.

52,

53.

54,

55.

56.

57.

58.

59.

60.
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PART 1

Ic

Ic

20

ec

2h

fC

pq

am

g

fa

bb

9b

ac

h4

va

cm

cr

ho

au

a8

na

et

na

dd

7b

3s

02

42

Vo

ra

ca

he

re

ur

nm

pg

ep

nr

1a

%e

2d

ns

05

ce

me

es

fa

g4

ip

pe

m

8a

7b

d

3n

52

ae

24

ov

ar

am

or

oh

er

T

ap

. an

gp

pt

bd

a8

61.

62,

63.

64.

65.

66.

67.

68.

69.

70.

71,
72,
73.
74.

75.

76.
77.
78.
79.

80.

HN

RR

U

PR

CK

Tl

SX

L7

1z

GQ

4

A

18

b4

ni

HZ

BR

1T

sX

Tt

NZ

Qe

81

4d

ul

7x

13

dn

ZH

RB

uc

RB

I

ic

S3

19

db

Au

AR

KC

Tt

Ti

n

ag

4d

c8

9

78

d4

6u

37

3s

ed

NH
RP
cC

BP

XS

tt

QG

2d

C5

b7

17

46

x7

nd

nf

81.

82.

83.

84.

85.

86.

87.

88.

89.

90.

91.

92,

93.

94.

95.

96.

97.

98.

99.

100.

35
bl
fk
69

XX

79
nr
1x

vn

B8

0D

A

Cc
Aa
Ze

BP

ON THIS TEST. DO NOT TURN TO ANY OTHER TEST.
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6d

VX

a8

R8

0B

X

0c

Oc

1z

Pb

w74

kf

Sd

8a

v

00

8a

bP

Ic

v

8

69

m

V4

nv

RB

Q0

DO

uo

c0

8A

pad

5h

bd

ki

XV

ja

97

re

X4

gR

BO

YX

co

aA

el

bB

cz



we
h

3.

0.

YZ

b9

ou

X7

ob

e

e

WS

wm

pp

nv

ny

n

nu

ud

41

VY

¢

8¢

bt

3d

dc

sW

um

aq

nx

un

gy

9y

on

un

69

ua

ol

V5

8s

ot

mu

Py

5Y

ou

nd

14

Xy

96

ue

oc

X9

cS

tb

2e

rd

wu

pg

128

mn

nn

yp

Y9

un

1

STOP. YOU MAY

A

c8

2d
or

ts

mu

mn

YE
95
uo

du

21.
22,
23.

24,

26.

28.
29.

30.

31.
32,
33.
34.

35.

36.
37.
38.
39.

40.

Rr
'TT
MW
Uu

3x

AV
YX
EL
iy

EE

S8

h6

Xxc

8¢

us

RP

Wu

Xc

VN

XX

NM

Ef

h8

3c

21

Qq

ex

ra

8a

ue

o

uW

NV
Yy
FE
VN

eF

8C

43
14

0Q

o
7a

se

[54

Xy

LF

My

EN]

8h

4c

ce

or’

6c

- 0w

11}

WM

ul

VA

FF

S5

6h

3a

47

QQ

Xg

03

el

wr

41.

42,

43.

44.

45,

46.

47.

48.

49,

50.

51.

52.

53.

54.

55.

56.

58.

59.

60.

wu

2u

XV

ae

Za

SX

Av

Mw

44

S8

X0

S8

X7

L7

RB
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PART II

vu

ri

23

et

Sl

mz

sa

Db

83

00

c8

RD

32
qu

w

Y
et
m

ax

aV
WM
NH
dB

S3

V5

17

13

q2

WX

VS

eh

Xs

W
MM
N4

b8

ov
8S
XS
it

BR

21

u2

te

ht

ma

AA

mW

HN

DD

S5

V7

L

BD

61.
62.
3.
64.

65.

66.
or.
68.
69.

70.

72.
73.
74.

75.

76.
7.
78.
79.

80.

Vv

Mm

b3

2h

YZ

n3

wo

ar

ni

wu

am

3x

ny

81

MN
c6

la

vY
Sn

fo

fi
vu
he.

na

cm

nx

Wy

NN

69

le

VX

3s

fn

vw

8a

5Y

ca

Xxn

78

nn

96

4d

4h

XY

oW

or

in

wv

eh

mn

37

L

Y9

mc

vX

17

v

mM

2d

24

ZX

3n

wr

02

nf

ht

an

x7

95

ki

am

81.

82,

83.

