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. ' Abstract

* The present research addressed three major role-taking
issuess 1) its developmental nature, 2) its underlying vari-
ablék,_and 3) its status within social cognition. Children °
between 6 and 11 years were tested. Study 1 examined the

.

" development of 3 role-taking tasks. Study 2 compared role tak;‘

ing to nonsoc¢ial word-pair comparison to determine whether the
self's involvement demanded additional skills. Using original
tasks, Studies 3 and 4 related role taking and comparison to
referential communication. Study 4 also examined the effeéts
on these behaviours of a direct attentional decentration mani-
pulation and their relation to integration as measured by a
modified Gergen-Morse Perceived Self-Consistency Scale. Major
results indicated thats most children developed role faking ’
around age 6 and mastered it by 11; nonsocial decentration
(comparison) was related to role taking, with comparison de-
veloping first; and integration related to role taking but

not to comparison. Finally, comparison and role taking Wwere
necessary but insufficient for referential communication; inte-
gration was also related to communication. The implications
of these findings for a theory of role taking were discussed.
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o Sommaire

J . : ‘
: Cette recherche examine trois aspects importants d?

‘l'qssomption de rdle chez les enfants de 6 a 11 anst 1) son
'développement, 2) ces facteurs sous-jacents et 3) sa placé dans
le contexte de la connaissance sociale, Lafﬁremiére expérience
étudie 1% développement de 3 épreu&es d'assomption de rdle. A
l'aide d'un paralléle éntre 1'assomption de rdle et la com-
paraison non-sociale, une seconde experience vise é établir si -
1'implication du "sois" requiert des capacités additionnelles.
Les expériences 3 et b se basént sur des épreuves originaies
pour examiner ce qui relie la compafaiébn et l'assomption de

réle & la communication référencielle. L'expérience 4 se

penche également sur deux aspects supplémentairess a) les effets

qu'une manipulation directe visant & décentrer 1'attention
peut avoir sur ces comportements; b) la relation de ces com-
portements au phénoméne d'intégration tel qu'évalué a 1'aide de-
1'échelle modifide "Gergen-Morse Perceived Self-Consistency".
Les résultats principaux peuvent étre résumés ainsit la plu-
. part des enfants acquiert l'assomption de rdéle vers 6 ans et
la . maitrise vers 11 ans; la comparaison non-sociale est reliée
é'l'assbmption,de'réle et se manifeste la premiére; 1'intégra-
tioh est reliée a l'assOmptién de réle mais pas & la comparai-
gon.- Enfin, la comparaison et 1'assomption de rdle somt néces-
salres mais 1nsufflsantes a la communlcatlon référencielle et
1 1ntegrat10n.se trouve également reliée a la communlcatlon.
Les 1mpllcatlons et la portee de\Ces resultats sont dlscutes
_enfonctlon d'une théorie de l assomption de role.
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. 1\ 'INTRODUCTION
» The vitality of the activity withinjthe fié;d of social
cognition during the last ten years or so has led to the recog-
nition that there is much to be learned about children by under-

standing their intuitive or logical representations of others.
Kohlberg (1969) has suggested that the prototype for all social-

qggnitive developments is role taking. It seems reasonable to

accord role taking this status when one considers that in role . -

7

taking both the social and cognitive aspects of thé situation
N | :

are present and yet are separable. To grasp the:concept of role
taking one cannot consider it only as the differentiation of two

objects (here two viewpoints) without also minding the partigz}ar

’

role of the social other, and vice versa. Although botﬁ‘baéhi;
tive and social skills must be included simulianeously to perform .

role taking, it is possible to separate these components_iﬂ or- - - N

der to study and understand them. v S

V : - co.

The status of role taking has been central to'SOCial—cogni-

tive development in that it is used to explain the develOpmént R -

of other areas within social cognition.. To cite some examples;y
,it has been related to moral dévelopment.(Ambron:& Irwin, 1975;

Kurdek, 1978; Moir, 1974; Selman, 1971), prosocial behaviour

(Iannotti, 1978; Krebs & Russell, 1981), popularity (Rubin, 1973; -

Shantz, 1975), cooperativeness (Johnson,’ 1975), communication

(Chandler, Greenspan & Barenboim, 1974; Feffer, 1970; Rubin,

F}




Shantz, 1975). It became apparent that each of these approaches

.....

'19?3)l aggreséion (lannotti, 1978;* Kurdek, 1978), and to the

. self-concept and "self-identity (Duval & Wicklund, 1972; Leahy & *

Huard; 1976; Mead, '1934). For reasons fo be described‘below,
the strengths of the outcomes of the above studies for the most
part appears anemic compared to the strength of the logic in
the hypo;hesized relationships between role taking and these

other areas of gocial- cognitive development.s Rather than attri-,

. butlng these results to undetected faults in the loglc of the

"researchers, a more likely explanation of the poor results ls

that role taklng as & construct has been used prematurely to ex--

. plain complex phenomena before its own complexity was recog-

nized, let elone understood. Nonetheless, the 1mportance of

Y

“role taking can be seen both 'in its own rlght as a fundamental

- social- cognltlve process and also in 1ts potentlal to help ex—

»

'plaln the developmenﬁ of other areas of soq1al cognltlon.

-An aporeciation of the necessity of -studying social-and
cognhitive. development fogether to account for role taking and

1ts 1nvolvement in other behav1ours has emerged relatlvely re-

‘ cently and as will be demonstrated below, thls newness is re-

flected~ln the state of confusion in the reseerch. The area of
social cognitlon evolved as a synthesis of the two. previously

established approaches to child developments the socialization

‘theory and the cognitive deﬁelopmental theory (Damon, 1978;

in some sense imposed an upper limit on the extent to which it

Ty
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could explain child development; one cgnnof view social.and cog-

nitive (nonsocial) development in isolation from on€ another. A
more integrated orientation emerged therefore in which children's

social development was viewed not only in light of their level

~of cognitive maturation, that is, the skills or operations they

possessed, but alsg in terms of the influences upon them of seoc-
ial and significant others. Within this integrated social—cdg—

nitive framework role taking has been berhaps the most extensive-

ly studied behaviour. Given that it has received the 1ionfs

share of both theoretical and empirical attention within social
cognition, it will'be necessary to evaluate critically what is
known to date about role taking before -describing the present

regearch. The following is an dutline of the direction this

3

The first section will describe the original definitlion of

role taking and the various ways in which this has beeniopera-, .

‘tionalized. ‘A critical evaluation of these empirical tests will

identify some of the sources of our lack of understanding of

role taking. Since it Wés from this original definition and the

empirical tests that role-taking theories emerged, a review and
-evaluation of the two major role-taking theories will highlight

'what we do know about role taking and what we do-not yet know,

Following this critical review, the present f{ramework for study-=

ing role taking in terms of a three-tomponent definition is dis-

cussed. Four role-taking studies are then reported. The studies

.
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were designed to address the follow1ng three axmsg to demonstrate

role- taklng development u51ng adequate tests, to identify and
examine the variables underlylng its development and to show
how role taking may help to eXplain the development of more com-

plex social behaviours like communication. ‘
* . -

The Original Role—Taking,Definiﬁion and Tasks

Initially role taking was conceived simply as the cognitive

ability to infer another person's perepective or attitude

(Flavell, Botkln, Fry. Wright & Jarv1s, 1968). Metaphorically
speaklng, it referred to the ablllty to put oneself in someone

else's .shoes. Flavell et al. (1968) proposed that the motive

i

for rpletaking was to understand the other, either simply for

-

the sake of understandlng, or to help gne plan and gulde one's

.

own actions. This would be USeful in situations such as. com-

munication, in-whlch one's own future behav1ours depend to some
extent on the other's probable reactlons.

The first emplrlcal test of role taklng was the Three Moun-

 tain Task developed by Piaget and Inhelder (1956): In this task

_children were shown a three-dimensional fixed-array model of

L4

three mountains which differed in colour, height and in the-

" landmarks atop each mountain. 3They were also shown a small doll

which could be placed at any p051tlon around the array. 1In one

of the procedures to test role taking, ten'pictures portraying

~the array from different angles were shown to the children. The

«iiii é. P
-
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eXperlmenter then placéd the doll in varlous locatlons around

A

the - -array and asked children to select the plcture ‘that repre-
sented the doll s perspective of “the mountalns. A second‘proce-

dure involved show1ng the chlldren one of the plctures and hav-

1ng them place the doll.around the three- mountaln array so that

" the doll would have the same perspectlve portrayed in the plC-

ture. In a thlrd procedure children were dsked to reconstruct

the doll's perspective of the array with another set of model§

of the three mountains. PFiaget and Inhelder found with these

‘methods that it was not untll approx1mate1y ? or 8 years of age

that chlldren began to 1nfer accurately the doll‘s perspectlve,
before this they attrlbuted thelr own peropectlve to ‘the doll;

and below age 6 children 51mply dld not understand what was, be-

_ ing asked. Mastery of these tasks wag not complete until ap-

proX1mate1y 9 or 10 years of age.

Since the Three Mountain Task was,developéd,,countiess gth-
er testg héve béen devised ail purporting to assess role téking.
It is important to describe and then exgmine:the limitarions of
these'tests'bgcause.in part the cause of the pregent state of
confusron in‘the‘role—faking literature can be traced to these
and similar tests. It was' these teété that.led some to develop
the éurrent limited theories of role<taking and consequently
others to abandon altogether rolebpaking as an important con-

§truct (Dickson, 1981). . L

One tést which has been .widely used to assess children's-
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10 most children could perform this task suecessfully.

role taklng skills ‘is Flavell et al.'s (1968) 7 plcture story.
ThlS task requ1res that chlldren first attend to a story depic-
ted 1n‘sevép pictures; they ﬁhen,teil the story from ‘the pe;::—-»~
épéctive éf a newcomer wha sees'only a subset of .the éfiginal
bictupesh Since the subset of pictures efféctive;y elim;nateé
;ne key.element in the original stéry, the degree of intrusion
of this privileged information iﬁ fﬁe child;s story from the
newéomer's ﬁoint of view is used as thefindex.of the child's a-

bility to role take. For example, children first see .seven pic-

tures portraying a boy being chased up an apple tree by a dog .

and then sitting in the tree eatlng an ‘apple. All pictures per-

taining to the dog chasang the boy are then removed, effectively
reducing the story to one ;n which a boy climbs a tree and eats
an apple. When children are askedkfo des¢tribe what a newcomer
would say only seeing this subset of piatureé, the extent to '
which their own privileged knowledge of the dog intrudes on

their story\is used as the measure of their role—faking ability.
Flavell et gl. (1968) found that younger children between 7 and

9 years of age allowed privileged information to enter their

stories more than older children and that by the ages of 9 and

" One of the carly role-taking tasks used 1n the social do-

.main was designed by Feffer (1959). The critical role-taking

feature in this task involved descfibing a situation from the

~different, perspectives of the people involved. To vbtain the



maximum sco%e, sﬁbjecté had to distinguish each éharaéter's
viewpoint from, the others', while coordlnatlng thls perSpectlve
with the other tharacters'. Not untll age 10 or 11 could most
éhiidren'perform this task succesSfully (Feffer & Gourevitch,
1960). fThe.measure develobed by Sélman and Byrne (1974) assess-
es various combinations of the ability to differentiate one‘é ‘
own and anpther“s:perspective,toward some event and the capacity,
fo‘enter%ain tﬁese muitiple perspectives simultaneously from the

?

'j poiﬁt of .view of a third'persén. They found that whereag 4-year-.
olds wére unable to consider anothér'é perspective, 6-year-olds
could conceive that others in different situétiqns have differ-
’ent perspéctives; by i2 yeafs of age some children’could consi-
"der thelr own and another person s different perspectlve from a
thlrd persoﬁ S v1eWpOJnt |

BeSldBS the above tasks, many other tasks have .been deslgned
which hgve claimed.to show role-taking skillg in children youn—’
éer than in the above studies. Borke (1971), for example; sim-
ply asked children. .how another child would feel if eatlng a fa-
vourlte snack, or if being chased by a tlger She found that
cchlldren could perform this task success fully by age 4. Others:
I.have used a gift-selection task in which children are asked to
select appropriate gifts for their father, mother, and for an
6pposite—sexed~peer (Zahn-Waxler, Radke-Yarrow & Brady-Smith,
1977). Five— and 6~ year-olds were able to perform well on thils -

t&pe of task. To test perceptual role taking skills, Liben
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(1978) had children ang“the experimenter wear different coloured

eyeglasses; children were then asked to describe how a piece of
cafdboard looked to the experimenter. Four-year-old children
were able to describe correctly how the cardboard looked through
the experimenter's eyeglasses. An examination of the Structure%
measured in these btasks reveals differences and 1imitations
which partia;ly‘explain why;such vast variability has been re- he

ported for the age of acquisition of role taking.

Iimitations of Role-Taking Tasks

The above tasks are representative of the majority of tasks

+ that have been used to assess children's role-taking ability. A

‘number of limitations of these tasks have been pointed out, how-
ever, which merit attention here since, as was previously men-
tioned, it is based on these\%asks that theoretical interpreta-

tions have been formulated. TFirst, some of the tasks do not -

" even measure role taking as it was originally defined. Thus,

the first locus of blame for our, present lack of understanding
of role taking can be traced to a delinition which may be too

general thereby leading to different interpretations. This has

. led to the study of many diffcrcht constructs all bearing the

term role taking, and congsequently to much difficulty in inte-

‘grating the data. To role take is to infer someone clse's per-

spectlive; some researchers have not regarded inferences as ne-

cegsary features of role-taking tasks, however. 1In Borke's

B, oo E S



_(1971) task, for example, a corféct fespdnségwould be that a
‘child eating a favourite snack would feel happy, or that a child
Eeing chased by'a’tiger would feel afraid. To anawer these ques-
tions correctly, one onl& need know that in the given category \
"children"” most méﬁbers feel happy ecating snacks and\afraid of
uncaged tigeras. In other words, the information necded Lo res-
pond correctly to the guections i stored in memory in associa-
tion with the category ”éhj]dren" and rnot inferred on the basis
of information about the characteristics of the particular child
eating the cnack or being chased. Another example of a task
claiming to assess role taking bul not requiring an inference is
found in the Zahn-Waxler ct al.(]977) task described earlier.
Higgins (1981) has‘discussed this type of gift-selection task in
terms of children's increasing difflerentiation among social ca-
tegories, Since making an inference is unnecescary for these
tasgks, they cannot be considered good measures of role taking.
Thus,.to be considered an indication of role taking, the sub-
ject's recponse must have gone beyond the information given 1in
the situation by understanding or pred}gting the other's needs,
intentions, or fulure behaviour.

