THIE DEVELOPMENT OF CHILDREN'S IDEAS ABOUT
COUNTRY AND NATIONALITY

PART II: NATIONAL SYMBOLS AND THEMES

By GUSTAV JAHODA
(Unwversity of Glasgow)

Summary.  The learning of conventional national symbols (national anthem,
songs, {lags) and the understanding of their significance at various stages were
studied. A specially devised picture test was used to explore more subtle
-aspects of national consciousness. The broad developmental trends and the
socio-cconomic group differences emerging from both parts of the investigation
arce outlined, and some educational implications suggested.

I.—INTRODUCTION.
In the literature of the social sciences a good deal of lip-service is paid to the
importance of national symbols in the building up of national sentiments,
For instance, G. W. Allport (1950) wrote as follows: * As a rule, personal
loyalty can adhere to an abstraction only when the abstraction is richly symbol-
ized. Christianity rivets attention upon the cross, nations focus on their respec-
tive flags.” Few attempts seem to have been made to trace the acquisition of
such symbols in young children, apart from the work of Horowitz (1940) and
recently Lawson (1963), who concentrated on national flags. The aim of the
present study is to initiate the exploration of a somewhat wider range of
symbols.
II.—THE NATIONAL ANTHEM,

Six different tunes were played to the children on a tape-recorder in a
systermatically rotated order. Two of them were Scottish, two Irish, one English,
and the National Anthem. They were asked to say of each if they had heard it
before ¢ if recognition was claimed, the following questions were asked : ‘Where
did you hear it? Do you know what it is? Which country does this tune
belong to? Here only results relating to the National Anthem will be given.

Table | shows the different kinds of responses. About one-quarter of the
youngest children gave no sign of recognition. The second group said they had
hieard it before, but were either unable to specify the country, or gave absurd
answoers like * From the country where Herod is "’ (note the tense}, or even
“It's from Wagon Train.”

TABLE 1
RisroNsEs T0 HEARING NATIONAL ANTHEM.

M Schools W Schools
6-7 89 |10-11| 6-7 | 89 [10-11
Fails to recognize tune ..o 6 . — 7 1 —
Claims recognition but does not know
country, or absurd response ..., 13 4 2 11 6 4
Claims recognition ahd attributes to 5
Seotland .o e e 1 4 2 4 9
Ditto and attiibutes to lLondon or ) s
England ... 3 G 1 — 2 ;
Ditto and attributes to Britain - ..., 1 10 19 2
24 24 24 24 24 24
I’cr cent. unable to give title ol tune .. .. 54941 4% — 87°%1 12%| —
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At this point attention may be drawn to the bottom row of the table,
indicating the frequency of ignorance of the name. TFor this purpose only
“God Save the Queen” or ‘‘ National Anthem W’ were zu.‘..ccptucl; of those
rejected, five implied awareness that the tune was linkud with the monarchy,
such as ““ The royal song ” or ““ The Queen’s music.” Beyond the age of 7,
inability to name the tune was rare, and in general it was foun:l more often
among W children (P less than -02).

Turning now to a consideration of errors of attribution, one tinds two major
trends. The first, most common with W children, was to claim the anthem for
Scotland. The explanation which suggests itself is that these children :are
unlikely to have attained a conception of Britain as a whale, and a check of
G-stages supports this : 76 per cent. of them were at or below G111, as compared
with only 30 per cent. of those answering correctly (P less than -001). The causes
of the second error, namely mentioning England or London, are less evident.
In some cases at least, judging from the replies, it seems to have arisen from an
association in the children’'s minds between the Queen, her residence in London,
and ‘ her music.’