34.

85.

86.

87.

88.

89.

90.

91,

92.

93.

94.

96.

97.

98.

99.

100.

n

L7

41

us

PR

SX

ra

ou

RB

XX

HN

Av

Mm

Qo

CHECK YOUR WORK ON THIS TEST. DO NOT TURN TO ANY OTIZER TEST.
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s

4v

Z

44

ue

0c

‘RD

X0

€Q

1z

Qs

MN

Qg

e

VX

nz

14

se

RB

DR

SX

nr

uec

DR

00

YA

av

QC

nn

TL

su

RP

PP

Xs

m

N

vV

Q0

zE

ag

oq

T

10

XS

ar

sl

v

NH

AA

0c

el

CG

mh

QQ
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FORM L

PSS YCHOLOGTICAL

T H E

DIFPERENTIAL
APTITUDE

WV

TESTS

George K. Bennett . B O O E{. L ET 2

Harold G. Seashore

Alexander G. Wesman

LANGUAGE USAGE—SPELLING

MECHANICAL REASONING

Page 2

SPACE RELATIONS
Page 20

.-

Page 35

LANGUAGE USAGE—GRAMMAR

Page 37

Do not open this booklet until you are told to do so. Wait for the examiner’s
instructions. Then: '

On the SEPARATE ANSWER SHEET, print your name and fill in the -
other requested information in the proper spaces.

In the space after Form, blacken the space for the letter L.

Then wait for further instructions.

Printed in U.S. A,
Y Reg. U.S. Pat. OFF.

DO NOT MAKE ANY MARKS IN THIS EOOKLET

The tests contained in this booklet have been designed for use with answer forms pub-
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App. H

Do not make Mark your answers

on the separate

any marks in | A rpe ANICAL REASONING e Bhost

DIRECTIONS

Find the space for Mechanical Reasoning on the Answer Sheet.

This test consists of a number of pictures and questions about those pictures. Look at
Example X on this page to see just what to do. Example X shows a picture of two men
carrying a machine part on a board and asks, “Which man has the heavier load? If equal,
mark C.” Man “B” has the heavier load because the weight is closer to him than to man “AY
so on the separate Answer Sheet you would fill in the space under B.

A B c
SAMPLES OF ANSWER SHEETS: e v A B C
St I ©c @ O

Now look at Example Y. The question asks, “Which weighs more? If equal, mark C.”
As the scale is perfectly balanced, “A” and ‘“B” must weigh the same, so you would blacken

the space under C on your separate Answer Sheet.

o L A B C
SAMPLES OF ANSWER SHEETS: o B o O @

B :

X

Which man has the heavier load?

(If equal, mark C.)

Y

Which weighs more?

(If equal, mark C.)

g

On the following pages there are more pictures and questions. Read each question care
fully, look at the picture, and mark your answer on the separate Answer Sheet. Do not forge
that there is a third choice for every question.

You will have 30 minutes for this test. Work as rapidly and as accurately as you can. 1
you are not sure of an answer, mark the choice which is your best guess.

DO NOT TURN OVER THE BOCKLET UNTIL YOU ARE TOLD TO DO SO.

Draowings by Helen Gabryel

t
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1

In which picture are the children

whirling faster?
(If equal, mark C.)

2

When the top pulley turns in the
direction shown, which way will
the lower pulley turn?

(If either, mark C.)

3

Which girl can lift the cleaner

more easily?
(If equal, mark C.)

4

Which shaft will turn most

slowly?

3 ' . GO ON TO THE NEXT PAGE.
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5

Which man must pull harder to
lift the weight?
(If equal, mark C.)

6

Which way has this bed just been
rolled?
(If either, mark C.)

7

Which tread should move more

slowly for the tractor to turn in
the direction shown?
(If neither, mark C.)

8

In which direction is this wind-
mill more likely to turn?
(If either, mark C.)

4 GO ON TO THE NEXT PAGE.
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9

Which man has to pull harder?
(If equal, mark C.)

10

Which horse must go faster to
hold his place on the turn?
(If equal, mark C.)

11

Which shelf is stronger?
(If equal, mark C.)

AR .
ST

E N

BIE NS
!\ l‘ ?«"* ]'5: N
e

12

Which is the harder way to carry
the hammer?

(If equal, mark C.)

5 GO ON TO THE NEXT PAGE.
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13

Which wheel will turn faster?
(If equal, mark C.)

14

" Which man can lift the weight

more easily?
(If equal, mark C.)