Another problem with many of the present role-taking tasks
is that they do not seem to reflect a unitary construct. One is
faced here with the gituation where tasks which elaim to be
measuring the same ability are not strongly related to one ano-

ther (Ford, 1979). Kurdek (1977), for example, using a princi-
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pal’components analysis to éxamine the correlafions among four
cognitive role-taking tasks, found two factors labelled as

a) the use of social category information, and b) the use of si-
multaneous coordination of pergpectives. As role taking has
been described here, only the latter of these two factors really
involves roic taking., Using a similar method to test for the
unitariness of role taking across domains, O'Connor (Note 1)
factor analysed data from several perceptual and cognitive tasks.
Generally, che found that the cognitive tasks loaded on one fac-
tor and the perceptual tasks loaded on another, with one other
perceptual task emerging alone on a third factor. Others, too,
have found low correclations among role-taking tests (Hudson,
1978; Kurdek & Rodgon, 1975; Rubin, 1978).

This overwhelming Tailure to find one underlying factor
that accounts for role-taking performance on different tasks can
be explained in several ways, There may be low %test-retest re-
liability (Rubin, 1978), an interpretation supported by more re-
cent studies and comparigsons of task roljabi]i}y (Ford, 1979;
Kurdek, Note 2). Oecond, there may be low reliability acrdss
tests. One potential reason for this was discussed earlier,
namely, that some tasks do not really measure role taking as it
has been defined. A gsecond reason ig that the role-taking tests
used may require abilities other than role taking and these ex-
traneous abilities may vary from tagk Lo task. For example;

some tasks may require more verbal abiiity than others, or some



may require more memory skills than others. Such task diffefen-
.ces could lead to low inter-task correlations but only because

of the inclusion of diverse non role-taking components. A third
reason for low inter-task reliability is that tasks may differ
‘in the level of role taking they are assessing (Rubin, 1978;
Urberg & Docherty, 1976); this is possible if role taking is an
ability acquired in degrees or expressed in degrees as a function’
of task difficulty, For example, the number of perspectives to
be inferred can affect task difficulty and may have contributed

g to the low inter-task correlations. Finally, others have sug-
gested (Kurdek & Rodgon, 1975;' 0'Connor, Note 1) that the fail-
ure to identify strong relations among role—tgking tacsks attests -
to the multidimensional nature of role taking, a notion more in
‘keeping with the framework proposéd later. That role taking méy
be multidimensional, that is, an ability dépendent upon more ,
than one process or-ability, suggeéts‘that the present theoreti-
~cal framework, which dictates looking for one ability undérlying
role taking, may be naive and simplistic. Before presenting a
new alternate framework for studying rolé taking, it is impor-
tant to review critically the t@o major theorics of role taking

" that have dominated tﬂe thinking about role taking for many
‘years. Such a réview will underscore the limitations of such a

theoretical framework and created the necessity of a different

approach to role taking.
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3

Theoretical Approaches to Role Taking .

Role-taking development,'as mentioned above, has been ex- .
plained from two major theoretical orientations. First, it has
been dis¢ussed in terms of the developﬁent of "the child's abili—
ty to decenter, that is, to deploy attenfion over more than one
'stimulus. This theory,suggests that it is the child's ability
" to decenter, a strictly nonsocial achievement manifested through-
out the cognitive system, that allows the child }o'role take.
Sepond, role taking ﬁas beerr discussed in tefms of children's
declining egocentrism, that is, the child's increasing abil}ty |
to decenter from the self when the self is particularly salient.
This theory views role taking as a relafively social accomplish-
ment.

These two‘in£erprétations of role taking may to some extent
overlap; for example, cgocentrism can be viewed as a special
case of centration wheré the self is concerned and nonegocen-
trism as the ability to decenter from a salient response experi-
enced by oneself. What 1s more interesting,‘however, is that
the theories are separable an@g}ﬁerefore interrelatable. Sincé ’
' decentration and nonegocentris% are separable, I am presenting
~the two approaches individually; treating nonegoCehfrism as sep-
arate from decentration 1s potentially more fruitful in terﬁs of
‘our future understanding of the gocial and nonsocial aspects\of
role taking And perhaps their intcraction. Toward this'énd?

these theoretical interpretations are . now considered in some de-
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tail, followed by a discussion of their limitations.

From Centration to Decentration

According to Piaget (1967) the most fundamental process in‘
cognifive development is from centfatign to decentration. Cen-
tration refers to the inability to shift attention from one as-
péct of a situation to another, and the belief tha%?this one as-
pect completely describes:the eptire situation. Such an error
1s the result of distortions caused by a-primarily assimilating
organism; when the necesséry accommodations are introduced into
the situation and some measure of equilibrium is restored, decen-
tration has been mastered.

Decentration is most commonly assessed by means of %iaget's‘

-

classic conservétion tasks. For example, in the conservation of -
liquid tagk, children are shown tw& identical containers of 1li-
quid with the same amount in each. The contents of one contain-
er are poured into a third container which may be taller and
narrower thén the others. Children are asked if one container
has more liquiﬁ or if they contain identical amounts. Typically,
, preoperationél children (under 7 years of age) err by saying
thét one glass néw has\more liquid than the other. One way of
déscribing the underlying problem is to say that thé\xreopera—
.tional chila relies on perceptual rather than conceptual cues
(Elavell, 197%). Others see the problem as one of centration;
the younger child centers on only one of the perceptual features

3

of the stimulus such as height without accountiﬁg for the width
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of the two containers. This error of centration leads the child
to conclude that the taller of the two containers has more 1i-
quid. Some children may center on width, concluding that the
shorter, wider glass has more liquid. What is important here is
that the younger children choose only one dimension and cannot
shift their attention from this dimension to consider the com-
pensation made in the other dimension. Recordings of children's
eye movements during conservation tasks support this claim that
nonconservers focus on one aspect of the stimulus whereas con-
servers demonstrate more visual exploration of the stiﬁulus
(Boersma & Wilton, 1974; O'Bryan & Boersma, 1971).

In terms of decen&ration, role taking can be seen as the
child's acquisition or demonstration of the ability to consider
at least two mental” el¥ments, mental elements in this case being
the perspectives the child must coordinate in role-taking tasks.

The empirical evidence relating role taking to decentration will

be presented later but at this point decentration seems at least

at face value to be a reasonable theory with which to explain
role taking, given the nature of the role-taking tests in which

two different perspectives must be considered. Rather than re-

. lating two independent measures of role taking and decentration,

several authors (eg., Feffer, 1959, 1970; Looft, 1972; Selman &
Byrne, 197) simply designed tasks to measure this component.

For example, Feffer's Role-Taking Task (1959) was interpreted as

. a measure of social decentering ability in which subjects must

!
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e I e 3 i A et MR vk PRt



N

«

(4

. . . - *
- 1 . Chd : - 3
+ - M N . ' ’
7 - R . . v . 15
. . A
- ' . . ¢ LN
.-, - ‘ P
' 4' " T
o ( ¢ ;

differentiate among the characters' viewpoints while coordinat-

ing them. The measure devéloped by Selman and Byrne (1974) N

mentioned earlier also assesses variocus levels of the ablllty to

differentiate perspectives and to entertain these perspectlves
simultaneously. The ability to decenter as it has been operaﬁl
tionalized here is certainly consistent with the defibition of

» role taking given earliern Therefore, to the extent that role
taking is a cognifive procesé, performanée on, tasks ‘suoh.as
Feffer's or Selman and Byrne's'should'correlate w;th nénéoéial,
measures of decentration such as conservatlon. |

Empirical evidence to support the .decentration explanatlon )

‘of role taking is found in several studies which did independent- -

‘ly measure each ability. Significapt'relatioﬁs have been found,
for example, between vario;s tests of both perceptual and cogni-
tive role taking and some indices of decentration, including

- conservation and, the Alternate Uses task (Feffer & Gourevitch,
1960; Rubin, 1973; Shantz, Note 3). By contrast, one study
(Kurdek, 1979) found little evidence for a relation between
“cognitive role taklng and decentratlon as measured by:cobnser-
vation of liquid. The bulk of evﬂdehce, however, does suggest

that there is a relation between role taking and nonsocial

measures of decentration. What is not known from these studies

(‘.

“‘”’

is to what extent decéntrafion explains role taking and what is »

specifically involved in decentration that does pertain to role.
ol

taking. - This issue will .be investigated empirically in the pre-

i
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’-eeht thesig by‘isolatingffhe sociai'ffom nonsocial comnonents”
“of role taking and experimentally manlpulatlng 5001a1 and nonso-
‘c1al decentratlon 1ndependently; the effects on role taking and
‘comparable cognltlve processes will be examined. This approach
is discussed in more depth later,

The aBOVe.review'suggests that decentration is important to

role taking ~There is nothing inherently social about decentra-.

' tlon 1tself, however, it is a cognltlve process for whlch the

‘mental elements can -be either nons001al or 5001al obJects or con- °

cepts.\ Thereforew to the extent that role taklng is also a so-,

'c1al phenomenon. decentratlon alone will be inadequate to ex-

plaln fully the dynamlcs involved in the role taklng process.
\, .
The search’ for other factors or.processes necessary po under-‘

stand role taking leads one to the second majorﬂfheoretical-ac-‘

L}

. count of role taking, the ohild's declining egooentrism.'

s

From Egocentrism to.Nonegobentrism‘f

B i

Th more common intefpretation of role—taking deVeIopment'

. has been in terms of Plaget s (1926) theory of decllning egocena

trism. Generally speaklng. egocentrlsm can be'seen as a lack of

deferentlatlon between the subject and an,obJect (Plaget 1926)

,Manlfestlng itself in different forms, egooentrlsm is thought to

cont1nue°from infancy through adulthood (Elkind, 1967; Looft,

{

1972). Our concern here is with preoperational egocentrism in
particular, defined as an embeddedness in one's own view (Looft,

1972; Rubin, 1973). This lack of awareness of others' subjec-
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.- tivities, or,of their 6bntent,‘leads young ¢hildren to assume

#Haf their perspective is the only pefspective.A Consequently,
preoperational children fail to infer anothér's'thoughts, feel-
‘ings, or visual perspective and instead think that their own
"ﬁview describeg the other's view equally well, According to this
+ theoretical orientation, the important process underlying the
‘development of fole taking<;svthe ability to differentiate the’
self's view frém thé other's-view,

On an abstract level nonegoceritrism would seem a good ex-

’

' . planation of role-taking development. Empiribal evidence of the .

, ¢ type found for the:déqentratipn:theory»is difficult to find,

however. There are few studies which attehptqto'correlate an
independént‘measure of nonegocentrism with role taking. - One’ex-
ception is a study by Weinheimer K19?é) whish found a signifi-
‘cant correlation-pet&een role taking using Feffer's Role Taking
Taski(1959) égd noﬁegocgntrism measured‘by'childreﬁ's ability fd«
reconcile the self's’andlaﬂothér's different opinions. Typicalf ;
ly when an age-related change in role'taking ié found it is-sim-
.ply assumed that declining_egocentrism explains ﬁhgiphenomenon}
.most reéearchgrs.have felt it was unneceésary to establish the .
‘ relationship independently. If an embeddedness in one's owri
view does explain role’taking, then one would expect role-taking
gerformance to guffer when the self's view 1is particﬁlarly sal- ’
ient. In support of this, Chandler (Note 4) fopnd‘in his Droé~
dle Task that if young children were'expoéed to the whole pic-

r
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ture, that is, to the privileged information before being shown
the smaller ambiguous segment then the privileged information
interfered with their making plausible interpretations of this
smaller picture from a naive observer's perspective; if children

were first exposed to the smaller picture and then allowed to

see the complete drawing, their own view, complete with privi-

leged information, interfered less. Thus, when their own per-

spective of the whole picture was made salient by being experi-
enced first it was difficult for children to inhibit or control
this competing information to -infer the other’ perspectlve;

When they saw the smaller picture first they may have been able
to inhibit their own -subsequent perspective and then have relled

‘on memory of the smaller amblguous picture to 1mag1ne what they

'themselves mlght have thought the plcture represented 1t seems

~~then that the sallence of the self 8 perspectlve does 1nterfere
with the ablllty to 1nfer someone . else s v1ewm01nt ‘

To summarize briefly what has been said. so-far, ﬁwo theore=-
tical approacﬂes have been presented‘whlch atteﬁpt lo explain‘

the development’of role taking in children. The first is based

on’ the child's emerging ability to decenter from one aspect of -a -

stimulus or situation to consider more than one aspect or mental

'element. This theoretical stance highlights cognitive require-

ments of role taking. -The seccond theoretical approach, the

shift from egocentrism to nonegoceniriem, addresses the child's

ability to inhibit 'or control his/her own salient subjective

M,
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perspective to consider another's subjective perspective, and

"therefore highlights social requirements of role takihg.

LiMifations of ‘the Theoretical Framework of Role Taking

.Having described the theoretical framework in which role

'taking has‘bee studied and the types of tasks used to measure

fole taking, a consideration of the limitations of this frame-

swork is now pogssible. The first fault in this framework stems

from a problem mentioned earlier, namely that defining role tak-

ing as the abilily to infer another's vicwpoint is too general,
That different researchers have operationalized role taking in

qifferent ways with different requirements attests to the re-

‘sults of the definition being too broad. Some researchers such

as Feffer (1959) focused on. the differentiation and coordination -

of perspectives} otﬁefs (Qhandler, Noﬁe l; Urberg & Docherty,

1976) -focused more on the:salience of the child's perspective

[

vyheﬁ.inferring the othef's:pérspective. .This has led to a situ-
’a?ion in which tests have been des)gned around .a particular the-
‘ory‘rathér than around a COnceptuai definition of role taking,
.ﬁhus preyentiné any ﬁndependeﬁt tests of fhe theories., Conse-

: quently, under Lbo‘curront théoretical framework and with the

current tests one is faced with the self-perpetuating situation

of proposing that one procecs underlies role taking and then us-

ing tasks which have been designed to test én]y this particular

component.' In other wdrds, since the theory determined the na-




{ .’ . ture of %he tasks, 'it is difficult to test the theory, As & re:

- ?

sult, the development of both theory and tasks was stifled.

