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Abstract 

It is the proposition of this thesis that the type of 

dilemma used by Lawrence Kohlberg may be appropriate for the 

presentation of historical content. This thesis examines the 

structure of the Kohlbergian moral dilemma story and concludes that 

history is an appropriate source of such moral dilemmas. It further 

concludes that such an approach to the teaching of history may be an 

effective teach1ng methodology inasmuch as it requires the student 

to respond to specific historical events in· the context of the moral 

character of that event. Such a methodology stresses individual 

decision-making, social forces which determine actions, responses to 

questions of right and wrong, and the rights of the individual. 

Chapter One of this thesis is an analysis of Kohlberg's 

work. Particular attention is paid to what Kohlberg has concluded 

concerning the nature of the 'New Social Studies' and the relationship 

between his Theory of Moral Development and the effective presentation 

of content in the social studies classroom. 

Chapter Two examines the Kohlbergian Moral Dilemma Story. 

Certain common characteristics of the dilemma story are identified. 

These characteristics are used to establish the model dilemma story 

which is then used in the writing of curriculum materials. 

Chapter Three demonstrates how the content of history can 

be used as a source of moral dilemmas. Historical content is seen 

to afford the teacher an opportunity to examine the moral character 

of the event being considered. By using real rather than hypothetical 
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events or incidents, the student can examine how 'real' people 

responded to moral dilemmas and how their responses determined 

subsequent events. The emphasis is on selecting and presenting 

material which allows for insight into how individuals perceived 

events around them, how and why they arrived at the position they 

adopted, and the consequences of those positions to them as 

individuals. This thesis suggests, through the use of examples, 

materials and methods appropriate to selecting and presenting 

historical content to facilitate such objectives. Such a methodology 

also allows the student to role-play in terms of the historical 

incident and to respond as an individual to the moral dilemma 

inherent in the historical incident. 

Chapter Four suggests the teaching methodology to be used 

for the presentation of moral dilemmas drawn from the content of 

history. Specific teaching instructions, based on the methodology 

detailed in Chapter Four, are to be found in Chapter Five of this 

thesis. These instructions are meant to accompany the curriculum 

materials also contained in Chapter Five. Six distinct historical 

incidents are presented in terms of the suggested methodology . 

Profile Cards, Background Papers, Dilemma Stories, Follow-Up Questions, 

and Selected Readings are given for each incident. 

It is the conclusion of this thesis that the Kohlbergian 

Model is an appropriate vehicle for the presentation of historical 

content. Such a model allows for the presentation of historical 

content in a way which demands student involvement in the material 
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being considered. It is also suggested that the moral dilemma 

drawn from the content of history may encourage moral development 

in the student. However, the primary purpose of this thesis is to 

illustrate a teaching methodology which will enhance the student's 

understanding of history. 

(Cary F. Goulson) 

(Geoffrey P. Mason) 

(Patricial E. Roy} 
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Chapter One 

Introduction 

This thesis is concerned with us.fog h i s t ory as a. s ou.:cce c,f 

mora l dilemmas . To some extent it. is based on the concept s developed 

by Lawr ence Kohlberg of Harvard Univer sity who has proposed a t ht:.ciry 

on the nature of individual mora l devel opment . Kohlberg 's t h3ory was 

fi r s t f ormula t e d on the bas i s of r esearch int o the way a<lolesc8~ts 

. . . (1) h . reas on about ce r t ain specific mora l ques t .ions. T, e se ques ti01!s 

are ' mor a l ' in char acte r inasmuch a s t hey as k the i ndiv i dual to select 

cour s e s of act ion which are desirable in given situati ons , act ions 

which may be e valuat e d in t erms of the concept. of I r i ght ness ' or 

'wrongness '. The que s tions are hypothetica l and t hr::?re f ore are cens;.ire 

free . They a.lso may be res olvP-d in a number o:: different ways. 

Koh lber g , i :n the process of constructing his t heory of :nor al 

development , conc :;_ude d that it is possible t o qua.lita.t.iveJ.y evaluate 

the ac t i ons of h uman bei .1gs according t o , .he uni vers.:i.1 concepts of 

' j us t i ce ' or ' fairness ' , of the reciprocity of eq uality o:E human r :; .. ,_:;hts , 

and of r e spect for 
(2) 

t he dignity of human be i ngs a s indivi dual persons. 

Kohlberg may be seen , l:herefore , as believing t hat mor ality 

i s not r e l ative , that i ndividual s may identify s upe r i or mor ~l posi t i ons 

and act accordingly ;;md , fina l l y , that 'rightness ' o [ behavi our i s 

access ible t o those who c an perceive it . 

Th i s abi l ity to perceive a superior moral pos it.i on is an 

i mportant charac:"tqr i s ti c o f. Kohlberg ' s appr oa ch for to speak o f mora l 

development is to appear t o impl y t hat such deve l opment is a 

progress i on t owards a def i nable and at-:.:ainable goa l. Koh lbe:rg ?.ccepts 
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such an impl ication and, f or that ma t t e r , who l eheartedl y endorse s i t. 

Also implicit i n Kohlberg's a.pproach to moral deve l opment is a 

belief in the moral cha r acte r of man and t he abi l i ty of man to adopt 

altruistic positions on i mportant mor al qu~s tions. 

An acceptance of man's abil i t y to adopt altruisti c posi t.ions 

on important mor al ques t i ons will al l ow the r eader t o bette r und~r s t and 

both Kohlberg's theory and the concerns of this thesis . It is t he 

proposition of this thesis tha t t he teaching of hi stor y rnay benefit 

from a consideration of Kohlber g 's approach to moral deve l opr:ient and , 

further , that t he cont ent of history may o f fer suitable ma t eri a l for 

the production of Kohlbergian-type mora l dilemna situations. 

Kohlberg ' s work in the area of mor al de ,,el opment i s an 

extension o f the work of J ean Piaget, as det a i led i n Piaget's The 

( ~ \ 
Moral Judgment of the Chi l d . - , Kohlber g's initial research consisted 

of intervi ews with one hundr ed boys aged seven to seventee n . The 

subjects we r e conf ronted wi t h tf.::n hypot hetical moral di l emma 

. t. ( 4 ) s1tua i ons . Kohl be r g established from t hese and subs equ.en-::. 

studie s tha t a.;1 i ndividual' s adoption of mora l principle s and his 

trans iti on from the pre - princi pled t o the princip led s t ages o f mor al 

reasoning is c lose l y rel a ted t o h i s cogni t ive development . I t is here 

deve l opment and moral judgment. 

_Following from hi s res earch, :<oh lberg has conc l uded that 

cognitive growt h in a ch i ld may occur through a dis cus s i on of mora l 

dilemmas and Urrough he ar ing a rguments which a :ce one s t age higher .-.'.1<.rn 

the l eve l at which t he chi ld i s f unctioning . This growth may r esult 
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in a qualitative improvement in the child's moral judgment, an 

improvement characterized by a progression towards the aforementioned 

principles of justice, the reciprocity .and equality of human rights, 

and respect for the dignity of human beings as individual persons. 

Kohlberg's main concern is with moral reasoning and only 

with moral b ehaviour to the extent that it results from such 

reasoning. Moral reasoning occurs when an individual considers 

questions or dilemmas which are moral in character; in short, when 

he considers questions which necessitate the determination of what 

is 'right' and 'wrong' in a given situation. Moral behaviour is 

that behaviour which follows from a moral decision. The two are 

closely connected in Kohlberg 's thinking as he holds that moral 

reasoning is a requirement for principled moral behaviour. 

In order to appreciate the consequences of the Kohlbergian 

approach to moral development, it is necessary to understand the 

nature of Kohlberg's interpretation of a child's personality 

development. His interpretation identifies two general aspects 

of that development. The first he calls 'ego-strength'. This 

represents a se t of interrelated ego abilities, 11 
••• including 

the intelligen t p rediction of cons equences, the tendency to choose 

the gre ater r emote award over the lesser immediate reward, the 

ability to maintai n s table focused attention, and a number of other 

traits."(S) The second is t he deve l opment level of the child's 

moral judgment . These two aspects , according t.o Kohlberg , determine 

the mor al character exhibi t ed by the i ndividual. 
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Kohlberg has taken the latter of these two traits and 

formulated a model of moral development --one which attempts to 

categorize moral reasoning according to specific developmental 

characteristics. This model results from the research findings 

of his initial studies with hypothetical moral dilemmas -- the 

stages continually being refined in the light of current research 

on how children reason about moral issues. 

The six stages formulated by Kohlberg are s equential and 

invariant in character. An individual may progress through the stages 

as cognitive development occurs. The emphasis in Kohlberg 's work is 

on reasoning about moral principles, and growth is defined in terms 

of qualitatively better thinking about moral dilemmas, as previously 

mentioned. The sixth stage person would be one who would evaluate a 

mor al dile,n:,:na si tua.tic:;:-, in t erms of cert~in uni vc!'."sal princ:ipl e!:" . 

In short, awareness of those principles is a sixth-stage characteristic 

which would, in turn, compel one to take a position which would be in 

harmony with those principles. 

The preceding may become clearer if we consider the six 

stages as they have been articulated by Kohl.berg. 'l'he six s tages 

are grouped according to three levels of moral development. These 

levels are as follows: 

(1) the preconventional or premoral: where 
moral decisions are primarily egocentric, 
b at:;ed on self·-i nterest and material consideration . 

{2) the conventional or raoral: moral decisions are 
ch,racterized by a conformity to social convent i ons 
(i. e . a strong desire to maintain , support and 
justify existing social structur es ). 
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(3) the postc:onventional or autonomous: moral 
decisions are dependent upon autonomous , 
universa l principle s of justice that have 
validity beyond existing laws and social 
conventions . (6) 
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Further to Kohlberg ' s schema: the six stages of moral development are 
as follows: 

Leve l I 

Level II 

Level III 

Sta.ge 1: Obedience and punishr.ient orientation. 
Egocentric deference t o superior power 
or prestige, or a trouble-avoiding set. 
Objecti ve r esponsibility. 

Stage 2: Naively egoistic orienta t.ion . Right action 
is that instrumentally satisfying the self's 
needs and oc:casiona1ly other's . A,..,areness of 
relativi sm of value to each actors needs and 
perspective. Naive eglitarianism and 
orientation to exchange and reciprocity. 

Stage 3: Good-boy o!."ientatio:n.. Or ientation to approval 
and to plE,asing and helping others . Conformity 
to stereotypical i ;:na.ges of majority or natural 
role behaviour and judgment on inteDt.:..ons. 

St.age 4: Authority and social-orc.er- maintaini g 
or_i_entation. Orientation to "doing duty" and 
to showi ng r espect fo r authority and maintaining 
the given social order for its own sake. Regard 
for earned expectatior.s of others . 

Stage 5: Contractual legalistic orientation. Recognition 
of an arbitrar y element or s tarting point in 
rules or expectatior.s for the saJce of agreement. 
Duty aefined in terms of contracts , general 
avoidance of violation of -::he wil l or rights of 
others, and ma j ority will and welfare . 

Stage 6 : Conscien.ce or principle ori entation. Orientation 
not only to actually ordaine d. social rules but 
to principles of choice i nvolving appeal to 
logica J. ur:iversality and cons i ste ncy. Orientation 
to conscience r;1s a directing agent and to mutual 
respect and trust. (6) 

An important qua l ification which must be applied to the six 

stages is an awareness that Kohlberg ha s not attempted to directi.y 

corre l a t e the six stages to spe cific age g.:::·oups nor does he assert that 



all individuals reach the same stage of moral development in their 

lifetime. It is possible, though not probable , that a person may 

never progress beyond l evel one . However , Kohlberg's s tudies have 

indicated that most adult persons operate at the third or fourth 

(7 ) stage. 

A signi f icant characteristic of Kohlberg's theory is that 
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it is not culturally specific . Studies hav!:! indicated that the sequence 

of moral deve lopment is not affected by wide l y varying social , cultural 

or r eligious conditions. "The only thing that is affected is the rate 

at whi ch i ndiv i duals progress through this sequence ."(S) Kohlberg 

uses the apparent universal validity of his theory as indicating 

that all i ndivi duals wil l , at any s iven point in t hei r co ; nitive 

de velopment, display moral reasoning which may be categorized a ccordi ng 

to one of his six stages . Kohlberg elaborates on the relationship 

bet ween cognit ive development and moral reasoning when he states as 

follows : 

At. each stage , the same basic moral concept is 
defined, but at each higher s tage this de finiti on 
i s more differentiated , more integr a ted and more 
gener al or universal .... Each s tep of deve lopment 
then is a better cognitive organization than the 
one bef ore it, one which takes account of 
ever ything present in t he previous stage , but making 
new distinctions and organi zing them into a more 
equilibr i a ted str ucture. (9) 

He concludes that: "Moral thought then seems to behave l ike all other 

kinds of though t . Progress through the moral levels and stages i s 

characterized by increasing differentati on and increasing integration, 

and hence is the same kind of progress t hat scientific theory 

(10 ) 
represents." 



Before continuing, it is probably wor thwhi le t o comment. 

upon the relationship between Kohlberg' s theory and conventional 

methods of moral education. Kohlberg rejects didacti c moral instruction 

as having little or no influence upon moral character. He attribute s 

this, in part , to the fact that such e t hical ins t r uction has been 

essentially an att empt to indoctrinate student s with various state 

or culturally defined values or it has functioned as a means of 

enhancing administrative goals. Kohlberg rejects both approaches on 

the basis that neither effective ly challenge s t.lie value assumptions 

of the individua l. He suggests, instead, that the goal of moral 

education should be the" ... stimulation of the development of t he 

individual child's moral judgment and character."(ll) 

A definition of the aims of moral educat ion a s 
the stimuJation of natural development is mos t 
clear-cut in the area of moral judgment , where 
there appears t o be cons iderable r egularity o:': 
sequence and di r ection in de ve lopment in va r i ous 
cultures. Because of the regularity, i t is 
possible to define maturity of a child's moral 
judgment without considering i ts content (the 
particular action judged) and withou'!:. cons i dering 
whether it agrees with our own particular moral 
judgmeHts or values or those of the Ameri can 
middle·-class cultur e as a whole. In f act, the 
sign uf the chi l d's moral mat urity is his 
ability to make m r al j udgments and formulate 
moral principles of his own, rather than his 
ability to conform to moral judgments of the 
adults around him. (12 ) 

The centr al preinise of Kohl berg' s theory is an individual's 

independent p r ogression through t he s i x stages. Should that progression 

be for ced, t he n the individual wi ll not hav<.? adopted a changed 

perspective on moral iss ues as a r esult of free will. 'rhe Kohlbe rgian 
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approach asks the student to examine his own thinking about moral 

issues . It does not propose a series of morally correct positions 

which the student must learn . 

A distinction s hould be maue at this point between the 

Kohlbergian approach and Value s Clarification Procedures as 

b . h . d . (l3) advocated y Louis E. Rats and Si ney Simon . Value Clarification 

has as its main goal the student ' s recognition of his or her own 

personal values . This recognition usually occurs when the student 

is confronted with dilemma-type situations and is asked to suggest 

those actions which they feel are appropriate to the situation. The 

emphasis is on self-knowledge and awareness and the procedure therefore 

does not seek to chal lenge those values which the student articulates . 

Kohlberg ' s approach , on the other hand, seeks to find the 

' best' answer to a moral dilemma -- 'best ' being defined i n terms 

of Kohlberg's previously ennunciated concepts of justice, reciprocity , 

and respect for others . While Values Clarification may encourage the 

student to see the possible consequences of his alues position, it 

does not presuppose a preferred values position , other than than which 

accurat ely reflects the true feelings of the individual . The 

Kohlbergian approach desires something more than simply an honest 

e xpression of belief . The enphasis O!l develop!!1e!:t a!ld p.:rogression 

in Kohlberg's theory is what tends to distinguish it most clearly 

from Values Clarification . It is a distinction whi ch must be 

recognized if one is to fully appreciate the consequences of the 

Kohlbex-9ian approach to moral development . 
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The adaption of the Kohlbergian approach to the teaching of 

history is the primary concern of thi s thesis . Such an adaption has 

been suggested by Kohlberg in a lecture entitl ed "Moral Development 

and the New Social Studies. " (l4 ) 

Kohlberg began his analysis of the new social studies by 

stating six basic postulates of the new social studies; all of which 

he sees as being derived from the work of John Dewey. "'l'he first 

postulate is the replacement of rote-learned facts by an emphasis upon 

• h h d • "{lS) active t oug tan reasoning. Active thought and reasoning is 

defined as that which employs inquiry learning , the application of 

scientific methods to social material, and the use of critical or 

reflective thinking. The second concerns the distinction being made 

in the discipline between the content of thinking and the form or 

proces s of thinking. It follows from such distinction that the 

pr ocess of thinki ng" ... can be stimulated regardl~ss of content 

(16) 
areas." The third therefore suggests that the new social studies 

. (17) is, by necessity, inter-disciplinary 1.n nature. 

The fourth postulate ls of central importance to this t..hesis 

as it emphasizes the" centrality of the problematic case, the use 

f 1 t t . . 1 bl .. (lB) o re evan concre e cases representing socia pro ems. An 

acceptance of Kohlberg 's analysis of the nature of the new .social 

studies compels one to perceive the importance of the fourth postulate 

and the necessity of incorporating int o the curri culum that material 

which will facili tate the accomplishment of the central goals of the 

new social s tudies. 
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However, such an analysis does not tell the complete story 

for it fails to detail the relationship between the new social studies 

and the process of valuing so central to the work of Kohlberg and 

John Dewey. Dewey's pioneering work in the field of moral development 

has as a central concern an avoidance of the transmission of consensual 

values. Kohlberg's desire to avoid methodology which attempts such a 

transmission has led him to articulate the fifth postulate. Noting 

that, " ... according to Dewey, factual scientific judgment and value 

judgments have important common characteristics and both represent 

partial aspect of a proce ss of solution of problematic social 

situations,"(l
9

) Kohlberg states that, "The fifth postulate of the 

new social studies, then, was the need for clarification of values, 

for critical thinking about our own value-assumptions in the content of 

•• f 1 fl' .,( 20) situations o va ue-con ict. A sixth and final postulate stems 

from such an observation, namely" ... the need to focus upon situations 

. (21) 
and issues which are not only problemistic but controversial." 

In his paper Kohlberg attempted to relate the preceeding six 

postulates of the new social studies to his work on moral development. 

The basis for the relationship can be found in Kohlberg's analysis of 

" ... two central assumptions of the Deweyite canon." 