15

Which fan needs the more power-

ful motor?
(If equal, mark C.)

16

Which way will pulley “X” turn?
(If either, mark C.)

GO ON TO THE NEXT PAGE.
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17

Which truck will turn over more
easily?
(1f equal, mark C.)

= i8

i

Which shaft turns faster?
(If equal, mark C.)

B
By
g
b
yy

AR

Wk

\,\J

19

When the left-hand gear turns in
the direction shown, which way
does the right-hand on¢ turn?
(If either, mark C.)

20

Which chain alone will hold up
the sign?
(If either, mark C.)

7 GO ON TO THE NEXT PAGE.

App. H

T
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21

2
=0
2
‘ﬁ\

&
o

Which box weighé more?
(If equal, mark C.)

22

Which horse will jump more
when it is pulled?
(If equal, mark C.)

23

In which picture can you safely

I N
put a heavier weight on the rope:

(If equal, mark C.)

24

" Which drawing shows how a
S bomb really falls?
7 i (If both, mark C.)

8 GO ON TO THE NEXT PAGE.
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. 25

Which bottle has just been taken
from the refrigerator?
(If neither, mark C.)

N NN
P
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5
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e
e

(h

26

Which picture shows how this
wooden circle will stand?
(If neither, mark C.)

27

Which weighs least?

28

When the driver turns in the di-
rection shown, which way will
the left-hand gear turn?

(If either, mark C.)

9 GO ON TO THE NEXT PAGE.




29

Which liquid is heavier?
(If equal, mark C.)

30

After hitting the black ball, which

way will ball “X” go?

A
U WAL | 31 r
| /{f/ Which one piece of chain is
) & _ needed to support the mail box?

32

Which way can more cars be

parked in a block?
(If equal, mark C.)

10 GO ON TO THE NEXT PAGI.
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33

Which shaft will turn most rap-
idly?

34

Which man can lift the load more
easily?
(If equal, mark C.)

AllB | 35

RV

When the right-hand gear turns
Z ‘[ in the diréction shown, which

T

|

way does the top gear turn?
(If neither, mark C.)

&l

36

Which rail should be higher?
(If equal, mark C.)

11 GO ON TO THE NEXT PAGE.
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37

Which car is less likely to roll?
(If equal, mark C.)

38

The top of wheel “X” will go:
(A) steadily to the right;
(B) steadily to the left; '
(C) by jerks to the left.

39

Which gear turns most times in

a minute?

40

Which tread should be run more
rapidly in order to turn the trac-
tor in the direction shown?

(If neither, mark C.)

B

PhA Smnd g
.

o Ly

Tl

IS
i

12 GO ON TO THE NEXT PAGEL.
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41

Which roller turns the same way
as the roller at “X”?
(If both, mark C.)

42

Which weighs more?
(If equal, mark C.)

43

When the brake is put on, which
part gets hotter?
(If equal, mark C.)

44

Off which side of the road is the
car more likely to skid?
(If equal, mark C.)

GO ON TO THE NEXT PAGE.
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45

Which dam is stronger?
(If equal, mark C.)

46

In which container will the ice

cream stay hard longer?
(If equal, mark C.)

g

47

Which picture is correct?
(If both, mark C.)

48

Which gear turns the same way
as the driver?
(If neither, mark C.)

GO ON TO THE NEXT PAGE.
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49

When the windlass is turned in
the direction shown, the weight
will:

(A) fallj

(B) stand still;

(C) rise.

50

When the water is turned on,
which way will the sprinkler turn?
(If either, mark C.)

51

Which picture shows how this
wooden circle will stand?
(If neither, mark C.)

52

Which chain has more strain up-
on it?
(If equal, mark C.)

15 ' GO ON TO THE NEXT PAGE.
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53

In which picture wili the spring
hold the handle where it now is?
(1f both, mark C.)

54

Which hook supports more
weight?
(If equal, mark C.)

55 -

Which gear turns slower?
(If equal, mark C.)

56

At which point was the ball going
faster?
(If equal, mark C.)

GO ON TO THE NEXT PAGE.
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57

When the small wheel is turned
around, the big wheel will:

(A) turn in direction A;

(B) turn in direction B;

(C) move back and forth.

58

Which tractor must go further to
pull the boat up on the beach?

(If equal, mark C.)

l" A4

¥ IR /T 42 '! : 59

X T T

f’ﬂ:!f l/‘( i l i Which gate is better braced?
{( ///i/ | l i il (If equal, mark C.)