-

What is neceded is a completevconccptual definition of role fak--
ing and then role-taking tasks which measure all the éomppnents,~
of this definition. Tn conclusion, it scems that both the cur-
remt theories and tests are inadequate to pursue Lhé ipgsues that -
- ~are important to role taking, such as the nature of role-taking
development, 1its underlying abilities, and how it is relatedvor
involved in other social behaviour such as communication. _ 3
The present thesis wags conceived and developed to overéome
the limitations described above in the current role-taking
framework oo that the above three l1ssues could be profgrly ad-
dressed and the underctanding of role taking theréby enhanced.
‘ From the above dlscugssion, 1t is obvious that a redefinition of
role taking in terms of its critical components was essential.
The three-component definition of role taking developed by
- Higgins (1981) and described below provided a very suitable be-
ginning. Uging thig clearer and more pretise conceptual def-
) “inition, the present thesis wag developed ﬁith three particular.
aims in mind. The first objective was ctiraightforward:s to de-
sign adeguate role-taking tasks that would Tulfill the thrée—,
componbpf definition, and. then to document role-taking ‘develop-
ment in cﬁilgven. Acﬁicvﬁng thic first aim wdulé allow the bur—
suit of the other two aims. The second aim'of this thesis, was

. to investigate uﬁderlying abilitics of role taking; for example,

4
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‘role taking could be 'compared to a similar nonsocial process

.+ namely one that would reéuire decentration butl not nonegocen-
trism. .Fiﬂally,_tho third aim of this thaesis wag 15 address the
.. issue of the relation of role taking 1o other social behaviour.
. Some rescarchers s Guch o Kohlberg (1969) contend thAt role tak-
ing ic crucial in explaining the development of otﬁer social be-

haviourgs csuch as communication, though to date the emplirical ev-

v ddence on this mabtier hags beeh inconsisctent. These ecarly studies

are subject to criticism since many of the role-taking tasks

used have been described here ag being inadequate. Once a com-

plete definition of role taking lg-used and adequale tasks have
been designed Lo test Lhe dcvclopment of this ability, however,

an OmPIFICdl tect of this issue is more me nlngful Th@se three

q <

aims will now be disc ussed in detail followed by an outline of

the preseﬁt strategy to achieve them. . o :

N
[ . - N 1

- s .-

. The Development of Three Component Role Takirg' ° Lo
The first aim of ihis thesis to describe roie taklng

development using tasks which adequatnly tnsied the construct.

‘ To devisc cuch Ll ko necessitated a LOmpI(hPHb)VP Lon(nptuai

. dpfiﬁltipn of role Lnklng.‘ According to ngfln (]981) role bak-
ihé, or the, ahilily Lo infer ax@thcr pergon's per upOCLLVO, em-
-bodies three critical components, 1t wag the specificity of

these components which. made pogsible the construction of the -

tasks used in the present research; thus, these three components -

.
« . 7 . "
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will now be described,

First, role taking involves making an inference about ano-
ther person's psychological state. In such a role-taking con-
text, an inference refers to going beyond the information given
in a situation to make judgmentg about the unobservable digposi- .
tional attributes (nceds, feclings, etc.) of someone else
(Higgins, 1981; Ross, 1977, 1981). As has been mentioned earli-
er, rather than requiring social inferences, the tacgks devised by
some resecarchers ceem to require only social knowledge and there-
fore do not mecasure role taking as they have claimed (Borke,
1971; Zahn-Waxler et al., 1977). . 0Only tasks in which inferences
are necessary can be considered as role-taking tests.

Another component of role taking implicit in the definition
and discugsed explicitly by Higgins (1981) is the interrelation
or coordination of two or more mental elements. That at least
two mental eclements or perspectives are involved implies that the
subject can dif{orentiate among, elements. fhese‘differentiated
perspeétives or clements must be interrelated or coordinated
in some fashion before one can say role taking has ocburred.
The abilitics of d}fforcntia%ing agpects of a situation (hefe
perspectives) and then integrating or considering them togethef
encompass the two cssential features of decéntrationf Iﬁ will
be recalled that Piaget's (1967) deéehtrétion theory and the
lfasks used to support i{ had tested only this Componént. The | .

 interrelation of different berspectives,may take the form simply-

«
.
-
-
Wit st -
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T~of considering the perspectives sequentially, or it may be more

complex by requiring the mental elements to be considered simul-
taneously. Tasks measuring both types of coordination have been
used in role-taking research and will therefore be examined here
briefly.

Role-taking tasks in which the different perspeciives may
be'coordinated sequentially allow children to 1nhibilt one per-
spective while inferring the other. Such tasks can be found in
the perceptual, cognitive, and affective domains. Perceptual

tasks modelled after Piaget and Inhelder's (1956) original Three

Mountain Task, for example, meet the requirements for role tak-

ing and may be performed by an inhibition of the self's view.
In such tasks a subject and another person view the same stimu-
lus array from different gpatial orientationgs; the subject must

infer how the array appears to the other. The child may disre~

gard his/her own view and then consider the array from the oth-

er's viewpoint. That 1s, the child ecan perform this type of

task suécessfully by inferring how the array would look to him-

self/Herself 1f in the other's spatial location. Flavell's

cartoon sequence task (Flavell et al., 1968) is a cognitive

fole—taking tack in which, to infer another's thoughts about the

briefer picture sequence, it is sufficient for children to inhi-

- Dbit knowl edge of the extracted events and in thls way consider

the two viewpoints sequentlially. 'In the affective domain, is
t .
Urberg and Docherty's (1976) Task II in which children are $61d

- »
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a story involving themselves and another person. The story has
different outcomes for each of them and the children are then
asked how each persoﬁ feels., When answering how the other feels,
it is aéain sufficient for children to inhibit completely their
own feelings and then infer the other's.

Other role-taking tasks such as Feffer's (1959) seem to re-
quire the differentiation and the simultaneous coordination or
integration of at least two mental elements, in that subjects
are required to infer more than one perspective in a given sit-.
uation while maintaining some consistency among the perspec-
tives. Controlling rathof than inhibiting the self is neces;
sary when the situation requires some simultaneous coordination
or integration of information involving the self and another; an
understanding of the situation requires that this information
- pertaining to both the self and the other be condidered. For
Jexample, in the higher levels of Selman and Byrne's (1974) model

the subject must maintain his/her own view but coordinate this
with the view that another person would have of him/her. Both
De Vries (1970) and Miller, Kegsel, and Flavell (1970) have
found it more difficult for subjects to think of someone think-
ing of their view than simply thinking of someone's view of
something else. The self's view 1s inextricably involved in
this more complex recursive proccss and cannot simply be inhibi-
ted if one 1is to perform the task succegsfully.

. Thus, a role-taking task must involve at least two differ—'
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‘Qnt perspectives tﬁat subjects can interrelafe either in a se-
quential quﬁion by inhibiting one viewpoint‘or in a simultane-
ous fashion in which both perspecti@esvéré considered at the
séme time. : ) S

The third component of role taking, which is implied by the
second, but which méy be separated from it, 1s the control or
inhibition of information that is competing with the role-taking
Jjudgment. This competing information is the subject's own per-
spective of the object toward which he/she is inferring someone
else’s view. The second component emphasizes the interrelation
of different perspectives; this third component stresses the im-
portance of the subject's own perspective 1n the role-taking
process. Therefore role paking can only be ascertained not only
when the other's view is different (as implied in decentration)
from the subject's, but also when the subjecl's view is salilent
enough to compete with the other's. These requirements would
- exclude as good role-taking tests those in which social inferen-
ces are assessced toward something with which the subject has no
immediate experience or about which the subject has no opinion.
This particular ability to control or inhibit the self's view,
described here as critical Lo role taking, was the component
tested in role-taking tacks interpreted according to Piaget's
(1926) theory of nonegocentriom.

‘To the extent that any task uged to measure role taking

disregards one or more of these three critical components, it is
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inappropriate to test the aevelopmenx of role taking. The pre-
vious description of several common role-taking tasks shows that

most of them are in fact inadequate. I developed tasks for the

present rescarch that fulfilled all three conceptual require- .

ments. I then sought to chart the course of role-taking devel-
opment. Since previous tasks measuring either the second or
third component of role taking found that performance was not
accurate until approximately the seventh year and was Compiete~
ly or nearly completely developed by age 11 or 12, this was thé
age range I choge to study in the present thesis. A demonstra;
tion of the developmental nature of role taking permitted the

remaining two aims to be pursued.

Abilities Underlying Role Taking

The issue concerning the fundamental abilities underlying
role taking isg an important one and vital to a comprehensive
understanding of role taking. It will be recalled from an ear-
lier discussion that researchers had tried, and largely failed,
to demonstirate that performance on role-taking tasks was ac-
counted for by a gingle variable (Kurdek, 1977; O'Connor,

Note 1;0Rubln, 1978). With the three-component definition
proposed by Higgins (1981), it would secem naive to expect that
only one abillity underlay all three components., Thus, the
present research involves looking for the various underlying

abilities of role taking. The two abilities that will be stud-
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“1ed in the p‘r‘esent thesis are decentration and integration.

Decentration . ; ) e

L) ‘¢

One strategy that has been used to\iden‘tify processes or

abilities felevant to role taking has been tp correlate perfor-
mance on fole~takin{c tacsks with performance on measures of the
hypothesized underlying process. Thig was Lhe method, it will‘
be recalled, used to support the decentration theory of role ta{k—
ing. Significant relations pbetween varioug role-taking tests
and measures of decentrati‘on such as conservation and creativity
'_were found in several studies (Feffer & Gourevitch, 1960; Rubin,
1973; Shantgz, Npic 3). It should be noted that some of these‘
studies used taske which do not fulfill the present three-compo-
nent definition of role taking. In addition, the role-taking °
tasks differcd greatly from the d"ccentratjon tacks in termé of
the level of verbal and other ckills necessary to perform the
tasks and may have shared other skillg begsides decentration.
Unless the two tasks can be made equally difficult, ana,other
shared commonalities identified and controlled, the resuits of
such studies are difficult to interpret.

¢ To tect the importance of decentration to role taking it
would be better if the test of decentration had a format simi-
lar to the test of role taking, buf where the two elements to be
attended were nonsocial stimuli rather.than people's views. Such -
a test has been used to study comparison processes (Asher, 1976; |

Cohen & Klein, 1968). Comparison refers to the ability to iden-

' »
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tify a dimension or attribute that can reliably distinguish be-
tween two similar objects. For example, if one is given a red
pencil and a yellow pencil and is asked to think of a clue to

help oneseclf remember the red pencil then one has to compare the

“attributes of the red pencil to those of the yellow one; other-

* wise one may select a clue wiich does not discriminate between

the two objects. Obviously in this case, remembering that the

object was a pencil will be of little value since both objects

- were pencils; one musgt realize that the colour red describes on-

ly the pencill to be remembered. By closely examinipg the skill
involved in comparison, one can make the case that comparison
requires a nonsocial form of decentration analogous to the social
form of decentration manifested in role ‘Laking. That is, com-
parison requires decentration from one stimulus to another; role
taking requires decentration from the self's pergspective to the
other's. Studying the relation belween Lhese two processes
would reveal whether the involvement of the self in role taking
makes it a different process or whether it requires nothing oth-
er than nonsocial decentration. |

To examine whether role taking requires nothing other than

or somethilng more than nonsocial decentration, I took a develop-

. mental approach, asking the question: Is there a developmental

ordering of comparison and role-taking ckills or are they mani-
fested synchronously? If they were the same, then role takiﬁg

would develop at the game time as comparison; if role taking re-

e e tonat ekl

st o
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quired something additionai,_thenjit would develop later, Role
taking has been defined as comﬁnising three compohentsz an in-
ference, the coordination of two or more mental elements, and
' \
by contrast, was defined as isolating a reliably discriminable
attribute to identify one stimulus among similar stimuli. Es-
sentially this ability requires the coordination of éwo or more
mental elements and thus is comparable to the second of the
three role-taking fequirements. This suggesté that comparison
may develop first, followed by the more complex role taking. On

-

the other hand, if all the components of vole taking are basi-
ally reducible to cognitive decentration, or if decentration is
the final role-taking component to be .acquired, then once it
does emerge it - may be seen at the same time in both comparison

and role-taking performance.

Integratiop‘

Integration is an ability related to decentration but whieh~

has not yet been studied independently with regards to role tak-
ing; yet it seems that integration might be important for role-
taking development. According to Werner (langer, 1570) integra-
tion is the ability to combine differentiated parts to form a
whole; that is, it organizes differentiated concepts into a co-
herent part-whéle structure. A well integrated system.of .
thought is one in which all the different elements fit together

conceptually, that is, relate to one another in some fashion,

the inhibition or control of the self's perspective. Cbmparison;
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( g Z"3‘ané'to Qpiéh new iﬁfofmgtion—gén be added and interrelated..
This notion of integrafion implies that one has observed or im-
ﬁosed some degree of compatibility or interrelatability among
different elements within some domain. With respect to role
T taking, integration may be important because of its implication
in éhe’second éomponent, decentration, In the sense that oné
must shift attention from pﬁe stimulus to another and consider
both, dec¢entration involves both dffferenfiation and integration.
‘This latter integrative function ma& be particularly important
for being able to consi@er another's perspective when 1t differs
from 6ne's own salient“%iewpoiﬁt. ' |
Integration has been a difficult construct to operationa-
lize (Kaganl&'Kogan, 1970). Qne'Way it has been measured in the
developmental litqratdre has been in térms of children’'s shif%
from concretg to abstract concep%ual systems (Scarlett, Presg &',
" Crockett, 1971). Scott (1974) has discussed iﬁtegration in
adults in some détail in terms of four strategiéss affective
balance, affective-evaluative consistency, centralization, and .
image comparability. Another measure-of integration, easily
' adapted for use with children, is the Gergen-Morse Perceived
,Self—Consisteqcy;Scale }Morse & Cergen, 1970) in which subjects
" rate the degree oflcompatibility they perceive between differ-
entiated aépects of themselves.