The first is the psychological assumption of 
cognitive and moral stages and the parallel 
assumption that education is supplying the 
conditions for development through the stages. 
The second is the philosophic recognition 
of ethical principles as defining the aims of 
social education. (22) 

These two assumptions are basically those which underlie 
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the wcr k Kohlberg has done in the field of moral education. Given the 

above two ass umptions, one may begin to perceive how t he concerns of 

the new social studies may complement the work of Kohlberg and how t hat 

work may facilitate development of those goals which are so important 

to the social studi es clas s r oom. The first assumption relies on the 

work done by Piaget and the verification of "Piaget 's description of 

adolescence as t he period of development of formal operational thought, 

of abs t r act, reflective thought. 11
(
23 ) Such development is 

characterized by a demonstration by the chi ld that he can "classify 

clas sification, tha~ he can combine combination, that he can relate 

1 . h' 11 ( 24 ) re ations ips . Such cognitive development is characterized by 

Kohlberg .in the following way: 

It i mplies that he can think about thoughts, 
and create thought systems of "hypothetico­
deductive" theories . '!'his involves the 
logica l cons truction of all poss i bilities -­
that is, the awar eness of the observed as only 
a s ubset of what may be logi cally possible . 
In r e.lated fashion , it implie s the hypot hetico­
deduc t ive attitude, the notion that a belief 
or propos ition i s not an immediate truth but 
a hypothesis whose truth value consists in 
the truth of the concrete propositions 
derivable from it."(25 ) 

Kohlberg wake a signifi cant observation about t he. natur e of 

cognitive development when he s tates that " ... social inquiry cannot 

( 26 ' be t aught, although its development can be stimulated and intended ." 1 

The observation is s:Lgnific5.nt because it s uggests that inquir y teaching 

may be unsuitable for students who have not ye t r eached the stage of 

formal operational thought, as t.hat stage is defined by Piaget and 

Kohlberg . Furthermore , it would seera to imply that formal operatior,al 
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thought is a necessary prerequisite for inquiry l earning , rather than 

a product of such l earning. The significance of this is underscored 

by Kohlberg w~en he states as follows: 

Our r esear..::h findings indicate that only 53% 
of middle-clas s sixteen to eighteen year 0lds 
are fully capabie of formal operatior..al thought. 
If sizeable portions of adolescents are incapable 
of hypothetical inquiry, they are unlikely to 
find the new training appealing or stimulating.(27 

In so stating Kohlberg calls into question the validity of using the 

inqui ry model as a method of teaching the 'new social studies' to 

s t udents at a.11 stages o f development . He g·oes on t o conclude tha.t: 

Social science and legal disciplines, as patterns 
of thought are extensions o f a natura l mode of 
thought , that of formal operations . They are not 
r eally r elevant models_ of thought for children at 
an earlier st.age of thought . (28 ) 

In so concluding , Kohlberg questions the validity cf teaching abstract 

societal problems to students who are not yet capable of formal 

operational thought. 

One might legitimately question, therefore, where t he 

preceding leaves the t eacher who is since.cely concerned with presenting 

' abstract societal problems' to his or her c l ass in a way which wil l 

enhance the student's ability t o make r ational moral judgments about 

such proble:ns. By way of an answer to that question one might 

consider wh, t Kohlberg has to say about t he relationship between 

moral stages and a student ' s response to specific abstract societ~l 

problems . According to Kohlberg : 

The stages repr s ent an increasing awareness 
of justice and a disentangling of jt..stice from 
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the particular accept ed rules of culture . A 
con<..:ern a.bout justice L , , howevei, present at 
every stage of development. (29) 

In short, Kohlberg sees the student as progressing towar ds 

a definition of justice which is progr e ssively less culturally spe cific . 

The ultimate goal of such a progression must be s een as being a concept 

of justice which is unive rsal in application and re levance. In so 

stating , one only reaffirms the conclusion dra.wn by Kchlberg as to the 

cultural universality of his theory, a conclusion which is based on his 

research studies . 

Justice then becomes, in Kohlberg's words, 11 
• •• the core of 

(30 ) 
moral development." However, Kohl be rg also observes that justice 

is only one of four possible decision-making orientations , each cf 

which is available at every stage. 

These orientations are the rules-ori entation , t he 
pragmatic or utilitar ian consequences orientation, 
the just ice orientation and the conscience or ideal.­
self orientation. Each s t ag-= has a diff e r ent ,::or..cept 
of rules , of utility, of fairness and of a good or 
ideal personality. (31) 

It is possible t.o conclude f r om this that mor al progress ion may be 

i ndicated by the particular orientation which a student a::-ticulat.0s a t 

a given mcrnent . One might also conclude that 'progression' enta i ls 

the adoption of a new orientation which is qualitatively better than 

the orientation previously articulated . Kohlberg's concept of juatice 

is the ideal orientation . If it were not, t hen it would be pointless to 

talk of moral deve lopment in the Kohlbergian sense. Should t he student 

fail to move towards the a rticulati on of the just:ice orientation then 

it is not poss ible for mora l deve lopment t o have occurred. This does 
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not mean that one should censure the student for failing to adopt 

the preferred position. To do so would be moral indoctrination, not 

an encouraging of moral development. What one may do, however, is 

construct exercises for the student which encourage cognitive growth 

and, hence, moral gr owth: to cause the student to rigorously examine 

the nature of his moral position and to see the consequences of that 

position beyond the immediate circumstance in which it is articulated. 

Hand in hand with a mastery of certain cognitive skills comes 

an ability to increase one' s awareness of the nature of one' s own moral 

position and the motives which underly that position. Moral 

development to the principled level, as seen by Kohlberg , is a 

rational process : it is the product of clear thinking and, as such, it 

is dependent upon a mastery of formal operational thought. 

If one wishes to adapt Kohlberg ' s theory to the classroom , 

then it would seem necessary for one to be able to enhance the student' .... 

ability to acquire the skills of formal operational thought. A.ny 

curricula material s which are used in conjunction with Kohlberg's 

theory must have, as t heir primary focus then, the development of such 

skills through a consideration of certain moral problems . Such a 

conclusion is based on Kohlber g 's analysis of the process of moral 

deve l opment and what tha+.: proce ss entails f rom a te2.ching perspective . 

Kohlberg has drawn certain conclusions about the nature of 

the task facing t !-1e tl:! a.che . who wishes to integ:i::-a te an i':.Wareness of 

moral stages into his teaching methodology . 'I'hose same conclusions 

are also very important to the teacher who w.ish8s to design material 
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which encourages moral development in the context of the Kohlbergian 

model. 

Kohlbe rg stat e s most unequivocal:!.y the need to go beyond 

simple values - clarification or , at least, values-c] arifi cation which 

assume s that all values are r elative . 

... we do not agree that all values are relative 
nor do we t each children value-relativity, which 
in its str ong s ense is an unsound doctrine, both 
philosophically and in terms of social scienc e 
fact. (J2) 

I f one accepts, as Kohl berg states, that, " ... re l ativism is an 

• h'l h' 1 • .,(JJ) h h' 1 • incorrect. p i osop :i.ca view, t en one may accept . is cone us ion 

that: " . . . the educational objective of stimulation of moral stage 

development cannot be called indoctr i nati ve . " ( 34) Such 2. conclusion 

is based on t he following rationale, a rationale which s eems to be 

consistent. not only with Kohlberg 's defini tion of ir.doctrination but 

with t he overall pm7pose of moral education as articulated by him. 

First, it is non-indoctrinative because it is 
not addressed to transmitt ing specific value­
content but s timul ating a new way of th'nking 
and judging. Second, it is non-indoctrinative 
be cause it is not imposing something alien on 
the student. Movement to the next stage is 
movement in a direction natural to him , it is 
movement in the only direction he can go . 
Finally, it is non-indoctrinative because the 
core of moral stages is a s ense of rights and 
j ustice . Our whole objer.tion t o jnnoctrination 
presupposes a sense of rights, but such a sense 
of human rights can only occur throught the 
process of moral deve lopment . <35 ) 

·Given that movement through Kohlberg ' s moral stages is a 

valid educationa l objective, one must then ask how such development 

can occur in a classroom situation . 'l'he second chapter of this thE:sis 
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will attempt. to answer that question through an analysis of the 

methodology employed by Kohlberg i n facilitating the moral stage 

development of his students . 
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Chapter Two 

The Kohlbe rgian Moral Dilemma Story 

Havi ng de tailed La\-.1rence Kohlberg ' s 'l'heory of Moral 

Development , it .is necessary now to consider how that theory is put 

into p r act ice. The primary vehicle for the application o f Kohlberg 's 

theory in a teaching situation is the moral dilemma stcry . It is 

the story which elicits moral responses which , in turn , allm, fer the 

categori zation of t he student's moral development according to 

Kohlberg ' s theory. This chapter will discuss the general 

charac teristics o f moral dilemma stories and their place in his Theory 

o f Moral Development. 

In order t o accomplish the pre ceding , it is necessary to 

first conside r a sample Kohlb e rgian moral dilemma story. The following 

story is quite s i mple i n its form and content, yet useful in enabling 

one to see t.he structure of a moral dilemma . 

Heinz ' s !:lilemma 
In EJJ rope , a woman wa s near death from a rare form 
of c an cer. 'I'~e re was one drug that the doctors 
thought might save her , a form of radiurr. that a 
drugq.i!:.it in the same town had recently discovered . 
'l'he druggist. was charging $2 , 000.00, ten times what 
the o r ug cost him to make . 'l'he sick woman's 
hu sband , Heir,2 , wen'.: t.o ever yone he k new to borrow 
the money, b u t he c ould only get abm1t ha~_f what 
t he d rug cost. H-= told th0 druggis t t h at his 
wife waf: dy ing and asked hirr. to s•2ll it cr,eaper 
or l e t him pay later . But t he druggist s;,, i d , "No.,. 
So He inz got despe r a t:e and broke into the :nan's 
store t o ste a l the drug fo r his 0 

• ...-if,2 . ( 11 

· The preceding is a dilemma be cause i.t can only be r eso lved 

through o ne of tw:; ways P. ithe r of which wi ll result i.n the 

violation of an individual ' s rights. The student i s faced with two 
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choices. He may condo,e Heinz's action and, indirectly, the 

vi olation of the druggist's property rights , or he may condemn 

Heinz ' s action and, in so doing , place the value of property over 

that of life . The conflict is between the right of an i1dividual 

to control his own property and the right of: an individual to live . 

The essential ingredient of the dilemma is the forced nature of the 

choice . The student cannot have it both ways. He must either side 

with Heinz or the druggist. He must determine the ' rightness' or 

' wrongness' of Hei.nz ' s and the druggist' s behaviour. 'I'he dilexmna 

is a ' moral ' one because Heinz's actions must be e·valuated 

according to principles of conduc;t which are moral in character . He 

must ' steal' in order to save the life of his wife . He must take 

another man ' s property without paying for it . 

Since Hei 1z ' s dilemma is a moral one , the student who 

s tates an opini on on the situation must r eason in moral terms . He 

must determi11e which has more value, private property or human life . 

The response which the dilemma elj_cits may then be placed in one of 

Kohlberg ' s six s'lages; the appropriate stage beir,9 delcrmlned by the 

nature of the reasoning underlying the response given . 'I'he following 

categoriza~ion is by Kohlberg and suggests the type of reasoning which 

is indicative of each of the six stages. T"wo questio;;s were asked about 

Heinz's Dilemma. 'l'hey were: "What is life ' s value in the sit.uation? 11
(
2) 

and "Wh y i .s li fe Vc.lu.able?'' (3) . At pres.ant we ;.1ill consider only the 

reasoning associated with the f irst oi the two questior.s. 
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What is Life's Value in the Situation? 
Sta~ 
Wife 's life has no clear value here to husband or 
others when it conflicts with law and property. 
Does not see that husband would value his wife's 
life over stealing . 
_?tage 2 
It is its immediate value to the husband and to 
the wife herse lf. Asswnes the husband would think 
his wife's life is worth stealing for , but he isn't 
obliged to if he doesn't like her enough. Life's 
value to a person other than its possessor depends 
on relationship; you wouldn't steal to save the 
life of a mere friend or acquaintance. 
Stag_~ 
Life's value is its value to any good , caring person 
like the husband. The husband should care enough to 
risk stealing (even if he does not steal), and a 
friend should care enough to save the life of a 
friend or anothe r person. 
Stage 4 
Even though he may think it wrong to steal, he 
understands the g~neral value or sacredness of hwnan 
life or the rule to pre s erve life. Sacredness 
means all other value s can't be compared with the 
value of li f e . Tne value of life is gene ral; hwnan 
life is valcable no matter what your r e lationship 
to the person is, though this doesn't obligate you 
to steal. 
Stage 5 
He recognizes that in this situation t he w:i.fe's right 
to life comes before the druggist's right to 
prope rty. There is some obligation to steal for 
anyone dying ; everyone has a right to live and be 
saved. (4) 

Each stage represents a different way of viewing the dilemma 

of defining the central issues and perceiving the r e lative valu·e of 

property and human life . No one pe rception is wrong. However, the 

higher s t.age s do r epresent a progression towards a s t a tement of 

Kohlberg's c0ncept of jus tice and the value of human life . The 

progress ion is a progression, in the Kohlbergian s ense , because the 

f.i.nal stage r epres ents a way of thinking Wt1.i.ch perceive s 1 i.fe as having 

a gr eate r value than property , a value which i s o.bsolute and independent 
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of circumstances . 

A c lose examination of the ' Heinz Di l emma' allows one to 

generalize about Kohlbergian-t.ype dilemmas . F.ir5tly, t he dilemma 

is limited inasmuch as it introduces only a limited number of 

char acters and deals with only one conflict . Secondly , the dilemma 

deals with a pot entially genuine situation. The area of concern is 

real inasmuch as it is in the realm of the possible . 'I'he 

relat ionship betwee~ economics and health care is a r eal problem 

i n some countries, albeit not so pronounced perhaps in Canada. . The 

student, however, would probably recognize that one's ability to pay 

for assis t ance can have a bearing on the type of assistance one 

r eceives. Heinz ' s problem, theref ore, is not unique to a specific 

t ime or place . It is a matter of conscience; which brings us to 

t he thi rd characteristic -- namely that the central character has 

to make a choice about how he should behave in a certain situation . The 

focus is on Heinz and how he is going to reso l ve t he moral dilemma 

with which he is faced. Should he stea l the dr ug and save his wife 

or should he respect the druggist ' s right to property and l et his 

wife die? The choice is Heinz ' s and, indir ectly, the s t udent ' s . One 

c an legitimately ask the student what Heinz should do and the response 

wiJ l ref l ect how the student feels about the conflicting values in the 

dilemma . 

n summary we can characterize a Kohlbcrgian-·type dile:mma in 

the f ollowing way : 

1 ) The dilemma is limited. It entails basically 
onl y one value conflict . 
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2) The dilemma is genui ne . It is believable . 
3) The dilemma focuses on one character and the 

choices open to that one characte . The 
student makes a moral choice about what the 
central character should do . 

4) The student can see the conf l ic t as being an 
' eithe r ' ' or ' situati01 in which neither of 
t he two choices is culturally or socially 
predetermined . Eithe r action alternative should 
be possible. I n shor t, the student should have 
a ' choice ' of alternatives . 

5 ) The dile!!lrna i s serious inasmuch as i t focuses 
upon an important social or cultural issue 
which , be cause of its very nature , demands 
s erious consideration . (5 ) 

Given that the five characteristic s are contained within the story, the 

di.l~rmna will encourage the student to think seriously about what he or 

she shoul d do in the given situa t i on . 

Having established five characteristics of a Kohlbergian-

type dilemma , i t is r,ow necessary t o consider more closely Kohlberg ' s 
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system f or scoring response s to a dilemma . I n order to do that we should 

conside r the second and rr,ore general question Kohlbe rg asks of students 

com;erning Heinz's dilemma . That. q·.1estion is : "Why is life more 

valual:Jle?"(
6

) Xohlberg's comments on the r esponses allow us to s ee 

the rationale behi nd t:he placement of a given response at a certain 

$tage in Kohlber g ' s model . 

Stage l Response: 

' 'Du1::::; nut tJi.ve d .reasun and uue::; uu-L .i.I1u.i.cdte 
understandi;1g tha t lif e is worch more than 
property." 

uch a r esponse is Stage l because it indicates an 
"orientation to punishment and reward , and to 
physical and r:la terial power ." The s tuc.ent appears 
unable to see why l ife (or property) has value 
other than that which in ascribed to it. in the 
given s ituation. 



Stage 2 Response: 

"Each person wants- to live more than anything else. 
You can replace property , not life. " 
Such a response is Stage 2 because it articulates a 
hedonisti c view of life . Life has value in the 
situation because the woman in que stion is the man 's 
wife. The student: " ... assumes the husband would 
think his wife ' s life is worth stealing for, but he 
isn't obliged to if he doesn ' t like her enough. Life's 
value to a person other than its possessor depends on 
relationship ; you wouldn't steal to save the life of a 
mere fri end or acquaintance ." 

Stage 3 Response : 

"People should care for other people and their lives. 
You' re not good or human if you don ' t . People have 
much more f eeling for life than for anything material ." 
A stage 3 response is based on what a "good" person 
would do. Morality, at Stage 3 , is determined by the 
expectations of the group inasmuch as a Stage 3 person 
is concerned with receiving group-approval of his or 
her behaviour. 

Stage 4 Response : 

"Life is valuable because God created it and made it 
sacred. Or life is valuable because it is basic to 
society; it is a basic right of people ." 
The Stage 4 response is one which makes reference to an 
established order (i. e . religion or society ) and the 
correctness of behaviour is judged by its orientation 
to law, duty or authority . Kohlberg si.nnmarizes the 
Stage 4 response as one" ... maintaining a fixed 
order; whether social or r eligious, which is assumed 
as a primary value ." 