The pattern of development that emerges from the comments (though
owing to limitations of time it was not possible to pursue it systematically)
may at least be broadly sketched. At earlier ages, the National Anthem tends
to be just one particular piece of music among others. The name is largely
unknown, but it is connected with such occasions as school ceremonials, Church
and Sunday School (e.g.,  We get it at concerts ”’ ; ** In the service in the hall -
the big ones know the words " : “It's a hymn ") ; other sources include the
wireless and, especially among W children, television.* These trends continued
at 8-9, but there were some additions. For M children, these consisted mauinly
of Cubs’ or Brownies’ displays, with W ones  the pictures ' or miscellaneous
occasions like ' Away up the town when the band was playing.” Moreover,
the name then being generally known, a definite link with the idea of tlhe Oucen
had become established. In the case of most of the older (10-11) M children,
the tune had already taken on the character of a national symbol {e.gr.,  Well,
that can be sung by people all over the British Isles )5 with the corresponding
{;P;I%roup, such progress tended to be much slower, as illustrated by the exam ples

W ! . -

It was on the T.V., when thev stand and sing. (¥ h .
up ?) Don’t know. (W10). d up and sing. (IWhy do they stund

They play it at the start of an international game or somethineg.  1F
could be English, Scottish———anything, (W11). game or something,

. Thus, there is a slow and almost imperce tible transition in the meaning o
this music for the children. At first it mlzzy bepquite unfamiliar or, if l'ggc:guiz'rlf
quite wrongly labelled. Later, it comes to be connected first with the person of
the Queen, and then with Britain as a whole ; at that stage 1t was almost
i&%ﬂrﬁblydcorr%ﬂy named. It was striking to observe how older children, whe
laueh 1}';3& y grasped this, responded to the questions with a contemptuous

oren, pecause they felt the answers were so obvious ; onc would hardly have
guessed that their insight is likely to have been a fairly recent acquisition |

III.—NaTIONAL SONGS
therxﬁli the Na,tloiml Anthem 18 conﬁned to more formal or ritual OCCasions,
anty popular tunes tinged with patriotic sentiments  Furthermore,

* One-third of the 7- - i \
when it's finished " year-old W children were able to report that “* It’s on the T.V.
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by contrast with the National Anthem, such tunes tend to be associated with
the varions units which together constitute the United Kingdom. The tracin

of development in this sphere was the object of putting the following questiong'
Many people from this country go to live in far-away places and are a long Wag}
from home  Now magine they would like to hear three songs: which ones do

you think they would choose ?

Answers were divided into three categories. The first consisted of those
unable to give the name of any song, together with those who produced irrelev-
ant ones.  For all these the question effectively meant *“ Tell me the names of
three songs.”  The youngest children in this category cams out mainly with
religious songs (7 Gentle Jesus,” ™ Jesus loves me,” ‘' Away in a manger,”
ete.). At a later age, irrelevant songs tended to become increasingly secular
and some divergence between M and 1V emerged. I saw Mum kissing Santa
Claus ” or * Jaithouse Rock ™ wersus * Copelia ™ or “ An adult might like
opera ). Also included in this category, because their number was relatively
small, were what might be called transitional answers. In these, the child
seemed to have some inkling of what was required, but was as yet unable to
bridge the gap imaginately by putting himself into the position of someone
far from home. Examples of this would be children who suggested such people
would wish to hiear Italian, Indian or other foreign songs ; one boy said: * We
might go to Ifrance next year, so [ think they should be French ones 7 in
Piaget's terms, this would be a typically egocentric statement. All the responses
so far are grouped under * ‘Nil or irrelevant ' in Table 2.