Thus, integration may be related to role-taking performance

in that the éecond component of role takihg involves the coordi-

’
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" nation or'interrelation of two perspectives. Having differeqfi—

ated between.one's own and another's informational needs, one
must be ablé‘t§ integrate or interrelate this information to ar-
rive~at a correct inference, particu}arly whep the gelf's per;
spective is salient and must be controlled rather than ;nhibiteé.\
In summary, the second aim of this thesis was to éddress
the issue pertalnlng to the 1dent1flcatlon of the abllltles or
processes that might be relevant to role tamlng developmenf

Two abilities, decentratlon and 1ntegratlon, were proposed A

method of testing the role of decentration was proposed in which

~
«

role taking is compared to'the nonsocial comparison process.

The relation of integration to role taking has not been studied

‘to date, but it seems a plaugible variable to pursue‘in light of

the. coordination aspect-of the second role-taking requirement.
Such a study of the variables underlying‘role-taking would

gréatly enhance our understanding of rqle taking. In addition,

‘it would provide greater depth to the issue of whether or how

role taklng may be involved in other’ s001a1 behav1ours, the *-

third issue dealt w1th in the present thesis.

‘The-Relation of Role Taking to Social Behaviour.

The final aim of the present thesis peftains to the centra-

‘1ity of role taking in the larger context of social-cognitive

behaviours. Accordlng to Kohlberg s (1969) and Flavell's (1977).

frameworks for social’ development, role taklng ig fundamental to
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most social activity. There is some empirical evidence to sub-

]

'stantiate this claim in that role taking correlates with other

measures. One such social behaviour 1s communication (eg.,

. Rubin, 1973). Despite all the rescarch on communication, the

i

importance of role taking is still unclear (Shantz, 1981). For
this reason the relation between role taking and communication
will be‘studiea here. Also, communication provides a good con-
text in which to study both social and cognitive aspects of a

situation and may therefore be particularly suited to the pur-

.suit here of the social and nonsocial aspects of role taking.

One type of communication, referential communication, re-
fers to the situation that occurs when a speaker directs a

listener's attention to one stimulus (an object or concept)

~among several similar stimuli.(Rosenberg & Cohen, 1966). The

abilities to provide coherent and unambiguous,messages to others
and to understand or decode others' messages are critical if
one is to function adequately in a social world. Children

younger than 7 years of age have been found to perform relative-

- 1ly-poorly on such tasks (Asher & Parke, 1975; Cohen & Klein,

1968; Glucksberg, Krauss & Weisberg, 1966; loy, 1975; Krauss &

‘Glucksberg, 1969; Saltzman & Townsend, 1980). Although this

poor performance ig partly attributable 1o poor listening skills
(Cohen & Klein, 1968; Patterson & Kicter, 1981), I will be
concentrating here on the problems of the speaker.

There has been much debate and controversy concerning the




ﬁecessary skills for a’ speaker 1in a‘referential,commﬁnication_
situation (Asher & Oden, 1976; Dickson, 1981; Shantz, 1981;
Shatz, 1978). Most of the debate in the carly lilérature can be

found between two campsy resecarchers in the task-analytlic camp

‘believe that comparison skills are essential for referential

" communication; those in the other camp hold that the important

underlying skill is role taking., . In order to gain some perspec-
tive on how nongocial and social decentration might contribute
to communication, the next two subsections present a critical
review of the research on referential communication, first in
support of the comparison argument, and then in support of.tne
pole—taking argument.. Finally, an integration of the two posi-

tions is presented. Studying referential communication by sys-

“tematically isolating and examining both comparison and role-

taking skillé offers a unique vantage point to see to what ex-
tent both nonsocial and social decentration (nonegocentrism)
contribute to social behaviour. This strategy also takes into

account the complex components of both role laking and a social

_behaviour which tended to be masked in studles that simply cor-

related the two. Although not to the extent found 1n the role-

taking 11 terature, the theoretical assertions regarding refer-

ential communicidtion tend to outwelilgh the Inatruments designed
to test them., Like the role-taking 1iterature, however, the
literature here doeg provide the necegsary information to con-

struct adequate tests of the theories.




Comparison’Argument’

Séme.authors have claimed that young children's difficulty
in referential communication tasks results from their failure to
compare thelr messages with both the referent and nonreferent.
The product is an inadequate message because il does not discri--
minate the referent from other stimuli (Asher, 1976; Cohen &
Klein, 1968; Rosenberg & Cohen, 1966). The procedure used to.
fest thic hypothesis was the word-pair task developed by
Rosenberg and Cohen (1966). Speakers and 1igteners were presen-
ted with pairs of words. One word in each pair (the referent)

was underlined for the speaker but not for the listener. The

’speaker's task was to generate a one-word clue to help the lis-

tener identify the referent in each pair. Using this method,

Cohen and Klein (1968) found that communication accuracy in-

creased with age. Young children gave poor clues perhaps because

they could not easily access word associations specific to the

referent. The children's failure to produce effective clues re-
flected their failure to compare the associative strengths of
their clues to the nonreferent as well ag to the referent. “This
is particularly critical when the referent and nonreferent are
similar but not when they are dissimilar (Acsher & Parke, 19?5)1 )
If comparison 1a necceasoary for effective reforentiél-cbm—
munication, then training children on comparicon ekills should
increase thelr communicalion accuracy., Although Asher and Parke

(1975) failed in their attempt to improve children's communica-

L
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jion gcpuraéy,'sélfzman and fownsend (1989).éucce¢ded.by gijiﬁg
‘children not only instruc¢tions but also prac£ice on 15 word
pairs with experimenter feedback éftor cach trial. This lends
further support to the view that comparison is an imporlant
cémponent of referential communicition, but that it must be’a

!

thoroughly acquired skill before 1t can function adequately.

- Role-Taking Argument

The notion that role taking is the critical 8kill underly-
ing referential communication stemmed from Piaget's‘(1926)‘sug—
gestion that children's speech develops from an egocentric to a
'socialized form. According to Plaget, sociaiized speech opér—
ges at approximately 7 years of age when chl;dren consider a ]
listener's informational needs and modify thelr messages accor—‘
dingly. ‘ , .

Studies‘on the importance of rolp.téking to referéntial:
cémmunication have generally involved tasks in which thersﬁeakef
describes for the liétener referents consigting of’novel Visuai
stimull without also seeing the nonreferents to which the lisj’
tener is exposed. Glucksberg et al., (1966), for example, gave 
the listener six blotks each stamped with a novel form. The
speaker was given one block at a time from an identical set and

" was required to deceribe 1t so the listencr could select the

sam¢ form from the set of six. HNelther - nor S-year-olds could

perform this tack; they tended to use idiosyncratic object T

names, such ag "Mommy's hat", 1o describe the novel forms.
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". -~ Communication accuracy. due toathe‘aaequacy of clues typicaily
’ - >t P .

'iﬁpreased with age on this type of task (Krauss & Glucksberg;
j1969). beveiopment'probably'continues during adolescence éince
at‘lg.yoans of age'children had not yet reached an aduit—levél |

 Qompetcncy as spéakcrs. One interpretation offered by Gluckéberé
et al.(1966) for-the low communication accuracy of 4- to 5-
year—oldé is that young children fail to adppt the ligtener's

'berspective. This was supported by the finding, that the speék;

ers themselves could use their own idiosyncratic clues to - select

the correct blocks when tested immediately following the task.

"7 However, data irom Asher and Oden's (1976) experiment which

included an immediate and a two-week delay test condition sug-
~gest that Gluckéberg et al.'s subjects may simply have remem;
bered the referents since they were tested immediately after
they had enepated the clues. Thus, froﬁ these studies it seems’
that roie taking may uhderlie referential bommunipation,'but
al%ernate explanations in terms of a memory factor héve'not been

adequately controlled. ‘

One study that attempted to test whether role taking 1is

- ‘ N
. 'related 1o referential communicalion using a procedure similar

to the Glucksberg et al. (1966) task found low correlations be-
tween several measures of role taking and referential communica-
tion kchhé, Michlin, Rubin & Johnson, 19?5): Piché et al.
concluded that ratho; than 'a common centration factor underly-

ing both tasks, role,tékﬁng might be a necessary but insuffi-—
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'Briefly, their task consisted of presenting children with a re-

one or more features of the referent.

’

cient skill.for communication accuracy.: Others have -suggested

" this possibility as well»(Chéndler et al., 1974;'Flavéll et al.,

1968; Shantz, 1981).

Intégration of Comparison and Role-Taking Arguments

3y

Higgins (1981) 'claimed that role taking is not even neces-

gary for many referential communication tasks. A far more ser-
ious criticism than this, however, is that these typical-refer-
ential communication‘taské do not in fact measure communicatien
as 1t was conceptually defined earlier.
detailed bxamination as they raise many of the methodological

and conceptual problems central to the stﬁdy of role taking and

its relation to social behaviour. To this end, the two types of

tasks most- frequently used to measure referential communication

"and the skills they involve will be examined.

One of the types of tasks which Higgins judged not. to‘re-
quire role taking and which does not satisfy the referential .
communication definition was used by Ford and Olson (1975).

.

ferent and various nonreferents. To distinguish the referent
from its nonrcferents for another child, children had to mention
Ford and Olson claimed -
their task was similar to the Krauss and Glucksberg (1569)

task. In that both uge visual #nd nonverbal stimuli this claim

.is true, but conceptually the task is more similar to the word-

pair task of Cohen and Klein (1968) in that it seems to require

These claims warrant a .




a comparison pfoceés. The nonreferents ‘served to provide a con-
text in contrast with which the speaker could describe tﬁe ref—
eréht. Thié coptext"is'considered to be the essential componeﬁt
of a comparison task; the subjectyjs required to consider the
referent together with its nonreferents to isolate its unique

feature. This task does require the subject to direct his/her

own attention from one stimulus to other similar stimuli and as

such, fulfills part of the requirements for referential communi-:

catibn'as defined previously. What is unclear is to what extent
this task involves the Jther aspect of referential communica-
tion, ﬁamely the communication with, or directing the listen-
er's attention to this referent stimulus. Subjects could treat
the task as a purely cognitive one, disregarding entirely the
other and simﬁly trying to discriminate for themselves the
feferentuffdm the nonreferents. When the listener is similar

to fhe,sﬁeaker, insofar aé he/she needs no special information,
then this is.a‘poor test of the communication component of
referential communication. '

The secénd type of referential communication task discussed
by Higgins (1981) is the one used by Krauss and Glucksberg
(1969), the Stack the Blocks task. The problem with-this task
is that it does no£ adequately test the second feature of refer-
ential communication, namely that the referent must be reliably
discriminated by the speaker ffom similar nonreferents. Typi-

cally in this task the listener sees both the referent and:non-.

o b
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. referenté but the-speaker sees only the referent. Thus, the

speaker cannot easily describe the referent adequately for the
Iistener since the speaker does not have the nonreferent blocks
available,

Based on the above -analysis of the two typical paradigms

in the referential communiéation literature, it seems that the

‘~word—pair task fails to test whether the speaker's clues are di-

rected to the listener, and the Stack the Blocks task fails te

provide the speaker with the appropriate referent plus nonrefer-

‘ent context within which the speaker can sclect clues that re-

liably discriminate the referent from the similar nonreferents.
Therefore 1t is Impossible to determine at this point the roles
that comparison and role taking play in referential communica-
tion; both may be necessary skills for effective referential
communication but the inadequacy in the referential communica-
tion tasks may have occluded this fact. In light of the present
critical reviews of both role taking and referential communica-
tion, 1t seems premature to conclude, as Shatz (1978) has, that
the Yegocentricm, or centration, argument is inadequate to the
task of explaining variation in performance on complex cognitive
tasks like communication" (p.32). The tasks upon which her
argument was based consligsted of role-taking tacks which lacked
%heorotical and methodological soundnecs, and referential com-
munication tasks in which it wag difficult to identify all of

the required processes. Thus, rather than throwing out the
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baby with the bathwater, as‘Shatz may well ﬁave done with the
above‘comment, a reexamination of the issue 1s in order.. Cer-
tainly abandoning many of the present role-taking and reféren-
tial communication tasks is justified; what is not justified is
abandoning, as Shatz has,  a theoretical explanation simply be-
cause the operational counterparts of the consiructs with which
it 1s being linked have proven inadequate. I propose an alter-
nate solution to study the relation between role taking and re-
ferential communication.

The first step in showing the relation between frole taking -
and referential communication involves considering exactly what
-would be demanded of a referential communication task and then- r
hypothesizing the skillg that might underlie such a task. Re-

{ - ferring back to the definition of refercential communication we
again ponsider the speaker who is attempting to draw the listen-
er's attention to a particular étimulus 30 that the listener
will not confuse it wiih other gimilar stimuli. It will be es-
éential to consider the possibilities of both social and nonso-

" cial features of communication. These are discussed in turn.

- First, verbal communication is one means of social interaction;
when speakers and listeners are very similar, however, one can-
not be sure of how much of the speaker's message i1sg goclal,

! that is, other directed versug how much of it is serving a nonso-
cial function, that igs, sclf-directed (Shantz, 1981). Insofar

as a referential communication task does not require subjects

w NP PIE St DU
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to make ahy‘inferences specific to their listener, the task
fails to measure the social component of communication. This
is not to say that referential .communication between two simi-
lar people- is never social; rather, it ig simply a poor situa-
tion in which to test communication skills because they are not
reduirod in such a situation. To assess a speaker's ability to
infer a listener's needs, the two will have to differ in terms

of informational needs.