Stage 5 Response : 

"Everyone or society logically and morally must place 
each person ' s individual right to l ife before other 
rights such as the righ t to property . " 
The Stage 5 person has a "s ocial-contract orientation." 
The Stage 5 re sponse emphas i zes , " ... equality and 
mutual obl igation wi thin a democratically established . 
order ." Kohlberg cites the morality of the American 
Constitut ion as an example of a determinant of a Stage 
5 response . The morality of the American Constitution 
would allow Heinz to s t eal t he drug for it holds t he 
vah e of human li fe above tl1at of private property . 
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Stage 6 

The Stage 6 response is one which makes no recourse 
to outside considerations when determining the 
correct behaviour in the situation. Heinz must 
steal the drug be cause tha t is the only way to 
maintain t he s anctity o f human life . As Kohlberg 
notes: "Only a t St age 6 is e ach li fe seen as 
inhe rently worthwhile , a s ide from all other 
considerations ." The person ope rating at Stage 6 
articulates a be lief in t he absolute value of human 
life -- a va lue which is not dependent upon, or 
de t e rmined by, circumstance . (7) 

While categorization is an impor tant part of Kohlberg's 

Theory, it is only an initial task in the application of his theory 

to the t eaching s ituation. The second step concerns the 'devel opmental' 

character of Kohlberg's mode l and the que s tion of how the dilemma 

functions as a spur to moral developmen t . The answer to that question 

can be found in t he role Kohlberg a s signs to the t e ache r. An abi lity 

to recognize the mor al characte r of the s t udent's r esponse is an 

important task f or the teacher. More significant, however, is an 

ability to assist the student to, as Kohlberg states , " ... pe rce ive 

• • • • • • II (8) social r eality or to organize and integrat e social experie nce . 

The l atter is impor t ant be cause it is thr ough such perception and 

organization and int egration that mor al deve lopment occurs. Kohlbe rg 

summar i zes thi s a spe c t of mora l deve lopment when he states as fol lows: 

The ma in experimenta l de t e rminants of moral 
deve l opment seem to be amount and variety of 
social experience , the opportuni ty to take a 
number of role s and t o encounter other perspecti ves . 
... Be ing able , through wide practice , to t ake 
another viewpoint , t o "put yourse l f in h i s p l ace " 
is the s our ce of t he principled sense of equal ity and 
r ec i procity . Pe rhap s t he best s ummary of the situation 
in ever yday l anguage come s f r om E. M. Forste r, who t hought 
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that most of the t rouble in the world is due 
to "the i nability to imagine the innerness of 
other lives."(9) 

The moral di lemma , theref ore, must be seen as being primarily a 

vehicle for facilitating such ' moral role-taking'. 'l'he student 

experiences the dilemma; he is forced to see himself in the situa t i on; 

to become, f or a short t ime , an active participant in ' the innerness 

of other l ives '. 

The i nvolvement of t:he student in a moral dilemma is therefor e 
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of central importance to Kohlberg ' s model for moral development. However , 

certai n other things are required in order for that model to come to 

life. Having engaged the student in the dilemma, the t eacher mus t.: them 

go one step fur ther . 

That ' one step further ' brings us to the question mentioned 

earlier in this paper; namely, how does the dilemma spur moral 

development . The answer to t hat question lies in the nature of the 

development which we seek to encourage. Kohlberg s .. a t es that: "Moral 

. d • • • 1 f • f • 1 · 11 (lO) J U gment is p r ima.r:L y a ·unct 1.on o r ationa ope rat.J ons. Once 

the student has be come involved in the dilemma, he then p:::oceeds to 

make a judgment about the type of behaviour which he f avour s. Then, 

according to KohJ.berg : " . . . moral situations are defined _cognitively 

(11 ' 
by the judging i ndividual..", - -, Moral development, ir,. such a schema , 

becomes a fun,:: t ior1 of t he student's ability to r eason logica lly about 

what he is experiencing. 'l'he teacher's task is to assist t he s tudent 

to do jus t that: to take the situation and to weigh alter ntives , see 

the conseque nces of all options, and t o assist the s tudent at arriving 

at a moraJ.ly and intellectuall y cohesive con<..: J.usion . It is a task 



which Kohlberg defines in the following terms: 

... the teacher must help the child to consider 
genuine moral conflicts, think about the reasoning 
he uses in solving such conflicts, see inconsistencies 
and inadequacies in his way of thinking, and find ways 
of resolvi ng t.bem. "l'o do tnis , the teacher '!!IU"St -kno-w 
the child's level of thought, match his level by 
communicating at the level directly above, focusing 
on reasoning, and help the child experience the 
type of conflict that leads to an awareness of the 
greater adequacy of the next stage. (12) 

In summary then, the purpose of the dilemma is threefold. 

Firstly, it is the vehicle which engages the student in a moral 

conflict. Secondly, it is the means by which the teacher determines 

the student's level or stage of moral reasoning. Thirdly, it is the 

impetus towards progression from one stage of moral development to 

the next. 

This chapter has briefly examined the nature of Kohlberg's 

moral dilemma stories, the types of responses which dilemmas can 

elecit and the role of the teacher in presenting such dilemmas to 

the student. Subsequent chapters will attempt to demonstrate, 

primarily through example, the suitability of historical content as 

a source of Kohlbergian-type dilemma stories. 
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Chapter Three 

The Moral Dilemma and the Content of History 

It is the central proposition of this thesis that the 

content of history may be appropriate for the writing of Kohlbergian­

type moral dilemma stories. History, as a subject, seeks to involve 
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the student in the events of the past in order to encourage understanding 

and to develop the skills of the historian. The student seeks to 

comprehend the dynamics of a particular period in history through an 

analysis of beliefs and actions which are indicative of that period 

in history. The teacher assists the student in this task through the 

use of various types of teaching methodology. Following from the 

central proposition of this thesis is a belief that the presentation 

of historical content in the form of dilemmas will enhance the student's 

understanding of particular incidents in history. 

The critical aspect of the moral dilemma is its ability 

to involve the student in the moral conflict as it is presented. The 

same might also be said about the presentation of historical content. 

The history teacher seeks to involve the student in what he is 

learning. 'Empathy ' is a much over-worked word today but it seems 

to describe well the involvement necessary for an understanding of 

history. One dictionary definition is" ... the quality or process 

of entering fully, through imagination, into another's feelings or 

motives II ( 1) 

The moral dilemma story seeks to accomplish just that. It 

is Kohlberg's vehicle for developing an appreciation of "the innerness 



of other peoples's lives." Once the student has developed such an 

appreciation, he then makes a moral decision based on criteria 

determined by the conflict. He must confront the same value conflict 

as the central character in the dilemma. In short, he must become, 

to empathize is central to involvement in Kohlbergian-type dilemmas; 

it is also central to an understanding of how and why individuals act 

the way they do in history. 

The application of Kohlberg's Theory of Moral Development 

and the teaching of history are not the same. However, both encourage 

thinking about specific events in a clear and rationale manner and 

both emphasize the role that motivation plays in the actions of men. 

The dilemma asks the student to decide the course of action which 

should be adopted. Yet, to make such a decision, the student must 

fully appreciate the consequences of a given act and the possible 

options open to the central character. In that sense a dilermna is 

'open'; that is, it may be resolved in a number of ways. History, on 

the other hand, is a closed discipline inasmuch as we know what 

happened, even though we may realize the multiple causation for such 

an outcome. History, by definition, is a record of accomplished facts. 

The historian may be selective about motive and significance but he does 

not presume to alter the course of history to suit a particular 

interpretation. 

The divergence of the intentions of the history teacher and 

Lawrence Kohlberg does not, however, jeopardize the value of historical 
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content for the writing of dilewmas . Both the historian and the 

user of Kohlberg's model seek to involve the student in the material 

being considered . The historian does s o to increase understanding ; 

the user of Kohlberg's model to encourage mora.l development . 

A Kohlbergian-type moral dilemma i s a story . It relates 

an inc ident in which an individual is faced with a. moral dilemma. 

The conflict will have i ts roots in the day t o day events of human 

existence . It pits the individual against the complex and intricate 

rules , social n0rms and established order of society and it wi ll 

usual ly be r esolved by the character making a de cision about which 

of those rules he will obey. The criteria by which we decide the 

appropriateness of a dilemma have already been discussed . The structure 

of the dilemma is determined by Kohlberg ' s model . Its form is 

therefore relative ly unchangeable . However, it is possible that 

the content of a dilemma may be altered without jeopardizing its 

useful ness t o Kohlberg's Theory o f Moral Development inasmuch as 

moral conflicts may be fouad in any number of historical situations. 

The five essential characteristics of a Kohlbergian-type 

moral dilemma have already been s t ated in Chapter 'lwo . It is those 

characteristics which will be used to determine the suitability of 

historical content and the manner in which it can most effectively be 

presented. 

The application of the five cha r acteristics will result in 

histori.-::al dilemmas of the following type . 
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a) The historical incident will be limited. It will entail only 

one value conflict. 

b) The dilemma will be genuine and believable. The fact that the 

incident is drawn from history will greatly enhance the 

believability of the conflict inasmuch as the dynamics of the 

conflict will be readily verifiable. 

c) The historical incident revolves around one character, who may 

be either real or imaginary, and examines how that character 

deals with a factual set of circumstances. The student makes a 

decision about how the character should behave. 

d) The student can see the conflict as being resolvable in more 

than one way. Because the i ncident is drawn from history, the 

dilemma may be constructed in one of two ways: 

i) imaginary character and real incident or 

ii) real character and real incident. 

If the character is .imaginary , then the resolution of the conflict is 

unverifiable, save in a general sense, in terms of subsequent historical 

events. If both the character and the incident are real, then it is 

possible for the student to compare his moral decision with the actual 

historical consequences of the conflict. In both cases it is ·suggested 

that the student approach the dilemma with little or no knowledge of 

events subsequent to the incident in question. It may even be possible 

that, in some cases , the actual identity of the central figure be 

disguised . However , whichever approach is used, the student will make 

his decision free f r om any notion that one course of action is 

culturally or socially predetermined. 
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e ) The dilemma wil}. be drawn from the general body of historical 

content . It will be a serious dilemma , however , only i f it 

focuses on moral conflicts which transcend the particular 

situati on in which they occur. It is the task of the teacher, 

theref ore , to select content with t:hat purpose in mind -­

content whose relevence is not solely dependent upon the 

histori cal situation which it describes. 
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It is not the i ntention of this thesis to suggest all of the 

histor ica l incidents which may be appropriate for Kohlbergian-type 

dilemmas . Needless to say , such a list would be of a considerable length . 

However , the following suggestions should malce clearer t he type of 

material which may prove suitable. 

a ) r evolutionary movements (American, Chinese , Russian ) 

b ) wars, conflicts , rebellions (World Wars , The 

Rebellion of 1837, The Vietnam War, The Riel 

Rebellions ) 

c) social and political movements (I'h.e Suffragette 

Movement , The Industrial Revolution , The Rise of 

Organized Labour) 

d) minoriti es and i nteres t or pressure groups 

(Indian-White reiations , Immigration and the 

Opening of the West , Japanese-Canadians and 

World War II, Frenci1-Canadians) 

e) t he individual versus th~ state (The War 

Meas-:.ires Act, The Conscription Crisis of 1917, 

Potlatch Laws , The Winnipeg Genera l St r i ke ) 



Each of the above themes would seem to offer ample material from 

which dilemmas could be constructed. 

The teacher who wi_shes to discuss, for example, the Winnipeg 

General Strike, might create an imaginary character who is faced with 

a dilemma in which he has to choose between obeying the law or 

joining in an illegal strike for better working and living conditions. 

The dilemma would relate, in detail, the social and political climate 

of Winnipeg and Canada at the time of the strike. It would attempt to 

recreate for the student, through the use of historical detail, the 

conditions facing the central character in the dilemma. The dilemma 

should be specific about the realities of the situation. In other 

words, it would be as 'real' as possible. The central character may be 

either an employer or an employee. Ideally, two dilemmas would be 

presented and the student would have the opportunity of seeing the 

conflict from two perspectives. The content of the dilemma would 

encourage role playing to a degree yet the central purpose would still 

be to have the student make a decision about what the central character 

should do in the situation. The student is certainly encouraged to 

empathize with the central character but only inasmuch as it allows 

him to appreciate the dynamics of the conflict. 

An alternate approach in selecting historical content is to 

examine, in terms of a conflict, an actual historical character at an 

important instance in his life -- an instance in which the character 

is faced with a moral dilemma. An appropriate figure would be Louis 

Riel. The identity of the character may be either known or unknown 



to the student. In either case, the student would see Rie l (or Mr. X) 

in terms of the conditions in which the Rebellions occur~ed. The 

dilemma would describe the actions of the government in Ottawa and 

the nature of the Metis existence in Manitoba. It would supply 

biographical background on Riel -- his life prior to the Rebellions 

and his thinking during the time of the Rebellions. The student would 

then be asked to decide how Riel should act in the situation. A 

complementary dilemma might concern the actions of Macdonald and how 

he should respond to Riel' s behaviour. 

In summary, the use of historical content for the writing of 

a Kohlbergian-type dilemma should entail a relatively detailed 

presentation of an actual historical incident in whi~h a central 

character, either real or imaginary, must make a dec.lsiou aLout 11,)w ht: 

is going to respond to a particular set of circumstances. The writer of 

such dilemmas should select those historical incidents which are 

presentable in terms of how an individual might perceive them. The 

most important task facing the teacher, therefore , is to focus on those 

events in history which meet the above req~ir ements . It is a task 

which is made easier when one reflects that history is very often the 

record of how one individual , or group of individuals , acted out a 

particular moment in time. 
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Chapter Three 

Footnotes 

(1) H. W. Fowler and F . G. Fowler, eds. , The Concise Oxfor d Dictionary 
o f Current English . Oxford: Oxford University Pre ss, 1964 , 
p . 39 7 . 
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Chapter Four 

Presenting the Horal Dilemma in the Classroom 

Methodology is of pri mary i :-.nortaa e to the effec · ive 

presentation of historical content in t he form cf Kohlberg i an-type 

dilemmas . It has been stat ed t hat the bas ic format of the dilmm.na 

is a brief story foi lowed by a s eries of questions . Witho t altering 

tha t format, it is possible to suggest various ways that t he teacher 

can present the student with moral dilemmas drawn from history . I t 

i s the eli ef of this writer that moral dilemma stories drawn from 

history can be util ized as an integral part of a history course . It 

is a l s o hoped that they will entai l a methodology which will 

complement more traditional t echniques for teaching history. 

Having s e l ected the content which i s to be covered , the 

t eacher must t ben formu late a series of s t ories which r,resent the 

e s s ential components of t!'le material in conjunction with a central 

character who i s , in a s ense , experiencing the event:s being considered. 

The story,. therefore , must cc,n1:ain t.he essential historica l facts and 

it s hou ld give t he s tudent a broad view of the historical period in 

which the confl ict occurs . The dilemma, of course , is not expected 

to give all sides of a particular question. It i s an att empt to 

The student must. make a decision about tbe prefer red behaviour for that 

charact2!:" only. He is not e ' ·pectcd to determine ' proper ' behaviour for 

all of the historical figures he may encount2r. The di l emma. focuses on 

only one central character at a t ime ; other individuals are mentioned 



only if they are essential to the moral confl~ct. Stating this 

suggests an important aspect of the methodology to be adopted . 

The dilemma presented should, where possible, be only one 

of a set which, together, give the student a sense of all of the 

aspects of the issue being considered . Hence , a dilemma which 

focuses on Louis Rie l should be accompanied by a dilemma which focuses 

on Sir John A. Macdonald . A dilemma which describes a native Indian ' s 

experience with Potlatch Laws should be accompanied by a dilemma in 

which the central character is an Indian agent responsible for 

administering those laws. In both cases, the student would be asked 

to decide what the central figure sho ld do in the situation. 

Because of the nature of Kohlbergian-type di l emmas, it is 

essential that the student not seek to replicate the actual events of 

history when making his decision. He should decide on]y in terms of 

the in:forma-:::ion supplied t o him, and his decision should reflect his 

stage of moral development. 

It is therefore suggested that when the t eacher presents the 

dilemma story , he does not, at the same time , relat~ the actual 

decision made by the central character nor should he disclose the 

historical consequences of the incident or incidents . To do so would 

jeopardize the value of the student's decision anci the degree to v1h.i.d1 

it actually does reflect his moral thinking . 

. Once the student has made his decision about what the central 

figure in the dilemma should do , he should r ecord that decision so as 

to avoid confusion at a later date. He ~hen should be given an 
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alternate dilemma to consider, one tl1at presents another historical 

figure grappling with the same issue from a differen-L perspective . It 

may not always be appropriate , however, to consider another dilemma. 

This should occur only if the historical incident involves two or 

more central char acters who exist, to a degree, in opposition to each 

other or who represent opposing positions on the iss ue. 

Having considered one or more dilemmas and having made 

decisions about how individuals should behave, the student would then 

benefit from exposure to the actual historical consequences of the 

incident. The student may then compare his responses to the actual 

decision made by t : e central character . In the process , he may draw 

certain conclusions about the morality of the individ al' s behaviour . 

He may also begin to see the connection between moral thought and moral 

behaviour. The student should be encouraged to speculate about the 

behaviour which might follow from the moral decision the student has 

made. These las t. activities go beyond the intention of Kohlberg 

inasmuch as they f a ll i n to the realm of moral behaviour rather than 

moral thought. They are suggested here only inasmuch as they are a 

natural follow-through to the initial decision-making done by the 

student. 

If the centr al character in the di lemma is fictional then a 

slightly different methodology is recommended. W~th a fictional 

character. it would not be possible, o f course , to check the decision 

precisely wit h actua l historical events . However, the student shoul d 

examine the events subsequent to the incident in question and speculate 
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how the decision he has made, should it differ from actual events, 

might have altered the course of history . 

In brief , the student makes a decision about how an 

individual s hould act in a particular moral di l emma. He then compares 

his decision to tha·t actually made by the individual or, i n a general 

sense, to that made by the people at that moment in history . By a 

process o.f questioning, the student is for ced to examine his own moral 

position and to see the consequences of that position. 

A four step teaching process has been suggested by Ronald E. 