TABLIE 2

SonNus rroM LIoME,

M Schools W Schools

———— e

a7 | 8-9 |10-11| 6-7 | 89 |10-11

P a e I Mb oae o vma e W v Amaa o eam nwgeen e e rec o | el e

Nil orirrelevant respouse oo 20 14 5 21 14 4
Uinderstood and produced nono or one .. 3 4 7 2 7 7
Understoad and produced twao or three. . 1 6 12 1 3 13

A

The second category was composed of children who clearly understood
what was required (* They will want to hear a Scottish song,” or words to that
offect), but either could not think of any Scottish song at all, or were able to
name only one,  There was o small sprinkling of correct non-Scottish answers
such as ' Carry me home to blighty,” which were, of course, credited. The third
category was the same, except that the children knew two or three songs.*

One noteworthy Teatare of this question is the fact that it is one of the few
which fatled to yinl(] anv significant difference hetween M and W From t‘hls., it
may perhaps be inferred that the establishment of an effective association
hetween native songs and the idea of the homeland is largely independent of
differences in both intelligence and social hackground. It.would scem that
conceptually the presence of a global, diffuse and undifferentiated notion of, in
this ease, Scotland is sufficient for the formation of the link. Thus, none of the

* Those most frequently mentioned incladed : Auld Lang Syne, I belong to Glasgow,
Seotland the Brave, Roamin' in the gloamin’, Loch T.omond, A Gordon for me, Song of the

Clyde, A hundred pipers, Yo Lanks and brags, My heart's in the Highlands.
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i - : ey, the superiority of G.IIT over
J. children understood the problem ; however, t R
8 %I falrgs{g?ght and not significant (P between 30 and -20). l't 15 f“l&l‘”'hk{jli | tht:t
children in both kinds of environments are about equally exposed to patriotic
songs, learning them at roughly the same rate.

IV.—THE UNION JACK.

Nine coloured cards picturing, among others, the Unu:-'u l‘]a.u'l\ tnltdtltljl‘:
Stars and Stripes, were spread out in front of the children. \t l u t}}l-l?{um'vd
were told to point out those they had never seen before, and tllt{hg Wl y 1 E I e
Next, they were asked the names of the remainder, and the mnﬁr,r;t 1 1{ hl -”t“' ol
they belonged. TFinally, children unable to comply were IIthjlrztltcl t _1.;1]“ :]{ vn{
of the flags were Scottish, with the request that th.ey should try anc 1}1(. 3 fi*l |
out. The last move turned out to have been a mlstake, hence, unﬁm tllll:l.' f :x'f
no useful material was obtained regarding the Lion Rampant and bt?. {ﬁllcl;t \'.tk:‘w
Cross.* The report on the findings will, therefore, be centred on the Union Juack.

Results are set out in Table 3. First of all, there were two O-vear-old H'
children who placed the Union Jack among those they had never seen : F'lllti}’
are included in the top row. It will be noted that the children Were generi I}-
able to name the Union Jack correctly before attributing it to I3 ritain as a who ¢
rather than claiming it for Scotland only. The M children were significauntly
more successtul on both counts (P less than -01).

TABLE 3

Tue Union Jack.

M Schools 7 Schools

6--7 8-9 | 10-11| G-7 8-9 |10 11
Does not know country or mistakes y
other than Scotland............ .. . S 1 I 15 5 -
Calls it Scottish ................ . 14 8 4 4 11 )
Correct ........................ 5 15 19 ) 8 L3
24 24 2. 24 24 R

Per cent. knowing the name of flag ....1 429%] 929 6%, 29051 544t Bin,
Number of children able o identify )
USA. flag ................... 7 3 14 22 8| 1 15

The youngest children were

their spontaneous comments, as shown below :
It’s the flag you always put up when the Qucen comes.

That’s the one you get at the circus—my

country ?) It’s the Glasgow Hag. (WV6).

~ The Union Jack was often called *
tion already seen in connection with the
grosser mistakes were mainly confined

.. ¥ This was because of g pervasive tendency to ¢
tish,” whereby they were bound to score by ch

‘ the

Queen’s flag,’
National Ant

all the whole

ance alone,

apt to link the flag with concrete

(M 6).
daddy buys it for me. (" hat

“indicating an assoe
hem. Bevond the age of 7,
to W children; apart from calling «

sitiations in

[l

of the remainder Seot-
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variety of different flags “ Union Jack,” they sometimes used the exXpression In
a completely uncomprehending manner
[ think that's the Jack flag. (What country?) Don’t know. (W9).