Il & 1N .

i ] /-V’TI L L

60

Which windlass will be harder to
turn in order to lift the weight?
(If equal, mark C.)

7 - . GO ON TO THE NEXT PAGE.
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61

Which wheel is safer when spun
at high speed?
(If equal, mark C.)

62

Which way must the driver turn
to drive the wheel “X”?
(If either, mark C.)

63

Which of these balls will the
white ball “X’ hit?

64

Which glass is more likely to
break? :
(If equal, mark C.)

GO ON TO THE NEXT PAGE.
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65

Which point moves faster when

the wheel turns?
(If equal, mark C.)

66

Which one piece of cable will give
this pole the best support?

67

I3

Which stool will be steadiest on

uneven ground?

68

If “X” moves two feet in the di-
rection shown, the center of the
gear “Y” will move:

(A) more than two feet;

(B) less than two feet;
(C) two feet.

STOP. YOU MAY CHECK YOUR WORK ON THIS TEST. DO NOT TURN TO ANY OTHER TEST.

19
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Do not make ' Mark your answers
any marks in on the separate

this booklet ‘ SPACE RELATIONS Answer Sheet

DIRECTIONS

Find the place for Space Relations on the Answer Sheet.

This test consists of 60 patterns which can be folded into figures. For each pattern, four figures are shown.
You are to decide which one of these figures can be made from the pattern shown. The pattern always shows
the outside of the figure. Here is an example:

VP L

A B C D

Example X.

Which one of these four figures — A, B, C, D, — can be made from the pattern in Example X? A and B
certainly cannot be made; they are not the right shape. C is correct both in shape and size. You cannot make D
from this pattern. Therefore, on the Sample of the Answer Sheet on the next page, C has been marked for
Example X.

— In the test there will always be a row of four figures following each pattern.

— In every row there is only one correct figure.

Now look atl the pattern for Example Y and the four choices for it. Note that when the pattern is folded,
the figure must have three gray surfaces. Two of these will be large surfaces either of which could be the top
or the bottom of a box. The other is a small surface which would be one end of the box.

S

A B C D

Example Y.

20
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Notice — all the ﬁgurés made from this pattern are correct in shape, but the sides which you see are
different. One of these figures can be made from this pattern while the others cannot. Lock at the four choices:

— Figure A is wrong. The long, narrow side is not gray in the pattern and the large surface must be gray.
— Figure B is wrong. The large surface must be gray, although the gray end could be at the back.
— Figure C is wrong. The gray top and end are all right, but there is no long gray side in the pattern. -

— Figure D is correct. A large gray surface can be shown as the top, and the end surface of gray can
be shown facing towards you.

So, you see, all four figures are correct in shape, but only one shows the gray surfaces correctly. There-
fore, on the Sample of the Answer Sheet, D has been marked for Example Y.

SAMPLES OF ANSWER SHEETS

c

E i A BCD
51 X OCOSO

Y OOO®

Remember that the surface you see in the pattern must always be the outside surface of the completed
figure. In taking the test:

— Study each pattern.
— Decide which figure can be made from the pattern.

— Show: your choice on the Answer Sheet by blackening in the space under the letter which is the
" same as that of the figure you have chosen in the booklet.

You will have 25 minutes for this test. Work as rapidly and as accurately as you can. If you are not sure
of an answer, mark the choice which is your best guess.

DO NOT TURN THE PAGE UNTIL YOU ARE TOLD TO DO SO.

21
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22 GO ON TO THE NEXT PAGL.
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23 . GO ON TO THE NEXT PAGE.
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24 GO ON TO THE NEXT PAGE.
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26 GO ON TO THE NEXT PAGE.
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27 GO ON TO THE NEXT PAGE.
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28 GO ON TO THE NEXT PAGE.
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51

55
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32 _ GO ON TO TEE NEXT PAGE.
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STOP. YOU MAY CHECK YOUR WORK ON THIS TEST. DO NOT TUBRN TO ANY OTHER TEST.
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Do not make
any marks in
this booxlet

Find the space for Language Usage, Part I-Spelling on the Answer Sheet. Print your name and fill in

-470 -

LANGUAGE USAGE

Part 1
SPELLING

DIRECTIONS

the other requested information in the proper spaces.

This test is composed of a series of words.-Some of them are correctly spelled; some are incorrectly
spelled. You are to indicate whether each word is spelled right or wrong by blackening the proper space on
the separate Answer Sheet. If the spelling of the word is right, fill in the space under R, for RIGHT. If it is

spelled wrong, fill in the space under W, for WRONG.