Galbraith and Thomas M. Jones in their bock Moral Reasoning . The four 

steps sugges t ed by them would appea r to fcrm an appropriate methodology 

for t he presentat ion of Kohlbergian di lemmas whose content is dra\>m 

from history. The four steps may be summarized as follows : 

i) Th e s tudent co.1fronts the dilemma . The teache r 
ens ur es that the student ur derstand.s the t enni nol ogy 
used in the dilemma a.nd the prob l em wh ich f aces t he 
cent ral character . 

ii) 'l'he st.ud~nt stc:.tes a t entative posit :i.on o the 
dilomma a fte r car eful anal ysis and th01.,ght . 
Ga.lbr ai th and ,Jones suggest that t he t eacher 
dete r mine how the class as a whole fee ls on the issue. 
Se l ected s tudent may also be asked to s tate their 
positions on t he dilemma s o os to de1nonstrat . t o 
the class that different opinions on the conf lic t 
are possible . 

iii) The i:..edche.c sliuuld t l i i:-: n , L.h.cuu'::J } i y_ue::, t: ..L.uui11g , exd.111..i.. m :! 

the reasoning which has l ed to t he stated pos itions 
on the dilemma . The evaluation s hould be open ended 
<lnd not i ndi cate the existence of a 'right answE:r', 
nor should t he y i ndicate intoler ance of any one 
position . In short, t hey s hould seek to encourage 
student self-cr iti cism, ana lysis and extrapolation. 
The class as a whole shou l.d be encouraged t o 
participate in the questioning froce s s. Such 
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questioning may be conducted with the entire 
class or in small groups in which the teacher's 
role is more one of facilitator than of leader. 

iv) The final phase of the discussion should focus 
around the teacher assisting the students to 
once again reflect on their positions concerning 
the dilemma. Certain students may indicate that 
their thinking has altered during the course of 
the discussion. However, the objective is not to 
formulate a consensus opinion or draw any final 
conclusions. The process should remain open-ended 
and the students should be encouraged to continue 
thinking about the dilemma.(1) 

The teacher adopting the above methodology has a number of 

options open ·to him in terms of when related or complementary material 
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is presented to the student. He may introduce a second and related 

dilemma between steps iii and iv or he may wait till after completion of 

step iv to engage the student in a second moral conflict. It would appear 

that the first approach would be preferable for it would ensure a more 

balanced presentation of the incident from a variety of perspectives. 

The primary purpose underlying the methodology should be the 

presentation of a moral conflict in a way which ensures the student's 

understanding of the problem in the dilemma. The teacher should therefore 

decide whether a second dilemma between steps iii and iv might cloud 

rather than clarify the issues being considered. It is suggested, 

however, that a second dilemma, if appropriate to the historical content, 

be presented at some point in the teaching process in order to ensure a 

balanced presentation of the issues involved in the historical incident. 

It would also be a valid way of following through on the moral reasoning 

demonstrated by the student and of encouraging an open-ended analysis 

of the moral issues involved. 

Upon completion of step iv and the presentation of all of 
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the dilemmas, the student should then be exposed to the historical 

consequences of the moral conflict which has been considered. The student 

should gain an awareness of what really happened and he should be. 

encouraged to speculate on the moral character of the subsequent events. 

Emphasis should be on comparing and contrasting the moral decision made 

by the student with those made by the actual historical figures. This 

would also be an appropriate time to have the student speculate 

on what action or sequence of events might have followed from the 

moral position he had advocated for resolving the dilemma. 

In summary, the recommended methcdology is as follows. The 

teacher adopts the role of clarifier and questionner. He first ensures 

student understanding of the moral conflict. He then encourages the 

student. to mci.ke ci decision about what the central character in the 

dilemma should do. That decision is then examined in an open and 

censure-free environment, one in which the student is encouraged to 

critically analyse both his own decision and those of his peers. The 

teacher then repeats the process with alternative dilemmas or proceeds 

to a general discussion of the historical material from which the 

dilemma has been drawn. The process becomes both a spur to moral 

involvement, in the Kohlbergian sense, and a valid and effective 

methodology for the teaching of history. 

A brief mention should be made at this time of the type of 

materials which would be most appropriate for this approach to the 

teaching of hi s tory . Inasmuch as the emphasis is on individual responses 

to histor.i.c;il events , the best type of material would be that which 



concentrates on the personality and character of historical figures. 

The details of a person's life would help contribute an important sense 

of what the individual was like as a human being. 'l'he dilemma seeks 

to have the student identify with the central character or, at the 

very l east , have the student empathize with the character' s dilemma . 

It is important therefore that the character be believable. Excessive 

detai l may only confuse the i ssues in the conflict but a certain amount 

i s necessary for the central character in the dilernrr.a is , in many 

instances, an actual historical figure, one whom the student should 

come to recognize and understand. 

The f inal chapter of this thesis presents a series of 

complete historical dilemmas drawn from the content. of Canadian history. 

Also included i s a set of 'Instruct ions to the Teacher' which are 

intended to assis t the teacher in presenting historical dilemmas in 

the classrocm. 
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Chapte r Four 

Footnotes 

(1) The f our steps have been adapt ed , with cert a in modifi cations, from 
E. Galbraith and Thomas M. Jones , Moral Reasoning . Anoka , 
Minnesota : Greenhaven Press , 1976, 61 - 64 . For a more 
detailed discussion of the proposed teaching methodology , 
please see Chapter 5 of this thesis . 
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Chapter 5 

Instructions to the Teacher and Sample Dilemmas 

This chapter will present ia detail a set of curriculum 

materials based on the method of teaching advocated by this thesis. 

An att empt w·11 be made to approximate, as closely as possible, the 

fo rm i n which such mate Y."ials would be most effect ively presented in 

t he c lassroom. The following components are inc luded in this 

presentation: 

(a) Instructions to the Teacher 

(b ) Background Briefing Papers (one per dilemma) 

(c ) Profile Cards 

(d ) Suggested Follow- Up Questions 

(e) Bi bliography for ea.ch Dilemma 
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Instructions to the Teacher 

The following curriculum materials are designed to deepen 

student und~rstanding of particular historical incidents . Each 

incident focuses on a moral dilemma and the dynamics of that dilemma 

are drawn from history. The student is asked to make a decision about 

what the central character in the dilemma 'should do'. The format of 

the dilemma is drawn from the work of Lawrence Kohlberg. The emphasis , 

however, is on effective methodology in teaching history. 

The Role of the Teacher 

The role of the teacher in the presentation of the history 

dilemma is essentially that of facilitator and questionner. The central 

and primary purpose underlying this approach to teaching history is to 

allow the student to freely arrive at moral decisions based on his own 

interpretation of the appropriate behaviour called for by the dilemma. 

The teacher should therefore not appear as the proponent of any one 

'right' answer, nor should he attempt to influence the student in favour 

of one particular pattern of reasoning. What he should do, however, is 

assist the student in considering all of the possible consequences of 

his moral decision and insure that the student has a clear and logical 

set of r easons for the moral position he has adopted. In brief, the 

role of the t eacher is essentially a non-directive one, the purpose being 

not to instruct the student but rather to ensure that the student 's 

decision making process is free from irrelevent or unre lated 

considerations. 
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The Teaching Process 

Step 1 - The Introduction 

The teacher should. discuss, in general terms, the pe riod in 

history from wh.:Lch the dilt~rmna is drawn. The student should be made 

aware of the events lea.ding up to the di lemma . It: is important that 

the student have an understanding of how the particul ar confl'ct be i ng 

cons idered happened to have arisen. 

i) The purpose of an introduction to a dilemma is to 

place that di.lemma in the broader context of 

history. 

i i) The int roduction should explore certain basic 

historical themes . (i . e . a discussion of the 

Winnipeg General Strike Dilemma should be 

preceded by a gener al discuss ion of changing 

l abour·-management relations and employer rights 

in 19th and 20th century Canada .) 

iii ) The introduction s e ts the scene for the dilemma . 

It encourages the student to see the dilemma as 

being real , in the historical sense , rather than 

simply a teacher fabricated intellectual exercise. 

iv) The exact form of the dilE.!m.'lla introduction is left 

to the discretion of the t eacher . The teacher may 

us e a number of methods to set the sce::w . A 

combination of lectures , primary r e adings and 

discuss ions is recommended (sugges t ed materials 

accompany each dilemma) . '!'here are , however , certain 
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important considerations which mus t be followed 

if the process is to be successful . 

1) Fir st and foremost , no intr oduction should include 

a consideration of events subs equent t o the time of 

the dilemma . Only historical content drawn from the 

time preceding the dilemma should be consider2d. The 

student should be i gnor ant of how the conf lict was 

resolved in history. 

2j Of course , if the central character of the di lemma is 

imaginary, the problem becomes l ess ac.:ute. Yet even 

a deci s i on about an imaginary cha:i:-acter may be 

influenced by a knowledge of how the conflict was, 

in a general way , resolved. It is therefore essential 

that the student conf ront the dilemma with as little 

foreknowl edge o f events subsequent to the dilemma i n 

question as possible . Only this will ensure that the 

student' s response to the conflict is honest and 

unprejudiced . 
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Step II- Background Papers and Profile Cards 

Background Papers and Profile Cards accompany each dilemma. 

It is suggested that each student receive a copy of the paper and a 

card prior to reading the actual dilemma . 

Every teacher has a unique approach to the teaching of 

history. As such, the Background Papers and Profile Cards are not 

intended to be exhaustive treatments of the period in history being 

considered. The Background Paper is intended only to give each student 

a brief introduction to the period in history from which the dilemma is 

drawn. It is designed so that each student has a summary of the period 

to which he may refer while he is consideri ng the dilemma . The Profile 

Cards are intended to assist the student more effectively to identify 

with the central character of the dilemma . They are des igned so that 
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the student will be able to see the charact2r as being a real person , w.I. i:.h 

a past and a set of experiences which may or may not be related to his 

present predicament. The purpose is to encourage empathy on the part 

of the student with the central character in the dilemma. Each student 

receives the same Profile Card and Background Paper so that each 

confronts the dilemma from the same resource base. 

It is presumed that individual t eachers will supplement the 

information contained in the Background Papers a!"ld Profile Cards with 

personal observations about the material. However, it is imperative 

that the teacher introduce the topic in an unbiased and unprejudiced 

fashion. To favour any particular course of action will only 

invalidate the student's decision making process . 



Step I II- The Dilemma 

The next step in the process involves studeut consideration 

of t he actual dilemma. 

i) Each student should receive a copy of the di l emma. 

ii) The teacher should ensure that the students understand 

the vocabulary of the document and the nature of the 

dilemma . 

iii ) Potential confusion may be elimi nated by having a 

sa:mpl ing of students .restate the conflict in t heir 

own words . This would allow the teacher to test for 

understanding, as well as to ensure that all members 

of the class have a clear understanding of what is 

requi red of them . The final sentence of the dilernma 

will be the statement of the. question . It is the 

question that the student must answer. Time should 

be given for careful consideration of this question . 

I t is important that the student not feel rushed , for 

that may reflect on the quality and sincerety of his 

response . 

iv) The teacher should supply each stude t with a 

' RP.spnnse Paper ' on which the student wi l l record his 

resolution of the dilemma . This not only forces the 

student to articulate his feelings but it also may 

s erve as a useful reminder t o the student of his 

initial reaction to the conflict . 
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Step IV 

The first part of the next step involves the class as a 

whole. The t eacher now attempts to establish how the c l ass feels about 

the dilemma. This step allows individual students to compare their 

responses to those of their classmates . It is imperative that this 

step of the process occur in an atffiosphere free from potential censure . 

The student must feel that his opinion , regardless of what it may be , 

has value. The dilemmas themselves assure this to a degree inasmuch 

as they f avour no clear and indisputable course of action. The teacher, 

however , s ho11ld ensure that the students perceive the resolution of the 

dilemma a s being a personal decision based on the student ' s own 

perception of what is right and wrong. 

Two ways in which the feelings of the class as a whole may be 

mea"'ured are: 

1) a vote by hands in favour of the variety of possible 

decisions which the central characte r might make or 

2) a secre t ballot in which the student is as ked to 

vote for two or more possible courses of action . 

In both cases , the teacher is given an indication of the degree of 

disagreement which ~xist.s in t he class . If there is near unanimity 

ctliou'L. one par tie:ula:;: coui: S8 of action , then the '-eacher shoul d have the 

s tudent s sugge st. r ationales for adopting this preferred course of 

action . He should then proceed to the next dilemma and r epeat the 

process. However , if there is significant disagreement in the c lass 

then the teache-c should begin to explore the rationales underlyi ng 
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the different moral positions . This can be done in the following 

manner: 

The teacher asks a cross-section of studentsto 

volunteer their reasons for selecting the position 

they have adopted. The teacher should assist the 

_students in clarifying and expanding their position. 

The teacher should not criticize the reasoning in 

terms of the position stated . 

However, he should assist each student in perceiving 

inconsistencies in logic and the possible consequences 

of the position, should it be carried to its logical 

conclusion. 

This should not be a teacher-centered discussion. Other members of 

the class should be encouraged to contribute, either by questionning 

or by stating their own positions . 

'!'he discussion of the topic may be enhanced by breaking the 

class into small groups composed of students holding varying view on 

the dilemma. The teacher is then free to circulate among the groups , 

assisting each in clarifying and expanding upon their initial 

reasoning. 

Step V 

The next step involves consideration of alternative dilemmas 

related to the initial dilemma but illustrating different perspectives 

of th~ situation. The process is repeated for each dilemma . 
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Step VI 

Once all 0f the dilemmas have been conside red the students 

should be asked to reconsidP-r their response sheets and make any 

changes which they f eel are appropriate . 

Step VII 

The final step in the process involves a consideration of 

the actual historical events subsequent to the historical inci dent 

covered by the dilemmas. This may be accomplished in a number of ways. 

(a) The teacher could recount to the class as a 

whole the historical consequences of the 

dilemma . 

(b ) The students could r esear ch the incident themselves 

and report their findings . 

(c) Appropriate pages in an available resource book 

could be assigned. 

(d ) A f ew selected students representing opposing 

viewpoints on the dilemma could be asked to 

research the incident and r eport their findings 

to the c l ass . 
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'l'his final step should involve a general class discussion ·of the dilemmas 

and the histor ical consequences of the conflict . The students should be 

encouraged to speculate how the course of history might have been 

different if peopl e had acted differently in the conflict situations 

which have been considered. 
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A City Divided 
Background Paper 

Winnipeg in 1919 is a city divided. On the one 
side are the businessmen and politicians who 
represent the established centres of power and 
influence in the community. On the other side 
are the workers who are employed in the plants 
and factories of Winnipeg. 

Winnipeg has grown rapidly in the past forty 
years. In the process, political power in the 
community has come to rest with individuals who 
are, for the most part, successful businessmen. 
This combination of political and economic 
influence gives the leading citizens of the town 
a powerful base from which to oppose any force 
which might disrupt the peace and prosperity of 
the business community. One such force which is 
both feared and hated by businessmen is the 
union movement. Unions represent a serious 
challenge to the established order in Winnipeg. 
They also represent a serious threat to 
Winnipeg's ability to compete in national and 
international markets. The high shipping costs, 
both to and from Winnipeg, make it imperative 
that other costs, such as wages, remain as low 
as possible. Many individuals in Winnipeg 
also see unions as the refuge of persons who are 
too weak to make it on their own -- persons who 
are incapable of succeeding without the 
assistance of combinations and organizations. 
This then is Winnipeg in 1919 a town run by 
businessmen for businessmen. 

What then of the worker, for he too has come to 
Winnipeg seeking his fortune. However, he 

increasingly finds himself denied a share in the 
growing prosperity of the city. Low wages mean poor 
living conditions. They also re~ult in feelings of 
bitterness and hatred towards the employers. Union 
organization seems to offer a rea l alternative .to the 
feeling of powerlessness experiehced by many of the 
workers. If the businessmen wil l not distribute the 
wealth of the city fairly, then ~he workers will have 
to force them to do so. Higher ~vage s and improved 
working conditions are the desir~d end and the strike 
is the means to achieve it . 

Since the turn of the century, w~rkers in Winnipeg have 
turned with increasing frequency to the strike as a tool 
for getting what they want, and e ach time they have 
faced increasing resistance on the part of the employers 
to accede to their demands. Stri kebreakers, court 
injunctions and, in one case, thi~ armed militia have been 
used by the business community a 9ainst the unions. 
Compounding the problem is a groning belief by many 
businessment that the union move~ent is tied to 
communism. It is a belief which has been strengthened 
by recent events in Russia. Labour-management relations 
in Winnipeg are marked by bitterne ss, hatred and mistrust 
on both sides. A short-lived general strike in 1918 has 
proved successful and, from that time on, the general 
strike is seen by many workers a !; the major weapon in 
the union arsenal -- to be used when all else fails. 

Background Paper 
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A City Divided 
Profile Card #1 
John Davidson 

Age: 25 

C 

Occupation: Metal Worker 
Home: Winnipeg, Manitoba 

d 

Family: Married -- three children; ages, 3, 2 and 6 months 
Education: Left school in Grade 6 

Davidson, like many of his fellow workers, learned his 
trade by apprenticing to a skilled worker when he was 
fifteen years old. He has been employed by the same 
Winnipeg metal shop for the past five years. He enjoys 
his job although he has found it increasingly difficult 
to make ends meet on the salary he earns. He does not 
own his own house but instead rents a three room 
apartment in Winnipeg's North End . The apartment is 
in poor condition -- it is cold :in the winter and hot 
in the summer. '!'here is no indoor plwnbing or runniii'.:J 
water. 

John agrees that his employer can afford to pay his 
employees more than he does. One of the main reasons 
he joined his union in the first place was to work for 
higher wages and better working conditions. He has 
supported the strike at his plant since the beginning 
although it has caused he and his family a great deal 
of hardship . However, the prospect of a general strike 
is something new to consider . While he believes in 
workers ' rights, he is also very respectful of the law. 
He realizes that a general strike may be the only means 
left to the workers to pressure the employers into 
acceding to 'the ir demands. However, a general strike may 
be against the law. It may also result in increased 
hardship for his family should he be arrested. 
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A City Divided 
Dilcrr.ma #1 

Time: May, 1919 
Place: Winnipeg , Manitoba 

John Davidson, a member of the Metal Trades Union , 
ha s been on strike for a number of weeks , protesting 
the refusal of his employer to allow his union to 
bargain collectively . The strikers have been able 
to gain the support of the Winnipeg Trades and Labour 
Council which has just called for a general strike 
t o support the demands of Davidson's union. A 
general strike will result in the virtual shutting 
down o f the city. Davidson strongly supports the 
demands of his union but is uneasy that a general 
strike may cause hardships for the citizens of 
Winnipeg. 

Certain fri ends of Davidson argue that a general 
strike is illegal and that Davidson and other 
union members should not support one if it is called . 
On the other hand , union l eaders a rgue that a general 
strike is the only means l e ft to forGe the employers 
to meet their demands. In this case , they argue , the 
law must be b r oken . Davidson is not sure whether to 
support a general strike . 