Considerations of the nonsocial aspects of communication

“is equally important. When directing a listener's attention to

a particular referent, a speaker must provide enough information
so that the listencr does not confuse the referent with other
similar stimuli. Varliables that underlie one'gs abllity to as-
sess the critical differcnce between a referent and its nonre-
ferent(s) would scem as important as variables that underlie

one's ability to assess the needs of one's listener. Conse-

~quently, just as it is necessary in studying the social compo-

nent of communication, that is, the gpeaker-listener interaction,
to confront the speaker with a listener whose needs differ from
his/her own, it is necessary in studying the nonsocial component
of communication, that 1s, the message itself, to confront the
speaker with a referent in the context of similar but not iden-
tical nonreferents,

In light of the above discussion of what referential com-

munication entails, Poth comparison and role taking would seem




to be necessary processes for successful referential communica-
tion. Both role taking and referential communication require
one to differentiate one's own perspective from another person's
perspective whereas both comparison and referential communica-
tion require one to differentiate one stimulus from at least
one other similar stimulus. According to Kohlberg (1969), the
development of these two social and nonsocial forms of differ-
entiation with their integration may represent a prototype of
other social-cognitive developments. It seems worthwhile then
to consider both these social and nonsocial processes indepen-
dently and as they relate to referential communication.
Regarding this third aim there are really two important
questiongs one can asks First, can referential communication be
accounted for by one of comparison or role taking, or does it
require both? This could be determined by looking at the de-
velopmental ordering among comparison, role taking, and refer-
ential communication. Baged on the previous discussion of com-
parison and role taking, the task ordering may be comparison,
then role taking, and finally referential communication, indi-
cating that both the former gkills are required for referential
communication. The second Important question to be asgked is,
What are the variables underlying role taking and comparison
which might account for this relation to referential communica-
tion? Two varliables have been suggesled as being lmportants de-

centration and integration. Decentration would be an important

N— -3
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variable to study with respect to comparison as well as to role-.
taking development since it was suggested in theory. that a non-
social form of this ability might underlie boﬁh processés. or
qlternafively, that a nonsocial form might underl%; comparison -
and a social form with the added problem of controlling a par-
ticularly salient element, that is, the self, might underlie role
taking. s Integration was considered importaﬁ% to role taking

and perhaps to comparison development as well because these

processes may require that at least two mental elemenfs, be

they perspectives or referents and nonreferents, be considered

simultaneously; integration specifically involves this abili%y .
of seeing the compatibility between different objects or conQOO.
cepts. To the extent that comparison and role taking are in- .
volved ig referential communication, then fhese variables may
also be important for the develéfment of this behaviour,

Thus, the third aim of this thesis was to describe the par-
ticular role that role taking may play in referential‘communicé—
tion. The uniqueness of the relation 5f role tak;ng to refer-
ential communication was investigated by studying both compari-
son and role ;aking in relation to the more complex cémmunicatiop
behaviour. The aim:was also concerned witﬁ the specific vari-
ables that might be impértant to the relation among these‘béha— \
viours. In the following section I will present an outline of"

the research strategy adopted to address all three aims.of this

thesis.
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As ﬁentioned eaflier,‘thisfresqarch thesis had three aims.
These aims were addressed in-a series of four deveiopmental
studies. The first aim was to desién tests that included three
cohponents of role taking, and with these .to demonstrate role-
taking'developMent.' This first éim was addressed in all four
studies since in each study tasks were used which.met the three-
component definition of role taking and these tests were ad- )
ministered to childreh from dlfferent age groups. The second
aim of the ﬁpe31s was to 1dent1fy variables that might underlle
role-taking development. ‘Two variables in particular were ex-
amined, decentratiom-and. integration as they pertain to fhe sec-
ond and thipd role—téking camponents, respecti&eiy. This a%m .
was addressed by Studies 2, 3, and 4, Study: 2 first addfessed

this second aim by 1ntrodu01ng comparlson and examlnlng 1ts re-

‘s_vk

latlon to role taklng The purpose of this was to examine the
role of non5001al‘decentration versus soci 1 decentration (pon—
egocentrism). Tﬁis:woulditéll us-whe%her the social and nonsocial
processes follow idenrtical de%elopmental pafhs, that is, whe- |
ther the skills ér abilities iﬁ:&lved in nonsocial processes

like comparison are different from those involved in a compar-

able process but where the self is involved. Studies 3 and 4

1 used new comparison and role-taking tests that allowed a better

study of this aim. In addition, Study 4 introduced a direct

manipulation of decentration and examined the effects on both

‘cémparison and »role taking. Integration ‘and its rélation to

.

7




"_fqle taking was also invéstigated in Study 4.. The third aim of

this thesis was to determine how role taking is involved in a

This aim was pursued in Studies 3 and 4 in which both compari-

_son and role takirig were studied with respect to referential

communication in»order to determine the role 'of social and/or
¢ n0n3001a1 components of role taklng in the more complex 8001a1

"behaviour.. This would tell us whether role taklng itself is.

. central to. s001al behav1our, or whether success on referentlal

~ .
A

"commiunication is due stqictly torcognitive processes. Thus, .

. the focus here is on the development of role faking and its
K “importance for refereﬁtlal pommuhleation; the slmpler’skills

associated with it such as cbmparison;.decentration, and inte-

>

"',- gratlon Wlll be examined as they bear on this development and on

the relatlon between role taklng and, referentlal communlcation.

« )

These four studles and the specmflc hypotheses each addressed

will be presented next, followed by a more generﬁl»dlscus51on.

.more complex social behaviour, namely referential communication. .
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'STUDY 1y PERCEPTUAL AND -AFFECTIVE

0
et .

ROLE-TAKING DEVELOPMENT IN CHILDREN

Study 1 waéfconﬁhcted with two purposes in mind ¢ First, I
sought to develop and administer tests that would fulfill the

conceptual definition of role taking. Second, I atteﬂptéd to

¢

Jddentify-some of the processes common to these measurés of role

taking. Two.domains of role taking were examined: the percep-

tual and affective domains. ‘How the particular tests for these
two domains were selected will now be discussed.

Perceptual Role Taking

To qualify as a test of'perceptuél role taking, a subject
must make an inference about how another peréon is perceiving.
some.stimulus array at whiech they are both locking from differ-

ent-orientations. That is,; the test‘should be constructed such

., that the child cannot simply rely on‘memory of his/her own past

t

exberiencé te indicate how the array appears from the orienta-

tion of the other. To ensure that the response does involve an

" inference of the other's relative orientation toward the array,

there musgt be a minimum‘of two stimuli in the array. In addi-

tion, the subject must be continuously exposed to his/her own

perspective of the array while inferring the other's; thié

ensures that the subject must inhibit or control his/her own

perspective and that the subject must coordinate his/her own ,,3
}

and the other's different views with respect to the array.
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A task with the above.feafufes"fulfills the conceptual

definition of perceptual role taking. Other task features

should also be considered, however, in choosing or designing a

perceptual role~taking task, not because they relate to role
taking per se, but because they are features of the.task that
&an influence performance. For example, the objects in the

stimulus array should be easily discriminable from one another

"(Borke, 1975). The other whose perspective the child is to in-

fer should be a real person rather than an imaginary other if

T one is studying'very\young children (Cox, 1975). The K response”

measure is also important to consider with the turning or -
reconstruction responses being preferable (easier) to subjécts
than pointing to photographs depicting the other's perspective
(Fishpeinf Lewis & Keiffer, 1972, experiment 2; Hoy, 1974); aﬁﬁ
'with the reconstruction taskrbeing the beét réspoﬁse’in terms

‘of pfoviding the most information about children's perceptual

" .role-taking abilities and the nature of their errors (Hoy,1974;

Nigl & Fishbein, 1974). Finally, the dimensionality of the
gstimuli and response alternatives should be consistent to elim-
inate the éossibility of errors due to the 1nadbility to convert
three-dimensional input into two-dimensional representations

(Nigl & Figchbein, 1974, experiment 3). These aspects are espe-

cially important to keep in mind 1f one is‘ébncerned with iden-
“tifying the age of onset of role taking; one would want to rule
‘out the possibility of performance deficits due to any other

\
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. Yack but of role-taking skills. When one is studying role tak-

ihg in older children, some of the above methodological points

» . are not so critical, since these processcs are already well

v

developed in such children. The present tests of role taking,

to be described in the method section, were designed in light

of the above considerations.
»

Affective Role Taking

.
, -

The following can be said to be important features of an
affective role-taking test. First, it must involve making an
inference about another's emotional reactiars. This excludes

‘several of the tasks previously regarded as role-taking measures
such as Borke's (19715 which did not require subjects to go be-

yond the information given fo infer the other's feelings and was
‘therefore subject to the alternate explanations of social knowl-
édge or projection. Kurdek and Rodgon's (1975) use of Burns and

Cavey's (1957) incongruous picture task was also rejected; it

seems to measure the kind of environmental cues to which sub-

b3

jects attend, that is, target cues or situational cues, moré

" than it measures affective role taking. Second, the task must

involve a subject interrelating at least two mental elements 4
such A2 his/her own rcaction and the other's affective reaction.

Third, the subject must be required to inhibit or control com-

. peting information, namcly, the interference of his/her own

affective response which muat be salient at the time. A task

incorporating these features would be faithful to the defini-

s G et R 8 e N A sk B



L)

tion of. affective role.taking.

Other features-of an affective role-taking fask'that do

not relate to role taking but that do relate to its measurement

are also worth mentioning here since they, too, must be consi-

fered in the design of a good task. First, it is important to
{

" assess the extent to which young children discriminate among

the affects being used in thé task since young children, for
example, have only a broad discrimination between positive and

negative affects (Borke, 1971) and therefore do not differen-

" tiate between events that cause anger or sadness (Glagberg &

Aboud, 1981, 1982).. Second, minimizing the verbal demands upon

'subjects, is iﬁpoftant since young children may not be able to

" label emotions very well but know which emotion they think

appropriate for a givéh event,(Borke,'1971). Minihizing verbal
demands extends to the giving of instructions and to the pre~_

sentation of the’ stimulus situation itself when studying role

'taking in" young children. Virtually all affective role-taking

tasks involve telling a story to children; tasks which involve

femembering relatively long stories may be biased in favour of

_older children who possess better memory skills (Niemark,

Slotnickl& Ulrich, 1971). Finally, one must congsider that if
response alternatives are to be precented Lo children there

should be at least three of these, one to reflect accurate role"
taking, one to reflect cpgocentric responding, and a third to

reflect other incorrect but nonegocentric responses. This
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would prevent the problem found in forcéd¥choice'tasks with two

s <

alternatives in which all incorregt resporises, whatever their

o~

underlying causes, are scored as ggocentiric,
Hipotheses
Study 1 was largel&gexploratory in nature. As a resqlt.
the hypotheses are genefal. First, it was hypothesized that
performance}on both perceptual role-taking tasks and on the
affective role-taking task would increése with age. To test
‘this, children from grades 1, 3, and 5 were administered all .
' three role-taking tasks. This age range was chosen because
although there have been no role-taking tests designed to ful-
fill the three-component definition as well as to minimize the.

involvement .of ékills unrelated to role taking, those which

measure’ some of the cdmpbneﬁts (Piaget & Inhelder, 1956; Selman

"& Byrne, 1974) have found that these components develop between
.:6 and 11 years of age. | (

The second aim of this study was te identify any common‘
abilities or processes shared among the three role-taking tasks

.tp find whether role taking is a unitary construct when tasks

meet the three role-taking requirements.

Method
Subjects
A Seventy-three children ﬁarticipated in"the present study:s
\

'32 first graders (16 boys and 16 girls, mean age 6.7 years,

. oe o Bareend
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c.range 6 - 7 years); 25 third graders: (13 boys and 12 girls,

‘mean age‘s,é years, rénge 8 - 9 years); and 16 fifth graders

(9.boys and,7 girls, mean age,iO.S years, range 10 - 11 years).,
All subjects were Jewish and attended a Hebrew day school in
which classes were conducted in both Hebrew’and French. Sub-
_jects_came from a middle to qpper—middle claés suburb Qf L
Montreal. Engliéh was spoken in the children's ﬁomés so the
present study was conducted in English. Subjectsiﬁeré tested

1nd1v1dually by a White female adult.

- Experimental Tasks. L S

Perceptual role-taking tests and scoring.pfocedures: AJ1l

.children recéived‘the two perceptual tasks before thé‘?ffecfivé

task. The first perceptual task was a'three-object, tWQ;dimén-

. sibnal turniﬁg task. The %eét matérials consistednof two 22, 5a

)

‘em squa;e sheéts of construotlon paper. One was des1gnated as’

the experlmenter s board, the other as the subgect s, Identl—

: cal sets of three brightly coloured geometrlcal shape s (01rcle,. .

square, triangle) were glued on each of the boards in corrgs—

ponding positions. Thus, the three stimull were easily dis-

¢riminable from one another both in shape and in colour. The

circle was placed in the middle of the upper half of the board;

" the square was placed in ihe lower left guadrant; and the

triangle was placed in .the lower right quadrant.

This test required the experimenter and subject to sit

fécing one another (180°) at a table. There were four trials.
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Relative to her sitting positioh.‘the experimenter placed her
board "on the foyr ‘trials in each of the following orientationst
circle-front, ciréle~right, circle-left, -and circle-back. To

prevent subjects from using other cues such as the experimen-

ter's arm movements, for example, the experimenter removed both

)

boards Irom the table after each trial. She rotated tlie boards

"éeVeral times with the geomelrical shape$ facing away from the

subJect before placing her own board on the iable again. Sub- .

Jects were then given their boards with the follow1ng 1nstruc~ )

tions, “This is my board and this is your board. I am going to

o i

+look at my board like this. I would like you to turn your
'.board so that you can see your board the same way I can see _x

,board right now." The orientation of’ the subJect s board was

recorded after each trlal No cprrectlve feedback was glven at

-any time during the session but the instructions were repeaﬁed‘

. qQuite'often.

'Subjects were assigned to one of three levels of role tak-
ing depending. upon whlch dimensions they could infer, The par-

ticular order of lcvelq used was based on previous findings

"that inferring a left-right perspective is more difficult than

'inferring front-back relationships (Cox, 1978; Hoy, 1974).