Yes, that’s the Union Jack. (What country?) Is it France? (W9

[n contrast, to this, the bottom row of Table 3 shows that W children did
not do significantly worse than M ones in attributing the Star and Stripes to the
U.S.A. It might be added that a good many more recognized the flag without
being able to specify the country. Here is a revealing instance :

That's (eneral Custard’s flag ; I've seen lim on T.V. ; he fights the

Indians.  (IF7),

Lastly, a few impressionistic comments will be offered regarding the
Geottish emblems, They appeared familiar to many children, though few even
among the older children were able to name them correctly. The pervasive
safluence of television again seems to have made itself felt, as several children
mentioned it in comnection with the Lion Rampant, this being the symbol of
Seottish Television. Some of the M children who did best explained that they
had learnt it with the Cubs or Brownies, On the whole, there was little evidence
that, within the age-range studied, the Seottish emblems functioned as effective

symbols of Scottish nationality.

V- RECOGNITION OF SCOTTISH TICTURES.

This procedure was devised with the object of assessing some of the subtler
aspects of children’s knowledge of their country. They were presented with
sots of three pictures, reproduced in Plates I-V, and required to indicate for
cach set which-—if any——ol the pictures is connected with Scotland.

PLATT, 1I—CosTUMES

!

s . .
T
At
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PLATE IIT—BUILDINGS

Ta

e
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Table 4 gives the results in a somewhat different form, being confined to the
qumber of successes for each sub-group of children. No correction was made for
possible chance successes, as it was evident from the children’s comments that
their number wus negligible. The furst set, mainly intended as an encouragement,
dealt with dress and costumes. The great majority of children had no trouble
with this. With the landscape set, where a typical Scottish scene had to be
picked out, 1" children were conspicuously less successful (P less than -001).
‘The difference probably reflects differential opportunities for travelling around
the countryside, and possibly also differences n the extent to which land-
scapes decorate their homes, though the latter is entirely speculative. Similar
considerations would apply to the next set, three buildings including Edinburgh
Castle (P less than +02). It is noteworthy that several M children were able to
identify Notre Dame in Paris, one of the * distractors.”

After this came a set of conventional emblems, and here the rates of success
in singling out the ubiquitous Scottish thistle differed even less, though still
significantly (P less than -05). The last set, featuring “ Rabbie ”’ Burns m
company with Shakespeare and Voltaire, produced a surprise. There was no
significant M- difference, either in correctly choosing Burns as the Scottish
one, or even in knowing his name. Lvidently Burns constitutes one of the most
potent Scottish national symbols, as carly as childhood. DBelow are some
revealing answers to the question " How do you know this is Burns? " :

My grannie’s got a picture of him. (M8).
Because we have a calendar with his face on it. (MT).

When your mummie's in hospital you go into a fish-and-chip shop [or
vour dinner ; and when 1 looked up I saw a picture of him looking at me.
(W6). (N.B.—This boy recognized neither the National Anthem nor the

Union Jack.)

On the T.V. news—we saw his cottage. (7).
[t would seem that Burns’ presence in Scottish life cuts across the barriers
of social class, and that is no doubt how he would have wished it to be.

TABLL 4
REcoaNITION 0F Storrist PICTURES.
(Numbers of children out of 24 who succeeded on each task.)

i e

M Schools 1/ Schools

e el s

o Uao |t0-11] 6-7 | 8-9 |10-11

-

44 deemmanm o | ™

Costumes oo ev e SN 18 23 24 22 23. 23
Landseapes oo e e e e 20 21 23 8 16 18
Buildings ........ e aaaa e 15 21 21 3 15 19
ErmbBlems o e evrvnraorsansonssnesy 0 18 19 22 i1 18 19

TrOrbrmibd o v e i e 14 16 22 10 20 22

A e s - - wd
WL a4 4 Am s R Y et E e W PR i G SR g B e s T prompee——— e

Iﬂ’c;fru-ﬁtm:;;u of children able to name
Iﬁurrmg R 29941 46% 889, 21% 58%i 88%
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VI.—ATTITUDES TO OTHER COUNTRIES AND PEODLES.