What Should Davidson Do? 

a • 
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A Ci t y Divided 
Dilemma #1 
Follow-Up Questions 

Response: Davi dson should support the General Strike . 

i ) Why? 
i i) Should Davidson be liable for arrest? 

i i i) Should a general strike include al l areas 
of employment? Hospital workers? Police? 
Firemen? 

i v) Does Davidson have a r sponsibil ity t o s ee 
that his fami l y is cared f or? 

v) Is he fulfil l ing that responsibility by 
supporting the strike? 

Response : Davidson should not support t he strike . 

i) Why? 
i i ) If the strike succeed , i s Davidson 

entitled to the benefits which it may win 
for the workers? 

i ii ) Should Davidson go back to work if a 
general strike is called? 

General Questions 

i) Are there differences between a strike and 
a ' general strike '? Is so , ~hat are they? 

ii) Should a worker have t o belong to a union ? 
i i i) Should a worker have to obey the orders of 

a union? 
iv) If u general strike f ur thers certain political 

beliefs, is the government justified in 
opposing the strike on t he basis of t hose 
beliefs? why or why noti' 
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A City Divided 
Profile Card #2 
Peter McFadden 

Age: 55 
Occupation : Manufi::.cturer 
Home: Winnipeg, Manitoba 
Family : Wife; 2 sons, one a la~-yer in Ottawa, the other 

a doctor in Vancouver 
Education : Left School in Grade 9 

Peter McFadden is a self-made man. He came wes when he 
was nineteen years old . Manitoba in those days had been 
a rugged and brutal country in which a man had to work 
hard for what he wanted . McFadden had wcrked hard and 
success had been his r eward . He had built his firm , 
Winnipeg General Metal Works, up from nothing . Today 
t hat firm employs 150 men . It is the second largest 
metal firm west of the Great Lakes. McFadden has 
prospered and he has been able to give his sons the 
education he missed . 

McFadden believes strongly in free enterprise and his 
r i ghts as a businessman to run his business tl1e way he 
wants . Unions want to limit those rights or, at the very 
least , inhibit his ability to make money. He believes 
that unions are communist-inspired and a threat, not only 
to his bus iness , but to the economic prosperity of 
Winnipeg as a whole. 

li 
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A City Divided 
Dilemma #2 

Peter McFadden, the owner of the Winnipeg General 
.Metal Works, has refused his workers ' demands for 
collective barga ining rights. He is opposed to ~he 
idea of unions and see them as a threat to the 
Canadian economic system. He fee ls that strikes 
are a serious attempt to overturn British institutions 
in this western country and to supplant them with the 
Russian Bolshevik system of Soviet rule. He has 
therefore dismissed the striking workers from his 
plant and recruited non-union workers from outside the 
city. However, when the non-union workers attempt 
to enter his factory, they are turned away by his 
striking former employees . .McFadden is anger ed and 
frustrated by this new turn of events . Other 
manufacturers urge McFadden to use f orce if necessary 
to re-open his business . McFadden hesitates for he 
realizes that force may result in injuries . However , 
he is determined to see his plant operating again . 

What Should McFadden Do? 

II 
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A City Divided 
Dilemma #2 
Follow-Up Questions 

Response: McFadden should use force if necessary to 
re-open his plant . 

i ) Why? 
ii) I s McFadden responsible if someone is 

injured? 
iii ) Is it McFadden's right to employ non- union 

workers? Why? 
iv) Are there any limitations on who McFadden 

may employ to operate his plant:? 
v) Does he have any responsibility to his 

striking former employees? 

Response: McFadden should not use force to re-open his 
plant. 

i) Why ? 
ii) Should he therefore give in to the union ' s 

demands? 
iii) Should he be allowed to use force if the 

union really i s communist inspired or 
controlled? Why? 

iv) Should the police assist McFadden in re­
opening his plant? 

General Questions 

i ) Should a businessman be a l lowed t o r un his 
business any way he wants with whomever he 
wcmts to employ? 

ii) When the rights of an employer conflict with 
those of an employee , whose rights should 
prevail? What criteriu shculd be used to 
answer that question? 

iii) Do unions automatically have political motives? 
If so , what are they? 
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A City Divided 
Profile Card #3 
John Brownly 

Age: 18 
Occupation : No special skill or trade ; unemployed at 

present 
Home : Brandon, Manitoba 
Family: Mother and Father, 4 brothers and 2 sisters 
Education: Left school after grade four 

John Brownly ' s life so far has been a series of 
disappointments . Unsuccessful in school, he has drifted 
from job to job , never staying long in any one position . 
Having so special skill or training, John finds it 
difficult to locate work, especially in a small town 
like Brandon. 

He comes from a large and poor family. There are six 
children still at home so his parents have their hands 
full just making ends meet. 

John h s come to Winnipeg to try to get a job since 
he no longer qants to be a burden to his parents . 
Winnipeg look like a last chance to John. If he fails 
there, he is not sure what he will do . 
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A Cily Divided 
Dilemma #3 

Ti me: May, 1919 
Place : Winnipeg , Manitoba 

John Brownly , a young man from Brandon , Manitoba , 
has recently moved to Winnipeg in search cf work . 
He f inds, to his misfortune , that Winnipeg is a 
city t orn by union-management strife . 

Workers al l over the city are responding to the 
call f or a general strike in support of the already 
s tri king metal workers . 

Brownly , being new to the city , is unfamiliar with 
the underlying causes of the dispute and he is not 
over ly anxious to become involved for he feels that 
he has enough problems of his own . He is down t o 
his last dollar and , un l ess he finds work soon , he 
will have to return to Brandon . W'nile having a cup 
of coffee one morning , he overhears some workers say 
that a metal shop is hiring unskilled labourers on 
a fi rst come , first hired basis . Brownly quickly 
locates the plant since this seems to be the chance 
he has been waiting for . However , when he arrives 
a t t he p l ant , he realizes that the workers are on 
s t r ike . A pi cket line stands in his way and , in 
order to be hired, he must cross it. 

Brownly must make a decision . He must either cross 
the picket line and get the job he needs or honour 
t he l ine and thereby lose this chance for work . 

Wha t Should Brownly Do? 

ll 
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A City Divided 
Dilemma #3 
Follow-Up Ques t ions 

Response: Brownly should cross the picket line . 

i) Why? 
ii ) Is it an employee ' s right to work for 

whatever wage he wishes? 
i ii ) Should Brownly receive police assistance 

in crossing the picket line? 
iv) Is Brownly taking a job away from someone 

else by crossing the picket line? 
v ) I s Brownly ' s need for a job more i mport ant 

than the union' s strike? 
vi) Does crossing the picket lir,e imply that 

Brownly does not support the demands of 
the union - - even though he doesn't know 
what they are? 

Response : Brownly should not cross the picket l ine 

i ) Why? 
ii ) Should Brownly join the union?• 

iii) Does Brownly indicate support for the 
union ' s demands by not crossing the 
picket line -- even though he does not 
know what they are? 

iv) Does Brownly suffer more than the workers 
in this incident? 

General Questions 

i) Should a person have the right to work? 
ii) Should a person have the right to set his 

own conditions of employment? 
iii) If he crosses the picket line is Brownly, 

and others like hirn , therefore or! the s ide 
of the employer in the conflic t:? Why or why 
not? 
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Background 

A Question of Loyalty 
Background Paper 

Paper 

On December 7, 1941, the armed forces of Imperial Japan 
attacked and destroyed the American naval base of Pearl 
Harbour in the Hawaiian Islands. 'l'he immediate 
consequence of this action was America 's entry into 
World War II. However, the Americans were not the only 
ones who reacted quickly and violently to the Japanese 
attack. 

Relations between the Japanese and whites in British 
Columbia had never been friendly. To many whites, the 
Japanese willingness to work long hours for low wages 
threatened the general welfare of the working man in 
B.C. Their determination to avoid assimilation was 
also a source of resentment for many whites. At the 
outset, these characteristics had only reflected a 
desire on the part of many Japanese to work hard, save as 
much money as possible, and return t o Japan. At least this 
had been the case in the early part of this century. 

As time pa~sed , many Japanese changed their minds ~~j 
made a decision to settle permanently in British Colwnbia. 
They continued, however, to be extremely industrious and 
self-sufficient. This only tended to add to the 
animosity felt by many whites towards them. 

Government measures had been introduced as far back as 
1908 to discourage large-scale Japanese immigration to 
Canada. A 'gentlemen 's agreement ' effectively limited 
the number of Japanese allowed to enter Canada. Other 
measures had b een introduced to limit Japanese partici­
pation in the mining, fi s hing and construction industries. 
The Japanese-Canadian was also denied the vote in federal 
and provincial elections . 

The Japanese attack on Pearl Harbou~ is the spark which 
ignites an already volatile racial situation. Many white 
Canadians 1001':. on the attack as an example of Japanese 
treachery and deceit and they soon find a target for 
their anger and fears in the Japanese-Canadians of British 
Columbia. 
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A Question of Loyalty 
Pr ofile Card #1 
William Lyon Mackenzie King 

Occupation: Prime Minister of Canada and Leader of the 
Liberal Party 

Home : Born in Kitchener, Ontario on December 17, 1874; 
King is a resident of Ottawa in 1941 

Family: King is unmarried 

Mackenzie King is a man of many contrasts and 
contradictions . While he is proud of his grandfather , 
William Lyon Mackenzie, and his role in the Rebellion 
o f 1837, King's approach to politics is cautious and 
careful in the extreme . A staunch supporter o f the 
British connect i on, King is also extremely sensitive 
when i t comes to issues affecting Canadian independence. 

King , like many others, believed in a policy of appeasement 
towar ds Hitler in the years before the war. He has met 
once with Hitler and concluded that he was not someone 
that Canada need worry about. 

King is a lawyer by training and he brinas a lawyer 's 
cautious weighing of evidence to the process of 
political decision-making . 

a 
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Dilemma 1. 

A Question of Loyalty 
Dilemma #1 

The bombing of Pearl Harbour has caused a rapid growth in 
anti-Japanese feelings in British Columbia. Prejudice 
towards the Japanese-Canadian is not a new phenomena in 
Canada. However, this attack seems to typify, for many 
Canadians , characteristics which they have always attributed 
to Japanese-Canadians. The bombing of Pearl Harbour 
provides anti-Japanese interests in the province with 
savory propaganda items which far exceed their most 
optimistic hopes. The very nature of the attacks -- its 
'treacherous ' and 'sneak ' method of execution -- seems to 
underscore indelibly all the principal charges and 
insinuations which have 
west coast for decades. 
to achieve the ultimate 

been carefully nurtured on the 
If ever there was an opportunity 

objective of ridding the province 
-- and Canada -- entirely of its Japanese minority, this 
is certainly it. Here is an incident which seems to 
prove all of the racial propaganda which has been directed 
against the Japanese-Canadians. Most Canadians cannot or 
will not distinguish between the Japanese and persons in 
British Columbia of Japanese origin. They are one in the 
saine -- tb1: enemy whi.ch is both feared and ha tcd. Peli ticic:.ns, 
newspapermen and private citizens quickly begin to call for 
government action to remove the Japanese from their midst. 

Government inaction on the matter s e ems to encourage minor 
individual acts of violence and vandalism towards the 
Japanese in British Columbia. Prime Minister Mackenzie 
King is faced with a difficult situation. He has to make 
a decision and quickly. On the one hand, some persons are 
calling for the im.~ediate and total evacuation of all 
persons of Japanese origin from the coast of British Columbia. 
On the other hands , officers of the Canadian army assure King 
that there is no di rect threat of a Japanese invasion and, 
even if there is, can King assume that the Japanese-
Canadians pose a threat to Canada simply because they share 
a common racial background with the potential invaders . 
Canada is at war with Germany and Italy , yet the only 
precaution taken against German and Italian nationals in 
Canada is to require them to report regularly to the Registrar 
of Enemy Aliens . No action has been taken to remove them 
from sensitive areas of the country. 

Yet King has to act ann act quickly if the situation is to be 
controlled by the government . He can either accede to the 
demands for evacuation or he can refuse those demands . 

What Should King Do? 
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A Question of Loyalty 
Dilemma #1 
Follow-Up Questions 

Response : King should order t he evacuation . 

i) Why? 
ii) Should the evacuation apply to all persons 

of Japanese extraction? 
iii) Should he also order the evacuation of 

Italian and German Canadians? 
iv) Is the evacuation for the safety of the 

J apanese-Canadians or the whites? Does it 
make a difference? 

v) To where should the Japanese-Canadians be 
evacuated? 

vi) What action should King take if the 
Japanese- Canadi ans resist? 

Response: King should not order the evacuation. 

i) Why? 
ii) Is King responsib l e if certain Japanese­

Canadians in B. C. do assist the J apanese 
war effort? 

iii) Should King do anything to protect the 
Japanese-Canadians from acts of violence? 
If so , what? 

iv) Should this deci sion change if a Japanese 
invasion proves to be imminent? Why? 

General Questions 

i) In times of war, is it someti~es 
to suspend individual freedoms? 

ii) Does King have a duty to protect 
Canadian people from a potential 
t heir security? 

necessary 
If so, why? 
t he 
threat to 

iii) Does the evacuation of the Japanese fulfil1 
t his duty? Why or ~·:hy not? 

iv) \vould the deportation of the Japanese­
Canadians be legal? How is the legality of 
an action determined? 
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A Questi on of Loyalty 
Prof ile Car d #2 
John Martin 

Age : 30 
Occupation: Fisherman 
Home : S.teveston , B. C. 
Family: Marri ed with two children; ages 3 and 5 

John Martin has been fishing on the Fraser River all of his 
life . When he was very young he used to help his father who 
was also a fisherman . 

Getting hi s own boat when he was only s eventeen , J ohn 
proved himself adept at finding and catching salmon . 
a succes sful fisherman and he makes a good living . 

soon 
He i s 

John is exempt from military service because fishing is 
classifi e d as being essential to Canada 's war effort. 

The other fi shermen respect John , not only f or his success 
as a fisherman , but also be cause he is a thoughtful and 
reflect ive person who is both evenhanded and fa i r . When 
John speaks, others listen . 

John neither likes nor dislikes the J apanese fishermen. He 
numbers none among his close friends although he does respect 
their ability as fisherme n and t he i r wi llingness to work hard. 
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A Question of I~yalty 
Dilemma #2 

One day in January of 1942 John Martin is approached 
by a group of his fellow fishermen. They have started 
a petition demanding the immediate expulsion of all 
Japanese Canadians from the coast of B.C. They have 
come to ask John to sign the petition. John is 
hesitant a.bout signing for he is not certain what 
government action, if any, is required. Certain of 
his friends argue that the Japanese are not to be 
trusted; that an attack from Japan is imminent and 
that the gove rnment should take the steps necessary 
to protect B.C. from potential collaborators and 
traitors operating within the province. 

Others stress the seperateness of the Japanese; 
their reluctance to become like othe r Canadians; 
their determination to keep their Japanese customs 
and traditions. Surely such people can't be loyal 
Canadians? On~ friend suggests that deportation of 
the Japanese will rightly improve the economic 
condit ions of the white fishermen on the coast. John 
listens carefully to these arguments but he is still 
unsure of whether to sign the petition or not. 

What Should John Do? 

e a 2. 
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A Question of Loyal ty 
Dilemma #2 
Follow- Up Questions 

Response : John should sign the peti t ion . 

i) Why? 
i i ) Does this mean that John favours the evacuation 

of all Japanese-Canadians? 
iii ) Should John sign the petition if he stands to 

benefit financially from the evacuation? 
i v ) Should John sign if this will inf l uence others 

to sign? 
v) Is John responsible if the Japanese-Canadians 

are put in prison? 

Response: J ohn should not s ign the petition. 

i) Why? 
ii) Does this mean t hat John disagrees wi th the 

proposed evacuation? 
iii) Does this mean that he believes that all 

Japanese-Canadians can be trusted? 
iv) Is John partly responsible if certain 

Japanese-Canadians do support or assist Japan 
in the war? 

v) Should John start a counter petit.io1 opposing 
the evacuation? 

General Questions 

i) Is signing a petition a political act? Why or 
why not? 

i i) Is the person who signs a petition responsibl e 
for any and all actions which may be initiated 
by that petition? 

iii) ~houlcl people ho will bPnefit Tl1..'l1: 8rjn.l}y frorr1 
a political decision be barred from the decision­
making process ? 
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A Que s tion of loyal ty 
Profile Card #3 
Wi lliam Nishi 

Age : 34 
Occupation: Fisherman 
Home : Steveston , B. C. 
Family: Wife and three children : ages 2 , 6 and 8 

Bill and his family have l ived in B. C. all their lives. 
Bill is a Canadian by birth and citizenship, as is his 
wife. He is also a Japanese-Canadian , as are most of 
hi s f riends. He is a successful fisherman and he enjoys 
living and working in B. C. 

Bill has kept many of the traditions of his parents . 
He and his wife are fluently bilingual, as are his 
chi ldren . Their style of living is a combination of 
Japanese and Canadian habits and customs . Bill l ikes 
to think t.hat he and his family have adopted the best 
from each culture . 

Bi l l i s not overly political although he is aware of 
injustices which do exis t towards Japanese-Canadians 
i n B.C. He has not ignored them but he has learned 
to live with them, hoping that , in time , they will be 
e l iminated from Canadian society. 
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A Que stion o f Loyalty 
Di l emma #3 

Bill Nishi h as returne d from mending his net to find 
his home filled with neighbours and r e latives. He 
knows why they h ave come. They too have hear d o f the 
government ' s decision to evacuate all Canadians of 
J apanese descent away from the coast of B.C . 

Bill, when he f i rst heard the news, had be en shocked 
and angered. He had bee n born in Canada. He has 
always worked hard and he c ons i ders himself to be 
a good citizen. Now the gove rnme nt is saying that he 
and other Japanese-Canadian s are a t hreat to Canada -­
something to be feared and hated. Bil l l istens to his 
neighbours tal k about the matter . Some are for going 
a long peacefully with the government ' s orders. Others 
are for r esisting t he evacuation . One man argues that 
resistanc e will only confirm the suspicions of the 
whites ·-- that the Japanese are sympatheti c to the 
enemy . The only way to prove the l oyalty of the 
J apanese- Canadi a n is to g o a long peacefully with 
whatever the government orders. To Bill , t his will 
mean the l oss of everything for which he has worked 
all his life . Bill doesn't know what to do . Should 
h e resist the deportation or should he obey the law? 

What Should Bill Do? 