Level 1 - Egocentrict Subjecte failed to role take; they

" turned their boards to match thelr perception of the experimen-

‘ter's board rather &han to match the experimenter's perception

AN

"of -her own board. Level 2 - Before-Behind: Subjects could

o e ot A e R s
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" correctly infer the experimenter's view’when she placed her

1

‘board in the circle-front or circle-back positions. Level 3 -

Left-Right: Subjects could infer the experimenter's perspec-

tive of her board when it was placed in either the circle-right
or circle-left positions, |

~The sccond perceptual role-taking task was a three-object,
three-dimensional recons£ruotion task. The procedure waé Quite
similar to that ol the turning task but different stimulus
materials wecre ecmployed. The boards were turned over to reveal
their plain sides and two idéntical sets of wooden blocks were
used, one for the exporimenter and the other for the child.
Eac@ set consisted of a large red rectangle, a small purple -
rectangle, and a large green cylinder. Therc were five trials.
Both the bgfore—behiﬁd and the left—right dimensions were
manipulated simultaneously in three of the trials. The other
two trials manipulated either the before-bchind or the left--
right dimensions singly. All blocks were removed from both
boards before cach trial began., Children were requested to
arrange thelr blocks so that they could see them 1n the same
way the experimenter was viewing her own blocks. The arrange-
ment of the s@bject's three blocks was recorded fol]dwing eaéh

trial, !

' 1
Subjects were assigned to one of four levels of role

taking, again depending upon which dimensions they successfully

inferred. Level 1 - Epgocentrics Subjects arranged their

——t
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' blocks to match their perception of the experimenter's blocks.

Level 2 - Before-Behind: Subjects correctly inferred this

dimension on at least one trial but did not correctly infer the

left-right dimension., Level 3 - Left-Right:s Subjects accu-

rately inferred this dimension on at least one trial. Subjects

ét this level were also able to infer the before-behind dimen-

sion on at least one trial but the two dimenslons were never

correctly inferred on the same trial. Level 4 - Corrects Sub-

jects arranged their blocks on at least one trial such that the
experimenter's view of both the before-behind and left-right
perspectives were accurately inferred.

Affective role-taking test and scoring procedure. The

- subject and experimenter sat beside one another. Subjects were

shown a piece of cardboard upon which had been sketched 8‘faceé
depicting the following cxpressions: (1) happy, (2) sad,

(3) angry, (4) surprised, (5) asleep, (6) afraid, and two
néutral expressions, (7) and (8) (See Appendix A.). The neu-

tral expressions were included so that subjects would have some

response alternatives other than ones which might be consildered

i

egocentric when they were unsure of the correct response or
were incorrect for reasons other than egocentrism. To ensure
subjects knew the caorrect lébels for these expressions, they
were asked to point to the fdce which represented each of the
éﬁotions used in the test. When'subjects mismatched a face to

& label, thé”experimenter pointed to the correct fate and said,

PRTREAE N TR
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.';I think this face looks even more . Let's call this the

face." The matching face-to-label procedure was conduc‘—
téd_ twice for all subjeots. Subjects, were asked following e€ach
correct response dur:ing the second matching face-to-label trial,
"What makes you  ?" Testing continued when the experimenter
was confident that subjects both knew the labels and had én
adequate understanding of the emotions used in the study.

Subjects were then shown two identical sets of 8 pictures
f)f faceless stick figures performing 8 different activities. |

fI‘hey were then asked (and assisted when necessary) to label

- each activity. These activities included swimming, skiing,

dancing, sleeping, walking a dog, reading, being alone, and
making a bed. The Children"s set of activity pictures were
spread out on the table in front of them and the experimenter"s: '
set was laid out before her. Subjects were requested to order
Ttheir set of activities by preference by placing the favourite
activity closest to them, the next favourite a 1little farther
away and so 6n until the least favourite activity was placed
f;arthest away at the end of the line-up. The experimenter then
stated that she would arrange her own set of activities;in her
order of preference. In fact, she ordered her pictures oppo-
site to each subject's arrangement; whatever was the child's .
most favourite activity was placed at the end of her line-up, -

the child's least favourite activity was placed closest to her

and so on, Only pictures in the fourth and fifth positions
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were not reversed from the subject's own preferences. This was

56

done to attenuate suspicion in subjects. The two sets of pic-
”cures were approximately 30 cm apaxpt so that they could be seen
from the same position.

The board with the facial expressions was then placed be-
tween the two rows of activity pictures. Subjects were asked
in a series of 10 que?ions to make judgments about their own
and the experimenter's emotional reactions to the 8 wvarious
activities. They responded nonverbally bywpointing to one of
the 8 faces sketched on the cardboard and this was recorded
after each question. Five of the questions were of the form,
"What face would you have, or how would you feel, if you
were _ 7" Two of these inserted the name of the subjec:t's
most and least favourite activities; these questions were used
to check the validity of the activity heirarchy and the use of
the emotion faces. The other five questions were of the form,
"What face wouid I have, or how would I feel, 1f 1 were __ 7"
Tvyo of these questions asked subjects how the experimenter
yvould feel if she were performing her most and least favourite
activities (the child's least and most favourite activities,
respectively).

Responses to the above two questions pertaining to the
experimenter's fe‘elings were scored as Correct, Egocentric, or
Other. A response was classified as Correct if it proposed a

positive affect for the experimenter if she were performing the
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activity first in her line-up or a negative affect %or the
experimﬁntef if she were performiné the last activity in her
line;up. Egocentric responses ascribed to the experimenter
either a negative emotion if performfng her first activity or a
positive emotion if performing her last activity. When either
of the neutral faces was selected the response was coded as |
Other.  The surprise face was also coded as Other because it

was interpreted as positive by some chil@ren and as negative by'
others.

Fivg levels of affectivie role taking were used to catego-

rize responses to the two important questions. Level 1 - Ego-

)

centric-Egocentric: Subjects gave egocentric résponses to both

questions. They indicated that the experimenter would feel

»

happy if performing the last activity in her line-up and would

feel sad, aﬁgry, or frightened if performing her first activity.

Level 2 - Egocentric-Others Subjects gave an egocentric res-

ponse to one of the two questions and for the other question
they selected either the surprised face or one of the two

neutral faces. Level 3 - Correct-Egocentrics Subjects gave

one correct response and one egocentric response. For example,
they said she would feel happy if performing the activity first
in her row (Correct), and that she would feel happy if perform-
ing the last activity in her line-up (Egocentric), or vice

versa. Level 4 - Correct-Other: Subjects responded to one

t

question correctly and to the other with the surprised face or
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with one of the neutral faces. Level 5 - Correct-Correctt

Subjects answered both questions correctly. They agcribed a
positive affect to the experimenter'if performing‘hef first
activity and a negative affect iflpepfermiﬁg the-last/aétiviiy

A}

in her line-up. \ S

+ \

Results and Dlscus81on

The results of the present study w111 be presented in the

. following order. Flrst, the developmental data for the‘two

- perceptual and the affective tests will be described ihdividu—'

ally. Secondly, the common factors emerglng from a comparlson

. of. the relatlons among these tasks will be presented and ‘dis-.

cussed.

d : ’ .

Development of Role Taking " . . C, ) .

Considering first the perceptual tasks, é'Pearsdn'qerrelat

tional epalysis revealed a significant positive correlation
between age and level of perceptuel role‘teking on the turniﬁg
task, r(72)= .42, p< .001. Table 1 presents the frequency ef
subjects\at each grade and role-taking level. Pefcentagee of
subjects in each grade who responded egocentrieally (Levél 1)
and nonegocentrically (Level 3) strikingiy demonst;ate the
devklopment of role taking: for Egocentric they. were 18.8%, 4%,
and 0%, for grades 1, 3, and 5, respectively; and for Nonego;
centric they were 12,5%, 40%, and 62.5%. There were no sex

differences.
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Performance on the réconstruction task also significantly

improved with age, r(?72)= .26, p¢ .05.. From the frequencies of

subjects in each grade level resbonding at the four role-taking

levels (table 1), one can see a developmental shift in this
task as,well, with the percentages of subjects responding

" egocentrically (Level i) being 18.8%, 4%, and 6.3%; for.grades

1, 3, and 5, respectively; and nonegocentrically (Level 4) 25%, -

L%, and 56.73%. As on the turning task, there were no sex
-differences on this recoﬁs-ruction~task.

‘ A combined score of tiectwg role—téking questions per%ain—
ing to the experimenter's feelings was used for the data’

analysis of affective role taking. Two subjects (one first

grader and one third grader) whd'obtained responses coded as

. Other on both questions were dropped from the analysis because
thisg category did not represent a sufficient number of subjects.

‘A significant positive correlatidn was found between age and

level of affective role taking using this scale, r(70)= .36,

' p<¢.001., Table 1 shows this developmental shift in terms of .

“the frequency ‘distribution of responses by category. Percen-
,fages of gubjects in grades 1, 3, and 5 who responded egocen-

triéally (Level 1) were 22.6%, 8.3%, and 6.3%, respectively;

-and who responded nonegocentrically (Level 5) were 32.3%, 45.8%,

and 75%. As on the perceptual tasks, there were no sex-differ-

lences on this task.

iThus,'the first hypothesis of this study, that tests

e I s SRR

[PPSR




N » - M
L] ¢ .
. ' ’ - B N N
- . . . .01
v . P
. .

- i

-”de51gned to meet all three conceptual crlterla of role taklng
‘would show a developmental pattern w1th1n the 6 - 11 year age
:rénge was supported.,6 For example, approx1mately 22.6% of first
gragers attributed their own feelings to another despite having
currently available information as te the other's correct
feéiings'in'the various situations. When selectiﬁg their own
emofions children tended first to look where that activity lay
in fheir line—uﬁ, and then select the corresponding appropriate
. emo£ion. When t£ey were resbonding for the experimenter, it
seemed rather that their own affect toward the activities were
more salient to them; this sgliency may have led. them to assume
that the experimenter (or anyone) would feel similarly during
,these activities, and as’'a result they often did not even look
- at the experimenter's ranking. 'Such‘egocentrism had,markedly
'deEreased by. the third and fifth grades such thétha full 75%
6f/fiftﬁlgraders could infer the experimente;;s affective
.reactions to ‘the various activitiés.

Relations among RoiefTakigg,Tests

The remaining analyses were coﬁducted.fo,uﬁéover any
commonalities'améng the role-taking tasks. Specifically, the
analyses were intended to test Ford's (1979) assertion that few
‘or no common factors-relate different role-taking ‘tests and
therefore that role taking lacks coﬁstruét validity. Inter-"
task correlational analyses (see table 2) showed that each

-

role-taking task significantly correlated with the other two.

s
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Correlations Between .the Turning, Reconstruction, -and Affective Role-Taking Tasks

Type of Correlation - T Task
Tasgk . Turning _Reconstruction Affective .
Turning . 5O*#*% L3 EER .

_Zerofordep Reéonstruction . GO***
T : - _Affective ) .
’ . Turning Reconstruction Affeetive
- First-order ) Turning N 26% - _\-“

(Controlling for age) Reconstruction lywew - ' ,t\-

Affective :
Turﬁing Reconstruction Affecfive‘
First-order . - Turning L 3GHRR 16 - - .
.(Controlling for Reconstruction( 5 1 Ml
the. third task)’ Affective o <:T

*p¢.05.  ***pc 001,
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s ?he pext sfép, theréfore,'was'tg determine if'fhe.relations
émong thé tasks were ent}rely,axtributable to the\relatiop of
:eaéh‘task to age.' When égé was partialled out as a factor, the
) corfe;a ions among -all the tasks  remained significant, indi-
cating t t\othefloommon factors were involved. This finding
contradic%ed‘Fofd'é reﬁort of low inter-task copnelafion;.
The ﬁext,step waé an-éttempt to loqate these common
féctors. ‘Partial cor;elations were computed which cbntrélied
‘for the(éffecté of'one‘role—taking task whilé examining the
‘relation. between the reméining'fwo. Table 2 shows that control-
.ling for the perfopménge on the affective role-taking task,
there was still é significant relation between the two percep-
‘tual role-taking tests, r(67)= .39, p< .001. When the effects
of the pefforménee on tke turning task. were removed, there was
a 'significant correlation betwegn the affective task‘and the
reconstruction task, r(67)= .39, p<.001. When the effects of
'.theA}econstruction task were partialled out, however, the rela-
tion between the'turning task and the affective task was
nonsignificant.  This battern of cﬁrrelations suggests one of
“ two thingss perhaps role taking asg defined and measured here is
not a unitar§'construct and one common ability underlies per-
ceptual tasks and another underlies the reconstruction and
affective tasks. An explanation more parsimonious with the

present definition and conceptual requirements of role taking

suggests that one ability necessary to role taking was located
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and that

with the.

ticular,

The

might be

’perspective. There is evidence sugg

mentally

other abilities also emerged which were associatgd |
perceptual domain and with the turning task in par- .
bﬁt which are not bart of role taking. .

ability common to the turning and reconstruction tasks

the ability to represent spatial relations internally
Y

énd to rotate them mentally in an atjiépt to infer the other'é/

sting that people can

rotate two- and three-dimensional objects (Shepard &

-Judd, 1976; Shepard & Metzler, 1971); perhaps this is one pro-

cess involved in perceptual role-taking tasks, but not in role

taking per se. , ‘ .

-The

other ability, common to the reconstruction task and

the affective task, may be the ability to inhibit or control’

more than one piece of informatioh competrﬁg with the role- .

taking judgmént, and thus rebresents one of the components of

role' taking. Unlike the turning task, the reconstruction task

consisted of trials in which children had to infer the relative.

-

orientation to the array of themselves and the experimenter.