The findings relating to this are reported in detail elsewhere ( Jahaoda,
1962), and this section, therefore, offers merely a sketeh of broad trends and
some features of special interest in this country.

The children’s growing awareness of maore distant nations began with casual
glimpses of unusual picturesque detail divorced from any general backeround,
This was sometimes combined with concrete and homely, though cqually
fragmentary information gained through such personal channels as relatives
abroad. The subsequent process of differentiatim} a}ncl organization, ton com-
plex for brief summary, was studied in some detail in relation to Americn and
Russia.

Attitudes tended to follow a distinct pattern. Those of the yvoungest and ‘or
least mature children were determined by some arbitrary and usually concroete
detail that happened to have created an impression (e.g., " Don't like N
Zealand because the butter is too salt 7). Actually, these are probably ton
evanescent to deserve the term ‘ attitudes,’” and are mentioned onlyv hecause
they are characteristic of an early mode of thought. Apart from the attraction
of * holiday countries,” the more stable sources of favourable attitudes seemed
to be again the existence of personal ties, or a belief in the stmilarity of the
people to oneself, resulting in a feeling of affinity ; this last statement, it shonld
be added, is somewhat speculative and could not be directly verified from the
data. Unfavourable attitudes, from a surprisingly carly age, have their roots
in past wars, but among the oldest or most mature children these are over-
shadowed by present political conflicts.

On the salient, and somewhat disturbing findings, was the cthnocentricity
exhibited by some W children. This took the form of colour prejudice, and &
marked tendency to look down on people in other countries. It is interesting to
note, however, that their attitude to the English appeared to be influenced by
considerations of social class. Thus, a higher proportion of ¥ as compared with
M children thought the English ‘ nicer”’ in behaviour (e.g., " In London the
men are not so rowdy when they're drunk ") moreover, they tended to
identify an English accent with middle class speech, and to regard the Scottish
tongue as a working class one, as may be illustrated by two examples ;

Well, the English say " Good jolly, this is a jolly: fine day.” The

Scottish say “ Aye, it's a grand day.” The English are a lot of toffs. (H°9).

They talk different—kind of polite, kind of GCockney . . (11711).

Lastly, a few general remarks on attitudes towards the English., From the
way the children talked about them (and it must he remembered that will
large;ly reflect the expressed opinion of their elders) it would seem that the
traditional antagonism is very much on the wane. There were hardly any
disparaging remarks about the “ Sassenachs "*, and when questioned whout
dislikes, not a single one mentioned England or the English.

VII.—ConcLusions.

The outstanding impression one gains from surveying the children’s
developmel}t, In line with the conclusions of Investigators concerned with other
areas of children’s thinking, is that of the great intellectual distance traversed
within the span of a few years. At the outset, their responses reveal an almost
complete ignorance about the wider geographical and social world surrounding

* Asked to give another name for the English, only three

produce this ancient word. M children were able Lo
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them ; some five vears later the outlook of most of them is no longer funda-
mentally different from that of mature adults. During the intervening years,
they have acquired a set of conceptual tools enabling them to organize their
environment meaningfully and to make the main distinction conventional in
our society,

The details of this process have been described in this present study. How-
ever, it was necessary to treat the various aspects more or less in isolation,
leaving aside the question as to whether there may not be some common thread
running through the advances in seemingly divergent spheres. An analysis
carried out with the material as a whole indicates that the central element is
probably to be found in the extent to which the child has succeeded in differ-
entianting and ordering ever-widening sections of his geographical environment ;
and this can be at least roughly assessed in terms of the G-stages. It would
appear that the particular G-stage reached is an index of the limit to the amount
of progress possible elsewhere ; children often lag behind, failing to realize their
potential achievement, but there is no indication that they can exceed it in
penuine understanding, as contrasted with mere parrot recital.