• 
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A Question of Loya lty 
Dilemma #3 
Follow-Up Questions 

Response: Bill should obey the l aw. 

i ) Why? 
ii) Is Bill a potential threat to national 

security? 
i i i ) I s Bill's f ami ly a potential threat to 

national security? 
iv) Is it Bill 's duty as a Canadian to obey 

the l aw? 
v) Is Bill a Canadian or is he different 

than other Canadians? If so, in what 
·way? 

vi) Will Bill prove that he is a 'good 1 

Canadian by obeying the law? 
vii) Does Bill have to prove that he is a 

good Canadian? 

Response: Bill should not obey the law . 

i ) Why? 
ii ) Does Bill therefore support t he Japanese 

war effort? 
i ii ) Should Bill be prepared to go to j a il? 
iv) Should Bill attempt to organize resistance 

to the law? 

General Questions 

i) Does Bill have an obligation to resist 
the law if he disagrees with it? 

ii) Does a government have the right to 
legislate against groups r ather than 
individuals? 

ii.i) If the md jor it.y of the Japanese-Canadiai1s 
actively supported the Japanese war effort , 
would the government be jus tified in 
evacuating them? Why or why not? 

iv) Should Bill emrni grate to Japan after the 
war? Why or why not? 
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A Matter of Conscience 
Background Paper 

I n Augus t of 1914 war broke out in Europe. The 
assasination of an obscure Austrian aristocrat 
i n a small town i n Serbia sparks the confrontation. 
The massive armies of the Triple Entente : England, 
France and Russia and the Dua l Alliance : Germany and 
Austro-Hungary are soon facing each other along a 
battle l ine which reaches from Holland to the 
Mediterranean . Canada , being a membe r of the British 
Empire , finds herself automatica lly i nvolved in the 
war , and Canadians , a t first , welcome this opportunity 
t o j oin in the fighting . When the war starts, Canadat s 
military forces are very small in number and poorly 
equipped, and Canada has to make an enorn mis effort 
to make a meaningful contribution t o t he war effort . 
However , t he effort is forthcoming and , by October 
of 1914 , over 30,000 Canadian soldiers have landed 
in Britain for training . This is a s ignificant 
numbe r fo j_· a country with a population of only eight 
million people. Canadians ini tially see the war as 
a struggle against the forces of oppression and 
despoti sm. They feel that it is , in a way , Canada's 
as well as England's war . 

However , as the war drags on into 1915 and 1916, 
public support begins to wane . High casualities and 
the fact that victory seems no closer at hand hoth 
begin to affect public morale . The most serious 
consequence of this is a decline in enlistment in 
the armed forces . In January of 1917, over 29,000 
men enlisted . By August of the same year , the number 
has dropped to 3000. With victory still not assured , 
the gover nment looks with growing alarm at t his new 
t.urn of events. 

c cgr d a 
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A Matter of Consc i ence 
Profile Card #1 
Robert Bor den 

Age : 63 
Occupa t ion : Prime Minister of Canada since 1911. 

Leader of the Conservative Party since 1901. 
Home: Ottawa . Native of Grand Pre , Nova Scotia. 
Fami l y: Wife: Laura Bond Borden. Robert Borden and his 

wife have no .children . 
Time : May 3 , 1917 

Robert Borden 's early l i fe was spent in the small Nova 
Scotia town of Grand Pre . He became a lawyer when he 
was 23 and he practiced law until he was elected to 
Parliament in 1896 . Proving himself to be an effective 
par liamentarian, he quickly gained the respect and 
support of h i s fellow Conservatives . I n a short five 
years after entering Parliament, he was elected l eader 
of t he Conservative Party. He immediately set about 
to reorganize and restructure t he party . His efforts 
paid off in the election of 1911 when the Conservatives 
emerged victorious over Laurier's Liberals . 

Borden is Prime Minister in 1914 when war breaks m1t 
in Europe. He proves to be an ardent supporter of 
Canada 's involvement in the war . He introduces 
measures which give the government unpre r.edented 
emergency powers which he feels are necessary if Canada ' s 
war effort i s to be a success. He be lieves s trongly in 
Canada ' s ties to Great Britain, although he also envisions 
an independent role for Canada in the affairs of the 
Empire . 

Pr fa ar 
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A Matter o f Conscience 
Di lemma #1 
Time : May 2 , J.91 7 
Place : The Prime Minis t e r's Office , Parliament Bui l dings , Ot t awa . 

In 1916 and early 1917 , it has become obvious t o Rober t Borden 
that Canadian enthusiasm for the war is beginning to diminish. 
Fal l ing enlistment figures r eflect a growing dissatisfaction 
with a war which has dragged on for three long years . Borden 
f eels , however , that if t he war is to be brought to a 
successful conclusion , then it is impera-ive that Canada's 
e f fort not slacken . It is a l so imperative , therefore, that 
the s trength of the Canadian army in Europe be maintained . 
But how i s this to be accomplished? If Canadians refuse 
to join the army , then little can be done t o coax them. 
Something has to be done to remedy the situation and quickly. 
Advisors t o Borden suggest compulsory military service -­
cons cription -- as the only answer . Borden realizes , however , 
that conscription is a hated word in Quebec , as well as in 
other parts of the country. The war has never been popular 
in Quebec . I t has been seen by many Quebecers as only 
another British Imperialist adventure, and few French-
Canadians are sympathetic to such a cause. Their culture 
and histor y compel them t o l ook on England as a conquerer ; 
a source of oppression and intolerance, and conscription as 
onl y anothe r instance o f English Canaaa denying to French­
Canadians their rights as equal partners in Confederati on . 
Even France's involvement in the war has not lessened French­
Canadian antagonism towards compulsory service in the armed 
f orces . Borden r ealizes the unpopularity of conscription . 
Farmers on the Prairies are almost as strongly oppused to 
i t as are the French-Canadians. However, something has to 
be done or very soon the Canadian army will cease to be an 
effec t ive fighting force . The decision is Borden s. He 
can either i ntroduce conscr i pt i on or jeopardize Canada ' s war 
effor t . 

Wha t Should Bor den Do ? 

. 
a em a • 
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A Matter of Conscience 
Di lemma #1 
Follow- Up Questions 

Response : Borden should introduce conscription . 

i ) Why? 
i i ) Should the government have the right to 

f or ce people to bear arms? 
i ii ) Should a government continue to fight a 

war which the majority of t he people in the 
country oppose? 

i v) Should the majority have the right to force 
t heir beliefs onto a minority? 

Re sponse : Borden should not introduce conscription . 

i ) Why? 
i i) Is Borden r esponsible if the allied war 

effort suffers? 
iii ) Does Canada have a responsibility to its 

allies? 
iv) I s that responsibility less important than 

Borden's r espons i bility to the electorate? 
v) Should Borden ' s decision change if Canada 

i s in danger of being invaded? 

General Questions 

i ) Should the government have the right to 
force people to participate in a war? 

i i ) Can a government always follow the wishes 
o f the ma jority while still respecting the 
r i ghts of the minority? 

i ii ) If the majority of Canadians opposed 
conscription , should it sti l l be introduced? 
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A Matter of Conscience 
Profile Care #2 
Paul-Em.ile Levesque 

Age: 21 
Occupation: Clerk in a general store 
Home: Trois Rivieres, Quebec 
Family: Single; Mother and Father and two sisters 

Paul-Emile's family has lived in Trois Rivieres for 
as long as anyone can remember. The Levesques can trace 
their family roots back to 1713 when the first Levesque 
immigrated to New France from Bordeaux. After leaving 
school, Paul-Emile went north to work in the lumber 
camps. He stayed there for three years but now he has 
returned to live and work in Trois Riviere s. He has 
a girl friend and is thinking about getting married in 
the near future. Paul-Emile enjoys his work in 
M. Borduas' general store although he hopes to one day 
own a store of his own. 

Profile Card 
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i emma 2. 

A Matter of Conscience 
Dilemma #2 

Time : May , 1917 
Place: Trois Rivi~res, Quebec 

News of recent events i n Ottawa have been somewhat 
disturbing to Paul- Emile Levesque and other young 
me n of the town of Trois Rivi~res, Quebec. The war 
in Europe has been going on now for t hree years, 
with little sign of it soon being over. Howeve r , 
l ife in Trois Rivieres has hardly been affected 
by the war . Paul- Emile , like many o f his friends , 
has little sympathy for the war and government 
efforts at recruiting young men for ·t·.he army have 
met with little succes s in Trois Rivi~res . English­
Canadians can go and fight i f they wish , but French­
Canadians have no need for a war being fought fo r 
the benefit of the English. After all, it was tha 
English who conquered and subjugat2d the French i n 
North Ame rica . For French-Canadians to serve in 
the army, whether it be English or Ca nadian, would 
be to ass i st t he ,ery people who ha es stemat icnlly 
denied the French in Canada their cons t itutiona l right s 
and liberties . I owever , Pa.ul-Ern.i.le also feels no 
particular ur ge to fight in defense of France . 

Paul- Emile is working in the store one quiet 'l'hursday 
morning i n May when M. Borduas suddenly calls h.im 
over to look at something in the after noon newspape r . 
The government in Ottawa has just passed a law 
es t ablishi ng compulsory military s ervice in Canada . 
Paul-Emile i s both shocked and angered. The 
government has taken an action which will fcrce h i m 
to participate in a war which neither interests nor 
concerns him. He is not against war i n general nor 
does he consider himself a coward. However , he is 
0pposed t-o pa1~ti.cipr1ting i n this ronfl ir.t· rinil hP. i~ 

opposed to a l aw which s eems to be one more jnstance 
of English denial of his ri ghts . Yet if he re f uses 
to comply wi t h conscription, the n he may go to prison. 
Paul-Emile is caught in a dilemma. Should he c,bey 
the la and fight if he is called up or should he 
refuse and ake the consequence s . 

What Should Paul-Emile Do? 
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A Matter of Conscience 
Dilemma #2 
Follow-Up Questions 

Response : Paul-Emile should obey the l aw. 

i ) Why? 
ii) Shoul d he risk his life for something he 

does not believe in? 
iii ) Should a government have the power to 

force him to risk his life? 
iv) Is the war in the interests of the French­

Canadians? Why? 
v) Is the government qualified or justified 

in determining if it is in the interests 
o f French-Canadians? 

Response: Paul-Emile should not obey the law. 

i) Why? 
ii) Should he resist the law with any means 

at his disposal? 
iii) Should he be subject to punishment for 

disobeying the law? 
iv) If the war is l ost , is Paul-Emile partly 

r,;sponsible? 
v) Should Paul-Emile still disobey the l aw 

if the enemy is preparing to invade Canada? 
Quebec? Trois Rivieres? 

vi) Is it right for people to assume that Paul­
Emile is a coward? Why or why not? 

Ge neral Questions 

i) Should people have the right to choose 
whe ther they are going to participate in 
a war or not? 

i i) What is the 'national int erest '? Is World 
War I in Canada 's national interest? 

iii ) Is Paul-Emile aiding the enemy by refusing 
to serve in the military? 

iv) Should conscription apply to all persons 
or should there be exceptions? Should 
French-Canadians be excused from fighting 
in World War I? 
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A Matter o f Consci ence 
Profi le Ca.rd #3 
Karl Anderson 

Age: 22 
Occupation: Farm Labourer 
Home : High River , Alberta , Birthplace: Calgary , Albe r ta 
Family: Single but engaged t o be married 
Time: May, 1917 

Kar l works on a large wheat farm about five miles 
outside of High River . Born in Calgary , Karl ' s 
parents immigrated to Canada in 1894 . He enjoys 
livi ng i n High River and hopes one day to own a 
farm of his own . 

Karl has very mixed feelings about the war . One 
of the n •asons his father left Germany was to avoid 
s erving in the army and l ike his father, Karl is also 
a paci fist. He does not be lieve in war for any 
r e a son . However, living in High River , he never 
thought he would have t o act on his principles . Of 
course, he encountered a certain amount of 
unfri endliness on the part of some of his neighbours 
when the war began . Speaking with a heavy accent , 
Karl is unmi stakeably of German descent . Karl ' s fami l y 
also has many close relations living in Ge;-:-many. 
However, most of the people in the town have accepted 
him a s a fellow Canadian . Many , in fact , feel the 
s ame way about the war as Karl does , although not 
f or the s ame reasons. 

r e 
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a 3. 

A Matter o f Conscience 
Di l emma #3 

Time : May 10 , 1917 

News in a small town spreads quickly and High 
River is no exception. The government has just 
int roduced compulsory military service in Canada 
and everyone i n town has taken a side on the issue . 

When Karl hears the news he realizes that he too 
must t ake a s ide and that his life has suddenly 
be come very complicated . The prospect of serving 
in an army - - any army - - i s repugnant to him . 
However , his situation is very precarious. A 
refusal to join the army may be construed by many 
of his friends as being an indication of sympathy 
for t he Germans for the fact that he has close 
family ties i n Germany is wel l known. It may , in 
the long run , j eopardize his ability to live and 
prosper in High River. Hcwever , Karl hds to 
make a decision . He can comply with this new law 
or he can refuse to comply and take the 
consequences . 

What Shou ld Karl Do? 
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A Matt er o f Conscience 
Dilemma #3 
Follow-Up Questions 

Re sponc:e : Kar l should compl y with the law . 

i ) Why? 
i i ) Which are more important, Karl ' s personal 

beliefs or the i nterests of the country? 
i i i ) Shoul d Karl be forced to pLrticipate in 

actua.J. combat ? 
iv ) Should Karl be allowed to serv _ as a non­

comba tant in the army? 
v ) Will c mpliance with the law prove Karl ' s 

loyalt y to Canada? 
vi) Should Karl be i mpris oned i f he refuses 

to s erve? 

Response : Kar l ~hould not compl y wi t h the l aw . 

i ) Why ? 
ii ) Should Karl be imprisoned for refns i ng t o 

s er ·e ? 
iii) I s it right to assume that Karl is a coward 

if he re f uses t o serve? 
iv) Is it fuir f or Karl to be excused if others 

are f orced t o go to war? 
v) Shouln th~re be any except ions to cons~ripti on? 

General Questi ons 

i) Can a <JOvernrnent effective ly cis-tinguish 
between ' conscientious objector2 ' and peopl e 
who simpl y don ' t want to fight? l f so , ow? 

ii ) Should ' consci entiour s obj ectors ' be excused 
f rom f i ghting in a war '? 

iii) I s Kar l a ' good ' Canadian i f he refuses t o 
f ight? What is a ' good ' Canadian? 

iv) ls Karl ' s loyal ty to Canada in question if 
he r 1.:. f use s to fight ? 
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A Strict Law Bids Us Dance 
Background Paper 

The term 'potlatch' comes from the Chinook jargon, 
the t rade language of the North Pacific coast. It 
is used by Europeans to describe any Indian ritual 
which involves feasting and the giving of gifts . 
However, the term more accurately describes a 
traditional aspect of the Indian way of life , r ather 
than any one specific ritual or social function . 
An important social law of the tribes of the Pacifi c 
coast (the Tlingit, Tsimshian , Haida , Kwakiutl, 
Bella Coola, Nootka and Coast Salish) is that all 
eve nts of social or political i nterest must be 
publicly witnessed and that those who do the 
witnessing mus t be publicly recompensed . A 
potlatch , therefore , accompanys the s ignificant 
events in a person's li fe : one's birth; the reaching 
of maturity; the building of a new home; marriage ; 
and dea th. Each potlatch r equires a large supply 
of food and gifts if it i s to be · successful , and 
one's ability to distribute large amounts of food 
and gifts i s an indication of one 's position in the 
tribe . The greater and more splendid the potlatch, 
the more enhanced is one's position in the social 
order . Ea ch individual , therefore , s tri es to 
outdo the other in the l av i shness of his potlatch . 

The place of the potlatch in t he Indiar1 social 
system is well established when the fi r st 
European s come to the Pacific coast . Jt is an 
integral part of the Indian culture yet i t is a lso 
the part which many Europeans fi d most obnoxious. 

As the white population of British Columbia grows in 
number and as t he province is settled and civilized , 
contacts between Indians and whites grow in frequency . 
The establishment of a governmental s tructure in 
B. C. r e sults in efforts to assimilate the Indians 
into white society . Indian children are taken from 
their parents and placed in residential schools 
where they are taught the language , r eligion, customs 
and habits of the white race . Most s ignificantly , 
the I ndians are t a ught the values of the whitemen. 
Punctuality, thrift , temperance -- the moral values 
of Victorian England are to be drilled into the minds 
of the young Indian children . Old ways a.re to be 
forgotten and old habits broken . 
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A Strict La, Bids Us Dance 
Profile Card #1 
James Wilson 

Age: 42 
Occupation: Federal Indian Agent , Por t Simpson , British Columbia 
Home : Permanent r esidence; Victoria , B.C . 
Family : Single 
Time: 1884 

Wilson has bee n a Federal Indian Agent for five years. 
Before coming to Port Simpson , he had been posted in 
Alert Bay . In both places he has been shocked and 
dismayed at the Indians' living habits and customs . 
They have repeatedly resisted efforts to have them 
adopt European ways. They are undependable, lazy 
a nd spendthrift. They will work onl y as much as 
needed, never more. 

Wilson ha s become convinceu that the only way to solve 
the Indian problem in B.C . is to convince the Indians 
to comply with European customs and habits . Laws may 
be required to rid the Indian of his old ways for , 
whi l e those 'old ways ' may have once had value, today 
they only t end to keep the Indian backward and 
unprogressive . Wilson is not a cruel or vindictive 
man . On the contrary, he is sincerely co11cerned with 
helping the Indian to survive and compete in the B.C . 
of the 1880's. He still has , however, ome doubts as 
how best to accomplish this . 

-ro e Ir 
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A Strict Law Bids Us Dance 
Dilemma #1 

James Wilson is the federal 9overnment Indian Agent 
i n the village of Port Simpson on the north coast of 
B. C. The year is 1884 . The federal govermnent in 
Ottawa is requiring a comprehens ive report from Wi lson 
on the social ritual called the potlatch. Wilson 
realizes that his recommendations, along with those of 
ot her Indian Agents on the coast, will be used by the 
government to formulate policies conceLning the potlatch . 

Wi l son feels quite strongly that the potlatch unde~mines 
the Indian ' s ability to survive in the white man's 
worl d . He f eels that it contradicts the European values 
of hard work and thrift . It also ignores the importance 
of accumlating and conserving personal wealth . He 
therefore opposes the potlatch as being a barbaric and 
uncivilized cultural tradition . Wilson also realizes, 
however , that the potlatch is an important and integral 
part o f the Indian way of life . However much he may 
personally oppose it, the potlatch is an important reality 
to the people with whose welfare he is entrusted. 