In’ the turning task subjects may simply have attended to one

stimulus

in the array, reducing the need to consider relative

orientations. Thus, in the reconstruction task they were

required

to coordinate these perspectives to perform correctly;

neither perspective could be ignored or disregarded, though it

was possible to attend to one and then the other rather than to

both simultaneously. This requirement is less explicit and méy

‘perhaps be ignored in the tqrning task'with its fixed stimulus

“



array. The affective task also required some coordination of

berspéctives that were different. To infer the experimenter's
view accurately, subjects would have had to control their own
emotdonal reacfions to ‘the activities. In other words, some

level of coordination of perspectives was involved. Thus, per-

" haps the - ability common to the recbnétruction and afﬁeptiye'task'

is the 'capacity to coordinaté attended perspectives sequentié}~‘
ly, and possibiy simul taneously.
To conclude, the present -study has demonstrated that per—'.U

ceptual and affective role taking are developmental phenomena

which are not fully developed evenn by fifth grade. -The data

also suggested that abilities such as mentally representing and

. . . 4 . . .
rotating relations, while not esse;gﬁal to role 'taking, are es-.

sential to perceptual role-taking tasks. Finally, having uged

simple tasks which met the conceptual definition of role taking

but which minimized the 3n§;1vement of skills unrelated to role
taking, it was suggested that the ability common to the recon-
struction and affectivé tasks was the ability to ¢oordinate per-
spectives saquentiaiiy, or simultaneously. This finHing argues
againgt Ford's (1979) conclusion that role takiné lacks con-
struct validity. That the coordinétion of views, that is, de-
centration, was the common factor was only a possibility,however,
based on the knowledge of how the tests were constructed given
the present conceptual definition of role taking. Whether de-

centration was in fact important to role taking merited more

empirical study and Study 2 was undertaken with this "in mind.
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TO COMPARISON
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The alms of this thesis, as discussed prev1ously. 1ncluded

the study of role taking development in-terms of its underly— .

- ing processes one of which, it was suggested, is decentratlon.

Seme suppbrt for this was found in Study 1 in that one of the
common facters underlying the perceptual (especially recon—l
struction) and affective role-taking tasks was best interpreted
as the ability to coqrdinéte two pefspectives simultaneously

or at least sequentially.' Studyhz was undertaken to study N

. decentration as it was manifested‘iﬁ another ability, often

i

contrasted with but never' related to role taking, namely the
cognitive.cdmparison process. The purpose of relating role
taking to comparison was to note the commonalities and differ-
ences yhich would indicate whether decentration from the self
ieﬁdifferent‘frem decentration from a referent.

The measure of comparison processes selected for the

present study was a word-pair task similar to that developed

by Rosenberg and Cohen (1966). ' This particular task was chosen

primarily because it requires a referent/nonreferent comparison

process in order for subjects to select a clue that best
describes the referent. Although the clue is given by a speak-
er to a listener, the situation does not seem to require the i

speakef to direct the meseage to the listener. In other words,



.the social communication funcfién’is minimiged. This word-
:pair task then seems to require nonsocial decentration between
a referent and nonreferent but in a social setting. Examining
the relation between the word-pair task and.role téking would
-tell us something about the commonalities and differences
between the two forms of de;entration. Asher and Oden (1976)
concluded‘ihat performance on the twq itasks was unrelated.

They sthed that failures on the word-pair task were due to the
laek of co&parison skills, not to egocentrism, since poor clues
were poor Tfor the speaker as well as for the listener. We are
Jed to believg from this evidence that comparison processes

3 déveiop aftef subjgcts have become ‘role- takers and are no
longer egocentric, or that the situation is so unsocial that
‘taking the role of the listener is irrelevant here. On the
other,hand,;comparison processes may develop before subjects
drop their.egacentrism if the referent form of decentration

" measured in the word-pair task is a prerequisite for the social

" decentration measured by role-taking t;sks. It is possible
then that even though poor clue givers do not give egocentric
clues, they may be egocentric in other ways. Giving poor clues
and being egocentric in other situations may both reflect the
inability to decenter but be manifested in different ways.
Determining whether this word—péir task is related to role

taking would provide information as to whether the fact that

the self is one of the elements to be decentered from in role

v v
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taking makes it a different task from other nonsocial decentra-

tion tasks.
Thus, in the present study an affective role-taking task

similar to that used in Study 1, and a word-pair task were

- presented to a group of first and second graders and to fifth

éraders. Performance on both tasks was predicted ‘o improve

developmentally. In addition, it was predicted that comparison

-and role taking would bé related to one another because of a

common factor of decentratiqn. A strong prediction was not
possible, however, regarding any developmental ordering between
the tasks since one line of reasoning would predict the prior
development of role taking, and another would predict the prior

development of referent comparison.

Method

Subjects

Twelve first and sécond graders (4 girls and 8 boys) with
a meaﬁ age of 7.3 yearé and a range from 6 ; 8 years, comprised
the youngér group’ 5 of the children were White, 5 were
Black, and 2 were from other ethnic groups. One boy was
absent from the second session; thus, for the role-taking test
there were only 11 subjects in the younger group. Twenty-two
fifth graders (10 girls and 12 boys) with a mean age of 10.8
years and a range from 10 - 12 years comprised the older groups

12 of the children were White, 4 were Black, and the other 6
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were of other ethnicities. All subjects were testéd by the
same White female adult.

Tasks, Procedure, and Scoring

Children received an affective role-taking test and a
word-pair test. All subjects were seen in two 30-minute
sessions approximately one week aparft, with a range from 5 - 9
days. During the first session same-sex pairs of classmates
received the word-pair task. They received the role-taking task
.individually during the second session.

Role-taking test. The affective role-taking test used in

' Study 1 was modified such that the particular stimuli were
changed but the procedure remained essential}y the same. Chil-
. dren's ability to infer the experimenter's feelings were
assessed with respect to two emotionss sadness and fear. 1
will describe the test using the sadness stimuli, Similar to
Study 1, children were introduced to five sketched faces
ranging from sligﬁtly positive to very sad (see Appendix B).
Children were told, "Here are some pictures of someone wpo feels
sad. Here (pointing to first face) he's not sad, is he? But
he starts to get sad (pointing to second and third faces).

Here he's sad (fourth face) and here he's really sad (fifth
face), isn't he? Some things make you feel a little bit sad,
don't they, but other things make you really really sad." All
children agreed with this last statement and some earlier

testing had shown that even children of the youngest age tested
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" here can produce examples of different things that make them

feel mildly and extremely sad.

The Face Board was then put aside while the child was
shown two identical sets of six pictures, one set for himself/
herself and one for the experimenter. The experimenter |
labelled each picture as she placed the child's set directly
in front of him/her and her own set direqtly in front of her.
The six pictures included faceless stick figures in various
situations with the following printed labels at the bottom of
each pictures "just sitting around™, "breaking a toy",’"getting
punished", "staying home with a cold", "being alone", and
"falling down". The particular situations weré chosen on the
basis of responses in Study 1 in which children were asked for
things that made them feel sad. Each subject then ranked his/
her set of pictures from most to least sad. The saddest pic-
ture was placed farthest away from the child and so on with
the child's least sad picture being put closest to him/her.
Most children commented that the last picture did not makeﬂthem
at all sad.

After the child finished ranking his/her set of pictures,

the experimenter said that she was going to put her pictures

'in the order that they made her feel sad. She began by putting

her copy of the child's least sad picture farthest away, then
randomly placing the next four pictures, and finally putting

the child's saddest picture closest to her. The experimenter
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pretended to consider her choices carefuliy whiie unobtrusively
checﬁang the child's ranking of pictures. All éﬁbjects watched
as the experimepter ranked her pictures.

The Face Board was then placed between the two columns of

pictures. Children were asked four questions, two concerning

their own feelings and two cbncerning the experimenter's. To

ensure children had understood the ranking task, they were
asked how they would feel doing the first and then the last
thing in their list. The number of the facial sketch pointed
to on the Face Board was recorded. All children responded

correctly by pointing to a sadder face on the Face Board in

‘response to the second question. The two role-taking questions

followed., Inserting the appropriate picture labels, the
experimenter asked children how she would feel if she were
doing the first and then last things in her line-up. Thus,
children were asked to infer how sad the experimenter would
fgel if doing the very things that made them least and most sad

when they had information available to indicate that the

. experimenter's responses would be different.

Accurate role taking was reflected in children's choice
of a less sad face (low score) when responding how the experi-
menter would feel toward the first situatién in her 1list, and
a sadder face (a high score) for the last pict?re in her list.
Scoreg on the two questions were then convertea such that high

scores (the highest score on any given question being 5)

f
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consistently reflected nonegocentric responses and low scores
reflected egocentric responding.

This procedure was repeated with the emotion of fear. The

five facial sketches ranged from slightly positive to very

afraid (Appendix B), and the six pictures, also taken from «%

responses in Study 1, were labelled: "a robber", "sqakes"{

"lightening", "a bug", "dog", and, "nightmares". Half the
subjects received the sad picture set first; the others saw

the afraid picture set first. Partners in the word-pair task
received the same order of the sad and afraid sets in this .
task. Respgnses from the two questions on each of the sad and °
afraid picture sets were combined to give one role-taking score
per subject. Total scores in this role-taking task could range
from 4, reflecting completely égocentric responding, that is,
attributing one's own feelings to the experimenter, to a score
of 20, ®eflecting accurate social inferences on all four role-
taking questions. Supgects with a score of 20 chose either the
first or fifth face on‘jvery question so that when scores were
converted to make high scores indicate nonegocentric responding,

they received the maximum value.

Word-pair tegt. Children were tested with a same-sex

classmate. They were seated back-to-back and were told they
would play a game. The experimenter then explained that each
child would get a card with two pictures on it and that they

would both see the same two pictures. She then explained that

A ot b s ¢

B e

b s




-

Y ' -
"one child but not the other would have a big circle around one

of his/her pictures. They were told the picture with the

circle would be the "right one", but that only one of them

. would know which one this was; it would be that person's job to

>

think of a clue to help his/her partner guéss the right one.
Subjects were told that the clue could only be one word and

it could not be a rhyming word. They were also told that when
the person doing the guessing was ready to answer, he/she was
to point to that picture rather than saying it alogd.

Children were given two practice trials alternating roles
as épqgker (clue giver) and listener (clue receiver). When it
was clear subjects understood the procedure, the experimenter
reminded them of the rulesyand then proceeded to administer the

30 experimental trials. Chlldren alternated roles as speaker

-~

and listener after each trial. f?hs\;;ach child delivered 15

clues. The 30 word pairs describing e picture pairs can be

,found in Appendix C. 1Incidentally, that children alternated

- roles as speaker and listener probably had little or no effect

- » .
gh making children better gpeakers. There are no studies

examining this role reversal alone but studies hgve found that
with role:reversal plus feedback there may be no improvement

(Fry, 1966) or little improvement (Shantz & Wilson, 1972); any
improvement is likely due to ithe feedback and not to the.role

reversal since studieg with feedback and no role reversal show

improvement (WhiteRurst & Sonnenschein, 1981Y).
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Two adult'judges independently rated the effectiveness
of each clue in terms of its ability to discriminate the
referent (the\“right one") from the nonreferent. Each clue was

given a rating from 0 to 3+ 0 if the clue was more associated

"to the nonreferent or if the association was unclear; 1 if the

clue was ambiguous, that is, associated equally to the referent
and nonreferent; 2 if the clue was adequate in that it was
agsociated in some way to both the referent and nonreferent

but was slightly more associated to the referent; and 3 if the
clue was very good, making it easy to select the referent, o;
if the clue was in fact only assocliated to the referent.
Inter-judge agreement was BS:Q% and the discrepancies were

resolved by a third judge. .

-

/ . . :
Resilts and Discussion - ,

It had been hypothesized that role-taking performance

would increase from the younge} to older children. Role-taking
development was tested with a one-tailed t-tests results showed
that, és expected, role-taking scores increaged significantly
from the first and second grades (G1/2) to the fifth grade (G5),
t(31)= 2.88, p< .01, with means for the two groups of 2.2 and
3.3 , regpectively. Thus the results of Study 1 were replica-
ted with this modified task. The older children were better
able to infer that the experimenter was neither saddened nor

fygightened by fhings that saddened and frightened them, but

[ v
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that she was saddened and frightened by things toward which

they felt somewhat positive,

A one-tailed t-test was performed on the word-pair data
with the clue effectiveness ratings as the dependent variable.
The results provided support for the hypothesis that the compar-
ison ability, as measured by the word-pair task, improves with
age, t(31)= 2.52, p¢.01, with means for the G1/2 and G5 chil-
dren of 31.3 and 37.4, respectively. These data support previous
developmental studief using a similar task within this age
range (Asher & Parke, 1975; Saltzman & Townsend, 1980).

Having investigated the developmental aspects of the two
tasks independently, the next step was to examine the relation
between the tasks. First, a simple correlation showed that, as
predicted, these two tasks were significantly related to each
other, r(33)= .31, p«.05. Thus, the two tasks were measuring
something in common. Since the correlation was only .31,
however, the two tasks were not measuring exactly the same
'thing. A Guttman scalogram analysis (Nie, Hull, Jenkins,
Steinbrenner & Bent, 1975) was then performed to determine
whether comparison or role taking was consistently easier or
developed before the other. This Guttman scalogram (see
table 3) was perfor&ed with the mediang for the 1lwo tasks
(2.8 for role taking and 38 for comparison) serving as the
cut-off points., Reasulils showed that the coefficient of
reproducibility was .79 indicating that role taking did not

consistently precede word-pair comparison, and the coefficient
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Table 3
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Frequency of Children Evidencing Success (+) and Failure (-)

on the Role-Taking and Word-Pair Tasks

Response Patterns Role Taking Word Pairs
1 - -
2 + -
3 . - +
4 + S+

Frequency
9
7
\
8\
9

Note. Coefficient of reproducibility = .79. Coefficient of

\ scalability = .56.
A\ :
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of scalability was .56 indicating that the scale was only ‘
somewhat unidimensional and cumulative. The data as displayed
in table 3 indicate that half the children had mastered

neither task or both tasks; if only one was performed correctly
it could be either task. These results are inconsjstent with
Asher and Oden's (1976) interpretation of performance on the
word-pair task, that is that comparison is unrelated to role
taking or that it developed after the child loses his/her
egocentrism,

In conclusion, the two tasks were related %o eaph other
but one was not dependent on the other. This offers some
support to the earlier suggestion that comparison and role
taking require different forms of decentration, nonsocial and
soclal respectively, and that since the tw6 tasks were equallj
difficult, perhaps the coordination of two or more different
elements is the last component of role taking to develop. The
next study was designed to pursue this issue further by

examining the relation of both comparison and role taking to a

more complex behaviour, namely communication.