Among the voungest children Investigated, nearly nine-tenths had not
advanced bevond GUIT Tt s thus legitimate to generalize about the age-group
6.-7, berause their outlook was fairly uniform. After the age of 7, the increasing
diversity of G-stages precludes any general statement, which would be mislead-
ng,

It may be recalled that .1, denotes a perspective confined to the child’s
immediate surroundings—home, school and play streets in which they spend
their evervday life. With G.II an extension has taken place, involving some
apprehension of Glasgow as o unitary whole, to which the child refers himself
and of which he feels himself to be a part. As yet, however, no conception has
heen formed about what lies outside,  From this starting-point, an inventory of
the ideas characterising a majority of the children aged 6-7 will be made.

First of all, the meaning of even the simplest geographical words tends to
be extremely vague, or altogether mistaken, Thus © town ' is liable to be applied
to any aggregate from streets upwards. T his reflects not only inadequate
command of this particular concept, but at the same time also inability to
clussify known geographical names in any coherent order : both are really
two sides of the same coin, Asked  what is your country ? 7 the dominant
answer was  Glasgow 5 one replied 1 don’t live in a country, I live in a
close.*  Whilst they have heard the word * Scotland,” and if G.II usually
realize that it is a place of some kinel, they cannot locate it properly in space ;
it is thought of as being ** away "’ somewhere. Requests to say something about
Britain clicited a collection of absurdities. The most they achieved, with three
exceptions, was to put forward notions implying rccognition that Britain 1s
some kind of geographicatentity, though invariably aremote one. Consequently,
symbols relating to Britam as a whole, such as the National An!:hem or t}le
Union Jack, were at best attributed to Scotland ; a majority of children in G.1
failed to recognize them altogether,

When asked whether they were British, a majority of the children in G.I
and (11 replicd negatively 5 the same answer was given by nearly all children
in G.I to the question as to whether they were Scottish ; but two-thirds of
those in .11 adlirmed that they were Scottish, In view of the evident contusion
prevident even among the latter, this result may appear surprising ! why should

¥ Close - strictly an entrance or passage, but oxtends to the common stairs of a
tenement, or the building as a whole,
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they be ready to acknowledge being Scottish, when they c::ltmrlgz fall 511(}1'#5 of
understanding the relationship between Glasgow and Scotland ?  In order to
explain this, one has to abandon the exclusive concern with purely cognitive
aspects. These children are growing up in a symbolic environment (1.e., that
part of their environment consisting of words, signs, ctc.) where Scotland and
things Scottish are bound to figure rather prominently. Flence, even hefore
they are capable of building up a col.lerent cc:nct;ptuul fran'nmw.'t.u:k serving to
categorize their geographical surroundings, they will become familiar w;tt!x s}urp
words as “ Scotland '’ and “ Scottish,” as well as to a lesser extent ™ Britain "
and “ British.” Moreover, some broad and loose associations, normally with a
favourable emotional tinge, will tend to be established betwecn these words and
certain items of their experience. This was often apparent in carlier pages ;
children were reminded by the word ““ Scotland ”’ of their family, of Highland
Dancers, and so forth. An accumulation of such associations leads to a readiness
to acknowledge themselves as “ Scottish ** ; but until such time as an adequate
concept of ** Scotland ”* and ““ Scottish ” has crystalized, such quasi-identifica-
tions remain unstable and apt to be withdrawn when challenged.