App. H

Mark your answers
on the separaie
Answer Sheet

The Samples of the Answer Sheets show how the four examples should be marked.

If you finish Part I before time is called, check your work. Do not go on to Part 1T until you are told

to do so.

You will have 10 minutes for this test. Work as rapidly and as accurately as you can. If you are not sure

EXAMPLES
W. man
X. gurl
Y. catt
Z. dog

SAMPLES OF ANSWER SHEETS

N < X =

€ A £ PR X Il

8009~
06¢€O0¢=

of an answer, mark the choice which is your best guess.

DO NOT TURN THE PAGE UNTIL YOU ARE TOLD TO DO SO.

e



| 10.
11.
12,
13.
14,
15.
16.
17.
18.
19.
20.
21.
22,
23,
24,

25.

. apointed

commission

limited

arival

. comunity
. variety

. agentcy

. distrubute

. hereafter

conference
salery
preveous
colusion
director
essential
cilinder
astablish
quarrel
premeum
relize
gratitude
sugestion
consinment
revenue

inferier

26.
27.
28.
29.
30.
31.
32,
33,
34.
35.

36.

38,
39.
40.
41.
42.
43.
44,
45.
46.
47,
48.
49,

50.

condem
abso_lutely
cancel
carreer
bullitin
oposition
ammunition
survay
energey
sundery

visinity

. sheriff

pamflet
conserning
securety
necessity
expences
testomony

avalable

stating

courtesy
naturaly
apoligy
invilid

construction

-471 -

51.
52.
53.
54.
55.
56.
57.
58.
59.
60.
61.
62.
63.
64.
65.
66.
67.
6.
69.

70.

72,
73.
74.

75,

secratary
duplacate
gosple
traffic
captian
sanatary
specimen
accommodate
Sabbath.
consious
athority
owing
emergancy
opperation
sylable
talant
nourish
ignorence
behavor

exceedingly

. murmer

signiture
guardian
interrupt

congradulate

76.
7.
78,
79.
80.
81.
82.
83.
84.
85.
86.
87.
88.
89.
90.
91.
92.
93.
94.
95.
96.
97.
98.

99.

100

App.

deploma
2bundent
tedious
dilegent
-aquaiﬁted
resonable -
customery
muslin
investagation
temperary
indignant
wretched
unusal
deﬁnate
garrulous
allowence
appropriate
rememberance
presehse
caisson
appendicitis
convienient
occured
intuition

. greatful

STOP. YOU MAY CHECK YOUR WORK ON THIS TEST. DO NOT TURN TO ANY OTHER TEST.

36
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A B c D £
Example X. Ain't we / going to / the office / next week? X. ﬁ I
A B C D A 8 € D E
y. §oEE i d
Example Y. I went / toa ball / game with / Jimmy. X &éééé)
A B C. D Y O0o0o®

-472 - ' App. H

Do not make Mark your answers
on the separate

T}l\)lrsnll)ig‘icsle:tn B LANGUAGE USAGE Answer Sheet

Parc 11
GRAMMAR

DIRECTIONS
Find the space for Language Usage, Part II-Grammar on the Answer Sheet.

This test consists of a series of sentences, each divided into four parts lettered A, B, Cand D. You are to
look at each sentence and decide which part has an error in grammar, punctuation or spelling. When you
have decided which part is wrong, fill in the space under the letter for that part. Be sure the item number
on the separate Answer Sheet is the same as that of the sentence on which you are working.

 Some sentences have no error in any part. If there is no error in a sentence, fill in the space under the
letter E.

SAMPLES OF ANSWER SHEETS

In Example X, “ain’t” is wrong, so the space under A has been filled in. There is no error in Example Y,
so the space under E has been filled in.

There is no more than one wrong part in any sentence. When you find a part with an error, blacken the
space under its letter on the separate Answer Sheet. Some of the sentences are entirely correct. If no part

has an error, blacken the space under E.

You will have 25 minutes for this test. Work as rapidly and as accurately as you can. If you are not sure
of an answer, mark the choice which is your best guess.

DO NOT TURN THE PAGE UNTIL YOU ARE TOLD TO DO SO.

37



-t

©© P N e ;e W N

wNNNNNNNN(\DNv—IHH.H.—AHHHHH
“ B BRI B ERBREES B E e m o w b ®

’473 - APP.