Wilson i s caught in a dilemma . 
suppression of the potlatch or 
i nterference by the government. 

He can either recommend 
he can recommend non-

What Should Wilson Do? 

e a ■ 
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A Strict Law Bids Us Dance 
Dilemma #1 
Follow-Up Questions 

Response : He should recommend suppression of the potla tch . 

i ) Why? 
ii) Is Wi lson partially responsible i f t he 

gove rnment suppresses the potlatch? 
iii ) Wi ll the suppress ion of t h~ potlatch be 

of benefit to the Indian? Why? 
iv ) Is the potlatch a destructive or 

demora lizing insti tution? Why? 
v) Does the government have the right to 

pass l aws which affect the Indians? Why 
or why not? 

v i ) Shoul d the Indians be forced to obe y 
Canadian l aws ? 

Response: He should recommend non-interference in the 
potlatch . 

i ) Why? 
i i ) Should the potlatch still be allowed if it 

results in poverty and debt for the Indian? 
iii) Shaul t he potlatch be a llowed if in 

involves killing or physical in j ury? 
iv) Should Indians try to learn. European val ues 

and customs ? Why or why not? 

General Questions 

i ) Is Wilson qualified to make judgments about 
the potlatch? 

ii) If so, why? If not , who then is qualified? 
i i i ) Does the government have the right to pass 

la~·:s which affect a minority group ' s c1..1lture7 
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A Strict Law Bids Us Dance 
Profile Card #2 
John A. Macdonald 

Occupation: Prime Minister of Canada 
Home: Ottawa, Ontario 

John A. Macdonald has been the Prime Minister of Canada 
(except for a brief interruption from 1874 - 1878) since 
1867. He is no longer a young man in 1884 and the trials 
of office have been many. 

As head of the government, he is ultimately responsible 
for policies and legislation which his government 
initiates. 

British Columbia has been an area of interest and concern 
to Macdonald since Confederation, although it wasn't 
until 1871 that he was able to bring the colony into 
the Dominion. 

Consideration for the problems of racial minorities 
in Canada, be they the Indians of the West Coast or the 
Metis in Manitoba, has never played a large part in the 
formulation of government policy under Macdonald. He 
is a realist and a pragma tist and his political career 
has been one in which practical considerations have 
tended to outweigh philosophical concerns. 

Profile Card 
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A Strict Law Bids Us Dance 
Dilemma #2 

Place : Ottawa 
Ti me: 1884 

The federal government of Canada is a Conservative 
government headed by Prime Minister John A. 
Macdonald. Reports from vari ous Indian Agents and 
missionarie s in B. C. have recently been brought to 
Macdonald's attention. The reports ha ve almost 
unanimously called for t he out lawing of the potlatch . 
The potlatch is an aspect of the Indian ' s culture 
whi ch many white s f ind obnoxious and subversive. It 
i s obnoxious to European va l ues and it tends to 
subvert fforts to assimilate the Indian into the 
white man ' s world . 

The values which the potlatch represents are not 
r ecognized by certain govcr::unent officials as being 
worthy of preservation . A governmental report of 
1872 had talked of "elevating the condition" of the 
Indi an because they were "depraved" and "potlatching" 
encourages idleness . Macdonald has read that r eport 
and a nuntbe r of others , the majority of which seem 
to recommend t he suppression of the pot latch . It is 
up to Macdonald t o make a decision . He can either 
initiate government action to suppress the potlatch 
or he can al Jow the custom to continue without 
interference . 

What Should Macdonald Do? 

a 2. 
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A Strict Law Bids Us Dance 
Dilemma #2 
Follow-Up Questions 

Response: Macdonald should act to suppress the potlatch. 

i) Why? 
ii) Is Macdonald qualified to make that decision? 

iii) If so, why? If not, why not? 
iv) Does the government have the right to suppress 

the potlatch? Why? 
v) Is it important that the Indians adopt European 

habits and customs? Why? 

Response: Macdonald should not act to suppress the potlatch. 

i) Why? 
ii) Is it not within Macdonald ' s jurisdiction to 

suppress the potlatch? 
iii) Should this decis ion change if the potlatch 

resulted in deaths or injuries? Why? 
iv) Should the potlatch be suppressed if the 

majority of the Indians demand such an action? 

General Questions 

i) Who is qualified to say whether the potlatch 
is a social evil or not? 

ii) Shouldgovernments make laws concerning cultural 
activities? Why or why not? 

iii) Should the laws of Canada apply to the Indians 
of Canada? Why or why not? 
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A Strict Law Bids Us Dance 
Profile Card #3 
Simon Ganu 

Age: 42 
Occupat ion : Fisherman 
Home : Albert Bay , B. C. 
Family : Wife ; Mary; 3 children: ages 20, 23 a nd 25 
•rime: June , 1924 

Simon is a Kwakiut l I ndi an . He and his family have 
lived in the area around Alert Bay all of their 
lives . Simon is proud of his Indian heritage and he 
be l ieves strongly in the maintenance of the cu s toms 
and traditions o f the Kwakiut l Indians; although he 
finds tha t everywhere the I ndian way of life is 
under a ttack . 

He firs t became aware of the European's a t tempts 
at assimi l a tion when , as a boy of seven , he was 
taken f rom his family and p l aced in a Mission school. 
There he was taught to read and write and speak 
English , to believe in the Chr istian God , and forget 
the teachings o f his forefathers. Being of especially 
strong character, Simon was and is able and prepared 
to r es i st efforts at t urning him entirely into a 
white man. 

r e a 
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A Str i ct Law Bids Us Dance 
Dilemma #3 

Place: Alert Bay , B. C. 
Time: June , 1924 

Simon Ganu i s a Kwakiutl Indian. He i s 42 years 
o f age . His youngest son , Martin , is 20 yea rs 
old and he is getting married in a month . The 
marriage ceremony is an important event i n Simon ' s 
life for, of his three children, Martin is the 
f irst to get married. Simon wishes to celebr ate 
the occas ion by giving a potlatch. Simon realizes 
that potl ~tching is against the law and has been 
since 1884 . He r ealizes that i f he is caught 
gi ving a potlatch , he may go to jail and his 
fami ly may a l so be imprisoned . However, he feels 
strongly t hat the first marriage in his family 
shoul d be commemorated by .:t l arge and lavish 
ceremony -- one in which the giving of gifts to 
h i s fellow villagers wil l be the most important 
part. Simon is caught in a dilemma. He can either 
p r oceed with the pot atch, thereby breakinq the 
la.w and risking imprisonment, or he can abandon 
the idea of giving a potlatch . 

What Should Simon Do? 

a ■ 
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A Strict Law Bids Us Dance 
Dilemma #3 
Follow-Up Questions 

Response: Simon should give a potlatch . 

i ) Why? 
ii) Would Simon be breaking the law? 

i ii ) Should he be punished accordingly? 
iv ) Should he give a potlatch if it forces 

him into debt? 

Response: Simon should not give a potlatch. 

i ) Why? 
i i) Will giving a potlatch harm anyone? 

If so, who and why? 
iii ) Will his not giving a potlatch detract 

from the significance of his son ' s 
wedding? 

iv) Wi ll his not giving a potlatch weaken 
the Indian culture? Why ? 

General Questions 

i ) Are individuals entitled to select the 
laws which they will obey? 

ii) Should a person be compelled to obey 
a law which they feel is unjust? 
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A Question of Rights 
Background Paper 

a r 

Two years after Confederation , the Hudson's Bay 
Company sold its possessions in the Northwest to 
the Canadian government . Not only did t his purchase 
bring to Canada vast new territories , i t 2lso brought 
a number of new citizens under Canadian control. The 
I ndians of the prairies, t he white settlers of Red 
Rive , and the Metis all found themselves suddenly 
subject to the laws and regula tions of the Canadian 
government. 

The Hetis in particular v iew this new turn of events 
with some apprehension . Part Indian and part 
European, the Met.is consider themselves meElbers of 
an independent nation . Their livelihood has been 
closely tied t o the prairie buffalo but by 1869, 
with the near- extinction of the buffalo, many M~tis 
a re eginning to settle down to farming in the 
t e r ritory o f the Red River colony . 

The source of apprehension lies in the Meti'-' ' 
deter mi1 a ion t o retain their French lan uage and 
Roman Catholic religion and to secure title to th2ir 
l ands . Ottawa is hesitant in calming the fears of · 
the etis concern.i..ng their cultural and p;:-opert~ r.ig·hts. 
These fear are aggravated by t he arrlval of government 
land sur eyors in Red iver and by the ever-i~creasing 
number of Canadians who are moving into the territory. 
The Netis respond to this lack of consultation and 
cor,sideration on Ott.a\-1::1'., p· rt by establ.ishin:J a 
provisional government under the leadership of an 
inte lligent and articulate Met.is by the nante of Louis 
Riel. 

Riel has no apparent desire to make t:ie colony a.n 
independent country . He seeks 011ly to force Ottawa to 
consult with the M~tis about actions or policies which 
my concern them. In short , the M~tis want to have a 
say i n de termining their own fate . 

The fi rst step in convincing Ottawa of the seriousness 
of t he Metis ' intentions i s Riel ' s prevention of the 
entry o f William t-!cD0ugall into the colony . Thi s is 
an act of rebellion on the part of the Met.is as it is 
McDougall who has been sent by Macdonald to assume 
authority in the colony . 
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A Question of Rights 
Profile Card #1 
Louis (David ) Riel 

Age: 26 
Home: Born in St . Boniface , Assiniboia (Red River Colony) 
Family : Son of Louis Rie l and J lie Lagimodiere (daughter 

of the first white woman in the West; Marie Anne 
Gaboury) 

Language: French 
Religion: Roman Catholic 

In 1870 Louis Riel is a young man with a miss i on. 
Educated at the Sulpician College in Montreal . Riel 
had origina lly intended to become a priest. However , 
it became evident that he was not s ui t ed to a religious 
vocation . Returning f rom the east, Riel has soon 
found himself involved in the political affairs of the 
Red River settlement . 

He is an ardent believer in the rights of the Metis 
people . He looks at recent political developments with 
apprehension . The Canadian government appears to ue 
i ntent upon ignoring t he Mttis people. In order to 
work for recognition of the rights of his people, Riel 
joined the Comite National des Metis . In 1869 he became 
secre tary of that organization and he quickly assumed 
the role of strategist and spokesman for the Me°U.s cause. 

air 
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A Question of Right s 
Di l emma #1 

Place : Red River Colony , Manitoba 
Time: March , 1870 

Having established a provisional government in the 
Red River colony , Louis Riel is determined that 
Ottawa will listen to the demands of the M.etis. 
However, certain Canadians in the Colony are just 
a s de termined to defeat the .Metis and rid the 
colony of Riel and his followers. Two such Canadians 
are John Schultz and Thomas Scott who lead a revolt 
against Riel' s government . 

The r evolt fails and Scott is captured . Scott i s 
tried for his part in the revolt and is sentenced 
to death . Riel is faced with a difficult decision. 
He can either allow the execution to be carried 
out or he can commute Scott's s entence . If he allows 
the execution then he will have establi shed the 
authori ty of his government once and for all . In the 
process, hollever, he risks antagonizing the Canadian 
government and establi s hing a precedent of violence 
which may create more problems than it solvl~s . Riel 
is convinced of Scott's guilt. However , he is 
uncertain whether Scott should be executed . 

What Should Riel Do? 

m a • 
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A Questlon of Rights 
Di lemma #1 
Foll ow- Up Ques tions 

Response; Riel should a llow the execution. 

i) Why? 
ii) I s Riel then respons ible for Scott's death? 

i~i ) Do Scott ' s crimes justify the death pena l ty? 
iv) I s Riel right in using a man ' s life as an 

example to others? 
v) I f Scott is hung , is Rie l then quilty of 

murder? 
vi) Is the Canadian government justif i ed in 

using violence against Riel if Scott is 
hung? 

Response: Riel should not al low the execution . 

i) Why? 
i i ) Is Scott therefore not guilty? 

i ii ) Does this mean that Scott did not get a 
f air trial? 

iv) Is a fair trial possible under the 
circ mstances? 

v) In times of war or rebellion , can one take 
actions against the enemy which might not 
be a llowed in peace time? Is Scott Riel ' s 
enemy? 

vi) Should this decision change if Scott was 
prepared to kill Riel? Why? 

General Questions 

i) Is capital punishment ever justified? If 
so, when and why? 

ii ) Should the deci sions of a jury ever be 
interfered with? Would Rie l be justified 
ln interfering in Scott's trial? 

iii) Are guverrunents justified in using 
individual citizens as examples to others 
in order to discourage certain behaviour? 
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A Question of Rights 
Profile Card t~2 
Jean-Paul Parre 

Age: 23 
Occupation : Farmer and hunter 
Family: Mother and father; 3 sisters 
Language : French 
Religion: Roman Cathol i c 
Time : March , 1870 

J ean-Paul is a M~tis. His he ritage is a mixture of 
French and I ndian . Like his father before him, Jean­
Paul has wanted to be a hunter but t he i ncreasing 
scarcity of buffalo has f orced him, like many other 
M~tis, to t ake up farming as an occupation. 

The Parr e famil y ha s lived i n the Red River colony 
for many years. It is the M~tis homeland and Jea!1-
Paul is determined that no one .will t ake it away from 
them . Howevex-, recent political events have caused 
J ean-Paul some a1prehension. There are Canadians 
everywher e one tur ns and government surveyors can 
be seen ever day on the lands belong in<] to the ~1e·d.s . 
Jean-Paul i .3 certain t hat the Me't.is mu st: r 0sist. this 
growing C nadian intr sion i nto the i r lives. He 
is not certain, however , what form that rP.~'istance 
should t ake . 
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A Question of Rights 
Dilemma #2 

Place : Red River Colony , Manitoba 
Time : March , 1870 

Recent events in the colony have shown that the 
Canadian government in Ottawa is determined to 
open the territory to immigration and settl 0 ment 
from the east . The Red River Colony is the 
homeland of the Metis people , who see such 
sett l ement as being a threat to their traditional 
way o f life. 

J ean- Paul Parre is a young Metis . He is worried 
about the growing presence of many Canadian 
gover nment officials in the colony. One day he 
is approached by a group of Metis supporters of 
Louis Riel who ask him to join them in using 
force to defend their rights . Jean-Paul strongly 
supports their cause but he is also aware that 
t he use of force may result in many deaths. 

What Should Jean-Paul Do? 

e 
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A Question of Rights 
Dilemma #2 
Follow-Up Questions 

Response : Parre should join with Riel . 

i) Why? 
ii) Is Parre responsible if violence is 

used , even if he is not directly i nvolved? 
i ii ) I s Parre justified in fightiny for the 

maintenance of his rights? 
iv ) Do the Canadians have a right to settle in 

the colony? 
v) Does one group have a stronger claim to the 

territory? Why? 
vi) Should Parre find out Riel ' s plans before 

he supports him? 

Response: Parre should not join Riel. 

i) Why? 
ii) Should Parre be allowed to benefit from any 

concessions Riel ' s group may win from the 
government? 

iii ) Does Parre show his lack of suppor t for Riel 
by not joining his movement? 

iv) Are the followers of Riel justified in 
considering Parre a potential enemy? 

General Questions 

i ) Are the followers of an individual responsible 
for all of the actions of that individual? 
Why or why not? 

ii ) Are the rights of the M~tis worth fighting and 
killing for? Why or why not ? 
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A Que s tion of Rights 
Profile Card #3 
Louis (David) Riel 

Age : 41 
Home : Born i n St . Boniface , Assiniboia 

Residence of Sun Rive r, Montana 
Family : Wife: Marguerite Belhumeur 
Language: French 
Religion: Roman Catholic 

Louis Riel ' s l ife , after the Rebe l lion of 1869, is , 
in many ways , an unhappy one. 

In 1870 , fearing tha t Ontario volunteers in the 
Manitoba militia may try t o revenge the death of 
Thoma s Scott , Riel leaves Fort Gary for the United 
States. While in exile, Riel is elected to 
Parliament , once in 1873 and again in 1874. However, 
his l eadership of the 1869 Rebellion has not been 
forgotte n in Ottawa and he is not allowed to take 
hi s seat. Riel ' s lega l position is t enuous as his 
acti ons in 1869 are considered by many politicians and 
cit i zens to be treasonous . 

In 1875, Rie l is banished from the country for five 
years . However , his mental condition is beginni ·g to 
deter iorate during this period . He spends time ~n 
asylums in Longue Pointe and Beauport , Quebec and i t 
i s not until 1878 that he takes up permanent r esidence 
in the United States. From 1878 to 1884 Riel lives a 
quiet and pea.ceful life in the town of Sun River, 
Montana, where he marries a MJtis, Marguerite Belnumeur . 

Dur i ng this time he becomes an American citizen and 
earns a living as a teacher in a l ocal Jesuit mission 
school. The religious hysteria which had resulted in 
his confinement in the mental ins t itutions subsides . 
Rie l i s apparently content with his new life, and the_ 
government in Ottawa rests easy i n the belief that 
Canadians have seen the last of the troUblesome Louis 
Rie l . 
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A Question of Rights 
Dilemma #3 

Place : Sun River, Montana 
Time : July , 1 884 

Following t he establishment of Manitoba as a 
p r ovince in 1870, many Indians and Mttis moved 
westward int o the Saskatchewan River area in the 
hope that government interference there would be 
l imited. However, as the years pass , it becomes 
obvious to many Indians and MJtis that history is 
repeating itself i n the Saskatchewan district. 
The same government disregard for the rights and 
t radition "-' of the Indians and M~tis which had led 
to the t rouble in Manitoba is evident again . 

not 
from 
with 

By the Spring of 1885, the demand f or self­
government is gaining widespread support 
only from the Indians and MJtis but also 
many white settlers who are discontented 
government policies in the district . 

Indians, deprived of the buffalo as a food source , 
a e often near starvation . Government surveyor s 
once again fai l to recognize the l and claims of 
the Metis . The granting of responsible government 
to the district , along with representat'on in the 
Federal Par liament , is seen as the only way to 
solve the problems which plague the district . 

Ottawa's reluctance to meet the district's demands 
seems to leave only rebellion as a way of securing 
the r ights of the Indians , MJtis and whites of 
the area . And the man the Metis feel is best suited 
to l ead s uch a rebellion is Louis Riel . Louis Riel, 
i n 1885 , i s considered by many Canadians to be an 
outlaw and a traitor . Riel is still devoted to t he 
Metis cause. However , when he is asked to return t o . 
the Saskatchewan district t o lead a new r ebellion 
against Ot tawa , he hesitates . He has an important 
decision to make . Should he lead a second rebellion 
against Otta,a and , i n doing so , risk hi s own safety 
or should he stay in the United States and let others 
settle the problems in Saskatchewan . 