The purpose of labouring this point at some length is to show again how
young children are sometimes able to use these words in a formally correct
manner, when more careful probing would reveal that conceptual grasp still
eludes, them. In fact, during the first two or three years of their school career,
most children have hardly begun to make sense of the wicler geographicil,
social and political setting around them. It will not have escaped the readers'
attention that it was necessary to qualify statements about the youngest
children, because even they were far from uniform. Thus, one 6-year-old was
already in G.1V, whilst at the other end of the scale, two [10-3yrcar-olds had not
moved beyond G.II. This variability of individuals cannot be stressed too
strongly, because it is in danger of being overlooked when one thinks in terms of
age trends, and this applies most of all to the intermediate ages. A majority of
the youngest children are likely to be in G.T or G.II, and most of the oldest in
G.III or G.IV, but those aged 8-9 are distributed over the whole range. This
holds true for children from M and W schools taken separately, as well as for
the total sample. )

In general, the children from M schools were found to he significantly in
advance of those from W schools ; however, when M and IV children were
matched for intelligence test score, the difference disappeared. It was, therefore,
concluded that this factor accounts for a large part of both individual variations
and group differences.

VIII.—SomEe EDUCATIONAL IMPLICATIONS.

" He that hath names without ideas, wants meaning inn his words, and
speaks only empty sounds.” Tt would be entircly in the spirit oof John Locke to
add that the passage from names as more or less empty sounds to names backed
by fully elaborated concepts is the outcome of 2 gradual learning process.
However, it is not always casy to know whether or not a child who has & name
speaks more than empty sounds. An adult may readily be led to assume that
notions self-evident to him will also be within the reach of the child. One might
again turn to Locke for an example. : “ The relation also that things have to
one another in their places and distances js very obvious to observe : as above
b.elow,- a mile distant from Charing Cross, in England, in London.” An analysis
of the concepts underlying such statements, along the lines sketched in the

es 1] indy ' ‘ '
Ongi?)?ltS ‘study, will indicate that to g child such relatlonshlps may be far [rom
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What bearing does this have on the teaching situation ? The simple answer
would be that the teacher should not jump too far ahead of the children’s
capacity for adequate comprehension ; but this is hardly a very helpful recom-
mendation.  In practice, the teacher could not hope to ascertain the stage of
conceptual development reached by each child, and even if this could be done,
some compramise would be unavoidable. More effective action would be a recon-
sideration of the manner of teaching such subjects as Geography and History.
An exanmination of the Schemes of Work for teaching these in primary schools,
keeping inmind the findings reported, will reveal the presence of numerous
assumptions that are likely to be invalid ; for instance, what kinds of * simple
geographical terms * are regarded as having to be taught, and which ones seem
to be tacitly taken for granted ?

Another possible suggestion is that some account be taken in planning the
currictlum of what appears to the dominant, if not universal sequence of
concept development from the immediate vicinity outwards. This would rule
out, say, i leap from plans of the school room and adjacent streets to the globe
or map of the world, The main aim would be a consolidation of the series
widening out from the home town to Britain as a whole,

Finally, it is important to guard against a possible misconception, arising
from the peneral discussion of developmental stages. It has been stated that a
child must attain a certain level of intellectual maturity before he is ready to
move from one stage to the next; he must be capable of performing the
appropriate logical operations as well as of handling spatial relationships.
Thus, subject to the wide range of individual variation already emphasized,
there is probably o ceiling to what a given child can understand at a particular
time. However, it might be wrongly inferred from this that there is relatively
little the teacher can do to help a child along. Such a view presupposes that
most children more or less automatically advance to the limits of their poten-
tinlities, and this is, unfortunately, very far from the truth. Even in the course
of the actual investigation, as an unintended consequence of merely trying to
answer questions of a kind with which they were not normally faced, some
children had « flash of insight ; things suddenly fell into place, and they reached
2 new level of understanding,  If this can be brought about so casually and

ol

incidentally, it is likely that teachers could achieve far more by a systematic

effort. It is hoped that the present investigation may make some limited
contribution by pointing the way.
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