He come / to me when / Mrs. Jones / wouldn’t et him buyv it.
A B C D

You may leave the house / in an hour / if you feel /- better.
A B C

Paul had promrsed / to return / the boo}' / in tw% weeks
The Blble is one / of the best books / their can be found / for serllc)ms study.
Ithought / you was through / doing your Work / already
Does John Henry / make frlends / good with / his nerghbors"
I can’t hardly / raise my hand / more than / three feet aboye the board.
Leave / me go / with John and her / to the show.
They were / nearly starved / before they landed / somewher%s in Florida.
Then Isays / to Ph11 / “T've done more / than my share!”
I could / of vhon / if T had stayed in the game / a httle longer
Us bfys / then délfted / to Frcank's / candIy store.
He lznew / he dBone / as wgll as / anybgdy else.
“It isAme,” / saidBWill, / ashis énother / answere% his knock.
She wis hurt / when ]t;he dish / she léxeld / busted ir}) her hands.
James said, / “Work, / not words, / is what is needed.”
A B C b
I sungAuntil / I was lrgloarse, / and th%n drank / a quartDof water.
He asked us three, / “Where / is the folks / who hved here?”’
We allw ays return / to happy scenes; / memoges call / us back
Neither 1 *no‘r;ey nor fame / would of been / all right as payment / for sulgh a job.
1 sliall / be reagglad / to vrs(1:t you / wheneverl') you prefer.
The bogks laid / in th(la3 grass / all gay / and \;f)ere wet.
We turni to who / we u%ed to / know. ’ghe old / frieng is best.
1 don;t like / those kmdBof peaches; / give m(e some / of the ]gipe ones.
1 be&eve / Tve been in / most every / theater i% New York.
Where drd you / stop at / on your trip / to Chrcago?
I searched all over / for the people / which formcerly owned / the mia)nsxon
If Jim had asked, / they’ d have / gave h1m the job / he hked

The dog laid / sleeping after chasing / John and me / Wlth hardly any time out.

One issue of bonds / were dxstrtbuted / among / three banks.
A B C "D

38 GO ON TO THE NEXT PAGE.
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31.
32.
33.
34.
- 35.
36.
37.
38.
39.
40.
41.

43.
44,
45.
46.
47.
48.
9.
50.
S51.
52.
53.
54.
55.
56.
57.
58.
59.

~474- App.
The riveis raised / teaneet / after th}e rains, / overflowing their banks.
' , D
1 dkoish / thatBhe’d / leave me do / my work myself.
C D
We seldom / have to watch close / in our kind / of job.
A B c D
The woodsman / fe]leg the / maple ‘%ree with / hardly no effort.
A o - D
I don’t see / as good / as Tom, my friend, / can.
A B c D
Each of these flowers / look best / in a different / sort of plot.
A . B C D
On last week’s quizzes / in history, /1 did / pretty good.
We O. K d / there proposal / that we cooperate / for our mutual profit.
Nexther Joaes / nor Sm1‘rh / are the man / for that sort of ]ob
Is it / I / who / you wanted to see?
1 dldn t feel / well eaough / to attend the conference / laet tuesday
Was it he / w}ho / was bgmed / when the boiler bursted?
A D
If John were here, / he’g sure / h‘aveEJ done / faster work than Fred.
A D
I don’t understand / how anyone could admire / a person as careless / as her.
A ‘ B C D
The number of volunteers / were / sel%om / large enough.
A B D
1 thought it was him, / and it certainly looked / 1ikeChim / from this distance.
A : . : B D
Her father replied / I feel / that Carol isésomev:hat better / than Mary.”
A B D
James had given / John and I / more éhan / forty matchbooks.
. A B D
1f I were / he, / I'd be / sure of myself.
A B C D
Being that / a pipe w%s clogged, / we had / hardly ]a’ny water.
A C
I've had fewer headaches / since I / went éo sleep / earlier.
A B D
You won't / see the trick / unless you look / very close.
A
He had smoked / thelr tobacco / drank thelr wine / and heard their tales.
Whom / do you think / your / talkmg about’
There go / John and Bill, / ﬁgh(;umg / hlfe alI\)\ ays.
A B
Isit / 1 / whom / they are calling?
A B C D
The man who / everybody likes / is gne / whom helz) can trust.
A B
None of the books / was worth reading / morecthen / once <I))r twice.
A B
Had you / or she been / asked, “What’s / the rush.”
A B C D

A man, / who beats his wife / is considereg depraved / by peopI% nowadays.
A B

STOP§ YOU MAY CHECK YOUR WORK ON THIS TEST. DO NOT TURN TO ANY OTHER TEST.
39