What Should Riel Do? 

e 
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A Question of Rights 
Dilemma #3 
Follow-Up Questions 

Response : Riel should lead the rebellion. 

i ) Why? 
ii) Are his interests at stake in Saskatchewan? 

iii ) Should Rie l risk his freedom, and possibly 
his life , for a political struggle? 

iv) If Riel is mentally unbalanced, should the 
Met is still follow him? 

v ) Should Riel lead the rebellion if he is 
mentally unbalanced? 

vi ) Should Riel l ead the rebellion if, as a 
r esult , the rebellion loses the support of 
the white settlers? 

vii ) Is there any relationship between the events 
of 1869 and what is happening in 1885? If 
so, does Rie l have a duty to finish his work? 

Response: Riel should not lead the rebellion. 

i ) Why? 
ii) Should he no longer be involved with the 

Metis cause? 
iii) Does he have a responsibility to those who 

ask him to lead them? 
iv) If so , what is that responsib:i.lity? If not, 

why not? 
v) Should Riel lead the rebellion if, by so doing, 

he increases the chances of armed conflict 
occuring? 

General Quest ions 

i ) Should the followers of a person such as Riel 
concern themselves with his motives if he 
continues to be an effective leader? 

ii ) Does it matter that Riel believes he has been 
chosen by God to lead the Metis? Why or why 
not? 

iii ) I s the government justified in condemning the 
Metis struggle because Riel is the leader? 

iv) Is the government justified in branding Riel 
a traitor? 

v ) Are the followers of Riel also traitors? 
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A Question of Rights 
Profile Card #4 
John A. Macdonald 

Occupati on: Prime Minister of Canada and leader of the 
Conservative party 

Home: Ottawa , Ontario 

Macdonald in 1885 presides over a country torn by 
racial differences. Ever the pragmitist , Macdonald 
has been a master of the politics of the possible. 
He has balanced French-Canadian demands against 
those of English-Canadians and has managed, in the 
process, to keep the country together . Since 1867, 
the Dominion of Canada has expanded greatly in 
size. Macdonald's National Policy of railway 
construction and immigration has begun to show signs 
of success. British Columbia is now safely in the 
union and the prairies are ripe for immigration and 
settlement. Macdonald fee ls strongly that such 
s ettlement i s the only sure way to guarantee 
Canadian sovereignty in the West. It is one of the 
basic foundations of his political caree r and he is 
not likely to see it jeopardized. He settled the 
Riel problem once , back in 1870, and he is prepared 
to settle it again, this time , hopefully , for good . 

He is aware , however , of Riel ' s popularity in Quebec. 
He realizes that any actions he might t ake towards 
the M&tis may only exacerbate the racial strife 
which already exists in the country. 
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A Question of Rights 
Dilemma #4 

Place: Ottawa, Ontario 
Time : May, 1885 

!ln .May lS ~ J.885 Louis Riel .surrenders to 
Canadian troops and is taken to Regina to 
stand trial . His arrest signals the effective 
end of the Rebellion of 1885. It also confronts 
the Canadian government with a difficult and 
potentially volatile situation. Riel is a 
devisive character on the Canadian scene . To 
many Quebecers he is the defender of French-
Canadian minority rights . Wilfred Laurier , the 
future prime minister , reflects the feelings of 
many French-Canadians when he states that: "Had 
I been born on the banks of the Saskatchewan I 
would myself have shouldered a musket to fight 
against the neglect of governments and the shameless 
greed of speculators." To many English-speaking 
Canadians in central Canada , however , Riel is a 
murderer arid a rebel , not only for his actions in 
1870 but also for his role in this latest 
rebellion . 

John A. Macdonald, the Conservative Prime Minister , 
is faced with a difficult decision . Riel has been 
found guilty by an English-speaking jury of fomenting 
the Rebellion of 1885 . He has been sentenced to be 
hanged. The jury has rejected the notion that Riel is 
insane, although they have found his English- speaking 
lieutenant, William Jackson, innocent for that very 
reason. 

Macdonald can intercede in the trial and save Riel ' s 
life if he so wishes. To do so will please the French­
Canadians but antagonize the English-Canadians. 
Macdonald has to make a choice . He can either grant 
Riel a reprieve or he can let him die. 

What Should Macdonald Do? 

Dilemma 4. 
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A Question of Rights 
Dilemma #4 
Follow-Up Questions 

Response: Macdonald should let Riel die. 

i) Why? 
ii) Do Riel ' s crimes justify his punishment? 

iii ) Did Riel get a fair trial. Was a fair trial 
possible under the circumstances? 

iv) Should Macdonald decide this issue on 
political or moral grounds ? 

v) Does Macdonald have a duty to obey the wishes 
of the majority of Canadians? 

vi) Does Macdonald have the authority to allow 
Riel's execution? Should it be his 
responsibility? Why or why not? 

Response : Macdonald should grant Riel a reprieve . 

i) Why? 
ii) Would this indicate that Riel is innocent? 

i i i) I s Riel responsible for anyone's death? 
iv) Is Riel a traitor to Canada? 
v) Should Macdonald ' s actions not reflect the 

wishes of the majority of Canadians? 
vi) Should Riel suffer any punishment at all? 

General Questions 

i) Is capita l punishment just i fi ed at any time ? 
ii) Should a politician carry out actions which 

he may disagree with, if the electorate 
demands it? 

iii ) Is Riel a hero or a villain? If Riel is a 
t raitor , is Laurier also one? 
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The Acadi an Questi on 
Background Pape r 

Bacl<g 

Place : The British Colony of Acadia 
Time : 1755 

Acadian was f ounded i n 1604 b y the French as 

a 

their first settl ement in North America . Control 
of the colony had been transferred t o the English 
by tne Treaty of Utrecht in 1713 . 

Acadia has l ong b een a pawn in international 
politi c s and this fina l t ransfer of authority h a s 
had l ittle o r no effect upon the Acadians 
themselves for they had enjoyed little contact 
with the French garrisons on the St . Lawrence . 
The Court of Versailles had been a remote real i ty, 
far removed from the day- to- day existence o f the 
Acadians . The colony of Acadia is centred around 
t he old Frenc h garrison town of Port Royal and 
includes the marshes of the Minas Basin and the 
Fundy shore of the Chignecto Isthmus . Left to their 
own dev ices , the Acadians h ave c onstructed their own 
communities , secured their own food supplies and 
looked after their own defense . 

The people of Acadia are mainly French in origin , 
the ma j ori ty h aving i mmi grated to the colony from 
France i n t he 17th Centur y . However , population 
growth i n the colony after 1671 has been primarily 
t he result o f natural i ncrease rather than 
immigr atio n . By 1 775, the populatior. of Acadia has 
r e ached nearl y 7000 . 

er 

The Briti s h gove r nment i n 1755 is r un by me n with 
very definite ideas about t h e role that colonies 
s hould p l ay in the maintenan ce o f t h e Empir e . It 
is a popular belief of the 18th Century that colonies 
exist solel y for the benefit ? f the Mot her Count r y . 
Acadia , although not an i mportant s ource o f r aw 
materials or agricultural produc ts , finds herself 
caught up i n the great European quest for profitable 
colonial properties because of her position adjac ent 
to the sea routes from New England to Europe . This 
quest , in the 1750's in the nor t hern half of North 
America, has brought into conflict the two great 
Empires of France and England . 

"Les franca.is neutres , " as the Acadians are c al led , 
f ind themselves caught in the middle . Catholic 
Frenchmen under British authority , they are fas t 
becoming victims of religious intolerance and s t rat e g i c 
decisions. The British are begi nning to doubt t he 
wisdom of gove r ning a group o f people whose re ligion , 
language and culture exist in conflic t with t heir own . 
The problem has grown more serious a s a f inal 
confrontation with the French on the St . Lawr ence 
becomes more and more an inevitability . The Briti sh 
are plagued with doubts about the loyalty of the 
Acadians. They cannot predic t , with any a ssu r a nce, 
t hat the Acadians will remain neutral shoul d the 
fighting spread to Acadia i tself . The Bri t i sh 
government is beginning to find the s ituation 
intolerable . What is to be done? That is one of 
many questions which faces the new gov e rnor of 
Nova Scoti a, General Charles Lawrenc e , when he takes 
off i ce on the 22nd o f December , 1 75 5 . 



The Acadian Question 
Profile Card #1 
Claude Oudy 

Age: 40 years 
Occupation: Fisherman and farmer 
Home and Birthplace: Havre St. Pierre , Acadia 
Family: Wife: Angelique Potier -- 29 years old 

Children: eight -- 2 sons; 6 daughters 
Religion: Roman Catholic 
Mother Tongue: French 

A poor farmer , Claude has difficulty making ends 
meet. He has only recently been able to begin 
harvesting a crop of wheat from his land. This 
year's harvest was only two bushels. With time 
and effort , the land may be made to produce twenty 
bushe ls, but no more. Oudy has had little schooling 
and his wife none. He can sign his name and read 
a little , but that is al l . A short, stocky man, he 
enjoys good health, as does the rest of his family . 
He has never concerned himself with politics , 
finding th-- subject strange and remote. He is 
aware, of cour se, that Acadia is ruled by the 
English but, as ide from a certain inherited 
distrust of r otestants , he is content to live and 
let live , asking only to be left along and in peace. 
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The Acadian Question 
Dilemma #1 

Time: April 22 , 1755 

a ■ 

Place: Havre St . Pierre , Acadia 

Claude Oudy , like all the Acadian inhabitants of 
Havre St . Pierre , has answered a request by the 
British to assemble i n the local Catholic Church . 
It is a workday and Claude is somewhat reluctant 
to l e ave his chores but the Bri tish are not be to 
disobeyed. 

A British major stands at the front of t he church. 
He begins to speak . He explains, t hrough an 
interpreter , that relations between England and 
France are worsening. He says tha t the s pread of 
war to Acadia is almost inevitable . The major 
explains that such a turn of events places all 
Acadians in a difficult position . He assures them 
of his confi dence in their loya lty. However, he 
also states that , as t hey are French and Catholic, 
they are held suspect by some Englishmen who have 
not met them or lived among them. As a r esult , t.he 
English government i s goi ng to ask them t o swear an 
unconditional oath of allegiance to the English 
crown. 

Claude is surprised and shocked by this new turn of 
event s. He has alway s been neutral in the struggle 
betwe en the French and the English. He ha s neve r 
given any sign of wishing to support one side 
aga inst t he other . This oath may force him to do 
just that . If it is 'unconditional', then what is 
to stop the British from forcing him to take arms 
against the French . They may even use it to force 
him to give up his l anguage and religion . If he 
takes the oat h, he may find himself facing fellow 
French Catholics in the field of battle . On the other 
hand , a refusal may place in jeopardy the peace and 
security of his settlement. It may also be construed 
as i mplying support of the French cause. Claude is 
in a dil emma - - to take the oath or not to take the 
oath . 

What Should Claude Do? 
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The Acadian Question 
Dilemma #1 
Follow-Up Questions 

Response: Claude should refuse to take the oath. 

i} Why? 
ii ) Does Claude therefore support the French? 

iii} A~e the British justified in assuming this? 
iv} Are the British justified in taking actions 

to protect themselves against Claude and 
other like-minded Acadians? 

Response: Claude should take the oath. 

i } Why? 
ii} Is he any longer a neutral? Why? 

iii ) Can t he British call on him to fight? Why? 
i v) I f Claude t akes the oath only to please 

t he British -- is he right or wrong? 
v ) Is i t important that the oath taken by 

Claude not be broken? Why or why not? 

General Questions 

i ) Do the Acadians have the right to remain 
neutrals? Why? 

ii ) What value is an oath of allegiance? 
iii } Does Claude owe allegiance to the English? 

Why? 
iv) Does Cla de owe allegiance to the French 

because t hey speak the same language, have 
t he same religion , and come from the same 
cultural base as he does? 
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The Acadian Que stion 
Prof ile Card #2 
General Charles Lawrence 

Age : 46 
Occupation : Officer in the British Army 

As of 22nd of December , 1755 : Governor of 
Nova Scotia and Commander-in-Chief of the 
British forces in the colony. 

Home: Halifax: Born in Portsmouth , England 
Religion: Protestant 
Mother Tongue: English 

General Charles Lawrence is descended , on both sides 
of his family, from a long line of aristocratic army 
officers . Lawrence believes strongly in the importance 
of Bri tish supremacy in North America. He is not fond 
of t he French , having spent most of his professional 
career fighting them. Having been given responsibility 
for the Colony of Nova Scotia, he sees it as his duty 
to s ecure the defense of the colony . This will entail 
war with the French. Of this he has no doubt. And, 
in time of war, t here can be no neutrals. 

Lawrence has set about his task with a singlerninded 
determination. It is his duty to see that the inhabitants 
of Nova Scotia are loyal to the Crown, regardless of 
their language or t heir religion . Such is Lawrence ' s 
duty; nothing more ; nothing l ess . 
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The Acadi an Question 
Dilemma #2 

Time : Summer , 1755 
Place: Halifax , Nova Scotia 

The early months of 1755 have not been satisfactory 
one fo r General Lawrence . He has given the 
Acadians an opportunity to prove their loyalty t o 
the Crown by swearing an unconditiona l ath of 
allegiance and they have refused. He is now faced 
wit h a de f inite p oblem. In his eyes, the 
refusal i s a conscious act of disloyalty to the 
English . He does not believe in neut rals, no in 
times of war anyway . He sees the Acadians as being 
a potential enemy within the very boundaries of the 
colony. Being a soldier , he finds such a situation 
i ntolerable. 

On the other hand , the Acadians have never ove rtly 
opposed the English nor have they shown an overwhelming 
preference for the French. Quite possibly they are 
neutrals , but can he risk it? He can either accept 
t hem at their word or recommend the only other course 
o f action open to him -- forcibly r emove them from 
the col ony . He has to make a choice . 

What Should General Lawrence Do? 

" 
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The Acadi an Question 
Follow- Up Questions 

Response : He should deport t hem . 

i ) Why? 
ii ) Is it right for the English to forcibly 

di spossess a people just because they 
speak a certain language or practice a 
certain religion? 

iii ) Should the British compensate them? 
i v ) I n times of war , is one al l owed t o take 

any precaution to protect oneself from 
the enemy? 

v) What should the English do i f the 
Acadians resist the deportation? 

Response: He should not deport them. 

i ) Do people ' s rights stay t he same - ­
even in times of war? 

i i ) Should Lawrence risk the whole British 
colony for the sake of the rights of a 
minority? 

i i i) Is Lawrence responsible if the Acadians 
acti ely support the French in the war? 

General Questions 

i ) Can a government suspend individual 
freedoms in times of war or ci il crisis? 

ii) Does t he ma j ority have the right to 
prot ect itself from the mi nority? Wi th any 
means at its di sposal? 
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The Acadian Question 
Profile Card #3 
Pierre Bonniere 

Age : 43 
Occupation : Tailor and Ploughman 
Home and Bi r thplace : Grand Pr~, Acadla 
Family: , i fe : Magd line Forest: Age: 35 

Chil r n : t hree sons and thee daughters 
Religion : Roman Catholic 
Mother Tongue: French 

Pierre is a tailor by trade although he grows his 
own food on l and granted to his father by the 
French government. He owns the following livestock : 
1 bull , 2 cows , 1 calf , 1 sow, 1 ram , 4 ewes, 1 
rooste r and 11 fowl . He has lived in Acadia all 
his l i fe . He knows no other home and is content 
with his existance . 

He considers himse lf to be an Acadian first and 
a Frenchman second . Although he was born after 
Acadia has passed to Engli sh control, he has been 
able to r e tain both his language and religion and 
he is determined that his children will to the 
same . 
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The Acadian Question 
Dilemma #3 

Place: The Parish Church of Grand Pre, Acadia 
Time: Friday , September 5 , 1755 

Pierre Bonniere, along with the rest of the men 
o f the village of Grand Pr~ , 418 in number, have 
assembled in the Parish Church. A British 
Lieutenant-Colonel , John Winslow , addresses the 
gathering as follows: 

Your lands and tenements, cattle of 
all kinds and livestock of all sorts 
are forfeited to the Crown, with all 
other effects saving your money and 
household goods , and you yourself to 
be removed from this province . 

Pierre , like all the rest of the men in his 
village , has refused to take the unconditional 
oath of allegiance to the British Crown . Yet he 
had assumed that that would be the end of the 
matt er . This new proclamation stuns Pierre. He 
does not know what to make of it. Surely the British 
do not mean to forcibly remove all of the Acadians 
from the Colony. Yet the proclamation is clear 
and the actions of the British leave little room 
f or doubt . While the proclamation is being read, 
t he British soldiers have surrounded the Church, 
turning it into a prison. Pierre and his fellow 
villagers are trapped. Certain individuals begin 
t o voice their resistance . People begin shouting 
that this should not be allowed to happen . Anger 
and bitterness can be seen on many of the villagers ' 
faces . Pierre does not know what to do. Should 
he go peacefully and meekly , taking what the British 
will allow him or should he resist . Maybe the men 
should run away the first chance they get or, at 
the very least , resist the British in any way that 
they can . 

What Should Pierre Do? 

Dilemma 3 . 
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The Acadian Question 
Dilemma #3 
Follow-Up Questions 

Response: Pierre should resist. 

i) Why? 
ii) Should Pierre use any means he can 

find to resist the deportation? 
iii) Should he use violence? 

iv) Should he try to escape? 
v) Should he try to escape only if he 

can take his family with him? 
vi) Should he try to join the French? 

Response: Pierre should not resist. 

i) Why? 
ii) Should Pierre assist the British in 

the deportation? 
iii) Should he try to encourage his neighbours 

to do the same? 
iv) Should Pierre go peacefully and try to 

return at a later date? 
v) Should Pierre encourage his family 

to accept the deportation peacefully? 
vi) Should Pierre request to sign the oath, 

if this is still possible? 

General Questions 

i) Should persons in Pierre 's position 
accept their fate without resistance 
if circumstances are against them? 

ii) Is there any purpose in resisting an 
overwhelming force? If so, when and why? 

iii) Should Pierre go now and return at a later 
date for revenge or for resettlement? Why? 
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