/
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STUDY 3+ COMPARISON AND ROLE TAKING AS PREREQUISITES
FOR " REFERENTIAL COMMUNICATION

Two of the main objectives of this thesis were to study
the variables underlying role-taking development and to test
the notion that role taking is central to the development of

other soclal-cognitive behaviours, and in particular to com-

e e e e 5B

munication. This study was designed to address these two aims
by studying the nature of the relation between role taking and

a solely cognitive measure of comparison, and then by examining
the relation of these two skills to referential communication.
These two aims and how they were addressed in the present

study will be discussed in turn.

The purpose of studying the relation between role taking
and nonsocial comparison was to determine whether they com-
pletely overlap or whether one assesses abilities not required
by the other. This would provide valuable information concern-
ing the abilities underlying role taking. For example, 'if role
taking and comparison were highly correlated, this would sug-
gest that decentering from the self is the same as decentering
from a referent. On the other hand, role taking, by involving
the self and social‘others, may require more than the basic

(} 4 ¥

cognitive decentration found in comparison tasks or in conser-

O

vation tasks. Both the third role-taking component and the

nonegocentrism theory of role taking suggest that this involve-

-t
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ment of the self makes role taking a more difficult task than
otherwise mparable cognitive tasks,

The gation between comparison and role taking was first
examined in Study 2. Using a role-taking task which had been
designed to fulfill the three-component definition and a word-
pair comparison task, Study 2 concluded thaf there was some
overlap in the abilities required by the two tasks, but that
one task did not follow the other in dpvelopment. Neither role
taking nor comparison totally incorporated the skills of the
other but each involved something more than the other. Thus,
the notion that role taking involves cognitive decentration
plus some additional ability related to the self was not sup-
ported in Study,K 2; otherwise the performance on the word-pair
task, as a measure of nonsocial decentration, would, have b?en.
acquired before role taking.

A problem with Study 2, and with all previous attempts
to relate role taking to other measures of cognitive decentra-
tion such as conservation and creativity (Rubin, 1973; Shantz,
Note 1), renders these earlier conclusions tentative. The
problem is that none of these decentration tasks was comparable
to role taking; they therefore included ex¢éraneous variables.
For example, the word-pair task developed by Cohen and Klein
(1968) and used in Study 2 differed greatly in content from the
role-taking tack. Thig makes 1t difficult to interpret the

results of their correlation and developmenial ordering.




Specifically, the role-taking task used in Study 2 involved
emotionally charged stimuli whereas the comparison task used(
stimuli that were more neutral and more verbal in nature. In
addition this word-pair task measured comparison in a social
context and thus was not strictly a measure of comparison alone.
The present study was designed to test in a more controlled and
systematic way the relation of role taking to comparison.

In Study 3 therefore, a more strictly cognitive comparison
task was designed in order to study its relation to role taking.
Several conditions had to be kept in mind as comparison was
operationalized so that it could be compared to role taking
adeguately: First, the distinction between nonsocial decentra-
tion and social decentration, that is, centration versus
egocentrism, had to differentiate clearly the two tasks. Sec-
ond, to ensure that the tasks were comparable in all regards
excepting the process being assessed, the tasks were designed
to be as similar as possible in terms of the type of stimuli
and response measure used. Finally, the tasks and response
measures had to eliminate any reliance on verbal skills or
memory so that children's responses would reflect thelr compari-
son and role-taking abilities rather than these other abilities.

To comply with the above restrictions in the design of
the tasks, T decided to use a perceptual role-taking task
rather than the affective one used in Study 2. The stimuli in

a perceptual role-taking task are more easily adaptable to a
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nonsocial comparison task than are the more social stimuli in
an affective role-taking task. Although the present perceptual
tasks were not similar to those used in Study 1, the results
from that study suggested some degree of generalizability to
affective tasks. This further supported the present shift in
tasks. Thus, comparison and role taking were measured and
compared with one another to determine whether cognitive
decentration accounted for both abilities or whether role taking
involved something more difficult.

This study also addressed the third aim of this thesis,
namely to determine the importance of role taking to another
social behaviour, communication. Referential communication, as
defined earligr. requires a speaker to deliver to a listener
a message that will direct the particular listener's attention
to one specific‘stimulus among similar stimuli, Thus, referen-
tial communication involves two components, one of which
involves directing attention to a particular stimulus among
others and therefore highlights the skills used in comparison;
and another of which involves addressing oneself to another
person. To be gsure that one is addressing someone else and
not oneself, the other person must be unlike the self. The
latter component therefore highlights the ¢kills involved in
role taking. Because of the similarities between these refer-
ential communication components and differenl aspects of both

comparison and role taking, it was suggested that both these
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processes are necessary for referential communication. Testing

this notion empirically was important for what knowledge it

could provide in terms of how nonsocial and social decentration

may contribute to referential communication, that is, whether
these processes are both necessary and perhaps sufficient for
the success of this more complex social behaviour, or whgther
only one 1is necessary and sufficiént.

To determine the importance of both role taking and
comparison to referential communication, all three tasks were
administered to children in the present study. I decided to
design a new referential communication task that would ensure
subjects had to identify a clue that would discriminate the

referent from similar nonreferents for a particular listener,

It was argued in the general introduction that the two existing

" tasks used by others to measure referential communication are

inadequate, The Glucksberg et al. (1966) Stack the Blocks
task emphasizes perhaps the gspeaker-listener distinction but
definitely not the referent-nonreferent differentiation. The
other task, the Rosenberg and Cohen (1966) word-pair task,
emphasizes the referent-nonreferent distinction but not the
differentiation between the speaker and ligstener. The task
used in this study met both requirements of referential
communication. TIn addition, lhe task was made as similar as
possible in content to the comparison and role-taking tasks to

ensure that any commonalities or differences were due to the

'
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required abilities and not to method variaﬂce.

Thus, ik thespresent study subjects from grades two and
five received a comparison task, a role-taking task, and a
referential communication task, each designed to meet the
conceptual definition of that process. The following hypothe-
ses were made in this studys First, there would be a develob— -
mental increase in performance on all three tasks. Second,
based on the results of Study 2, it was predicted that there
would be a significant relation between role taking and compari-
son indicating a partial overlap in the abilities each required.
In terms of the order of acquisition, it was predicted that
comparison would develop before role taking. These results
would provide support fop the idea that comparison involves
cognitive decentration and that role taking involves this form
of decentration in addition to a more difficult ability, namely
gocial decentration. Alternate results would suggest the
following: if role taking and comparison were related to one
another but one did not develop before the other, then this
would suggest that, as in Study 2, evén with a solely cognitive
comparison task, decentering from the self is not more diffi-
cult than decentering from a referent. This would imply that
the two forms of decentration, although gsimilar, are not iden-
tical but that nelther is dependent upon the other. If results

showed that the two tasks were related but comparison developed

after role taking, then one might conclude that social
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decentration is easier than decentering from a referent.
Finally, if role taking and comparison were totally unrelated,
one might conclude that social and nonsocial form of decentra- '
tion follow independent developmental paths. The third hypothe-
sis concerned the relation of comparison and role taking to
referential communication. The order of development of
comparison, role taking, and referential communication would be
used to infer the necessity and sufficiency of comparison and
role taking for referential communication. The particular
hypothesis was that comparison and role taking are both neces-
sary and sufficient for referential communication, that is,
that referential communication would be mastered as soon as
both comparison and role taking had been acquired. Consequent-
ly, the predicted order of development was comparison and then

both role taking and referential communication simultaneously.

Method
Subjects -

Fifteen second graders with an age range of 7 - 8 years
and 15 fifth graders with an age raﬁge of 10 - 12 years were
tested. All came from lower-middle class families and, in
addition to regular school, attended a part-time Greek school
where they werc tested. Children were tested individually in
English by an adult male. The subjects' partner in the role-

taking and referential communication tasks was an adult female,
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Both the experimenter and the listener were Greek but all
participants were proficient in English. ‘

Experimental Tasks and Procedures

To make the comparison, role-taking, and referential

communication tasks comparable, the nature of the stimuli and

responses were common to all three. The stimuli consisted of

various geometrical shapes (circles, squares, triangles) made

of two layers of cardboard. <These stimuli varied in colour
(eg., green, black,/ red), texture (smooth or covered with fine-
grained sandpaper), and weight (light or heavier from a thin
layer of plasticene pressed between the two layers of card-
board). The se particular dimensions were selected because they
are both concrete and simple, ensuring that the younger children
would be able to identify and discriminate them. It should be

noted that neither the smooth-rough nor the light-heavy tactile

- dimensions could be visually discriminated.

All three tasks also required children to select rather
J

57

than generate clues. Thus, any grade difference obtained would
net reflect linguistic cqmpetence. nor developmental improve-
ments in the sampling process as discussed by Cohen and Klein
(1968)., The clues consisted of words describing various
attributés of the referent and nonreferent. Each word was
printed ona 3 x § in. (7.62 x 12.70 cm) index card. The posi-

tion of the correct-clue (right, middle, left) varied from

trial to trial. The comparfson task and referential communi-

s
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cation task both involved nonsocial decentration in that .

subjects had to select clues that discriminated referents from .

-

similar nonreferents, thereby shifting their attention from

referent to nonreferent with respect to a particula? clﬁe. The
role-taking task did not incorporate thisifeature. Instead,
the role-taking and referebtial communicgtion tasks both

" Tequired social decentration in that subjects were required to
give clues to a listener with specific percéptgal needs, thereby
shifting their atténtion from their own to the other's infor-
mational needs.

To test the generality of role téking, two different
listener conditions were employed but in both cases the listen-
er was present and her perceptual needs were made salient. On
half of the trials in this task, and in the referential commu-
nication task, subjects were selecting clues for a blindfolded
person seated next to them; on the remaining trials the
listener had her hands noticeably tied behind her back prevent-
ing her from examining the stimulil manually. The listener's

.

condition was clearly described to the subject by the experi-

menter during the change in the listener condition. Each
listener condition was run as a block; that is, for some sub-
jects all four blindfolded listener trials were conducted fi¥Mst
and for others all four tied-hands, or immobile listener trials

were run first. \

Comparison test. The comparison task required subjects to




o : . 87

choose a word clue that would help them remember at a later
time which of two stimuli was the critical one (referent). By
having thﬁ subject choose a clue for himself/herself, nonsocial'
decentration, that is, the need to compare the referent with the
nonreferent on a particular dimension was assessed unconfounded
by a social interaction. There were four simple and two

complex trials; simple trials required subjects to consider
orlly one diméﬂsion. complex to consider two dimeénsions. On
each of the simple trials children were given two stimuli +to
handle and they were told which was the "right one" (referentj.
The two stimuli in each pair were of the same shape but varied
on either the visual dimension (different colours), or tactile
dimension (smooth-rough or iight—heavy). Three clues were pre-
sented with each referent-nonreferent pair. After the children
fead aloud each word, they were asked éo choose a clue that
would help them remember at a later time which was %he referent.
Only one of the three clues was specific to the referent; the
other two described the irrelevant dimension on that trial and

the shape of both stimuli.

Example: simple trial . . N
referent- a brown smooth square
nonreferent- a blue smooth square

clues- brown, smooth, square

e
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Example: complex trial -
" referent- a éreen rough circle )

nonreferent- a green smooth circle
nonreferent- a black rough circle -~
clues- green, rougﬁ: black, smooth

Children using the comparison process were expected to
select the clue "brown" as the only one exclusive to the refer-
ent in this simple trial. example. The correct clue on two or
the simple trials was a visual clue; on the other two trials
it kas a tactile clue. . .

Children were presented with three stimuli and four -clues
on each of the two compl;x trials. The stimuli varied simgl-
taneously on both the visual and tagtile dimensions. Children
were again told which was the referent and were asked to select
és many c%ues as they needed to help them later identif& the
referent. In the above example, the correct response was the
selection of both "green" and "rough" since, to distinguish
the referent from the two nonreferents, both the visual clue
and the tactile clue were necesgary. The child's score was

the number of correct clues chosen on all six trials.

Role-taking test. The role-taking task required children

to select a word clue that either a blindfolded or an imhobile

other would use to describe a given object. Unlike the previous

task, no comparison between geometric objects is required.
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There were two blocks of four trials. During one block of
trials, the listener who sat beside the children wore a blind-
fold, and during the other block of trials she had her hands
obviously tied behind her back. Children were presented with

one stimulus and three clues on each trial. They were told,

."Pick the word you think Maria would use to describe this thing

now that she cannot see (or cannof'use her handsg)."

N
Example: Blindfolded listener condition

* stimulus- a red and blue square which is both rough and

light
clues- red, Blue, rough
Example: Immobile listener condition Y ’

stimulus- a yellow and green circle which is both smooth and
heavy

clues- smooth, heaQy, yellow

Children with role-taking skills were expected to infer

that a blindfolded listener would need a tactile clue (rough,

¢ )
in this example), and that an immobile listener would need a

visual clue (yellow, in this example). The child's score was

e

the number of correct clues chosen out of four trials in each
of the two listener conditions. '

o

Referential communication test. The referential sommuni-

cation task required subjects to select a word clue that would

WW%.*-

b bt rreon,




90 .

help either a plindfolded or an immobilg listener 'identify
which of two objects was the critical one (referent). 1In this
way the ta;k operationalized bo@h componenas in the definition
of feferential communication, the referent-nonreferent differ-
entiation and the speaker-listener differ®ntiation. There were
two blocks of four trials in this task, four trials with a
blindfolded listener and four with an immobile listener. . On
each trial children were presented with a pair of same-shaped
stimuli and were told which was the referent. The two stimuli
differed on one visual and one tactile property and shared one
visual and one tactile property. Children were also given

%ﬂ‘which described the referent, but only, two

four clues, all
of which (one visual and one tactile clue) were specific to
the referent. They were instructed to select the clue that

would help the listener find the "right cne" (referent) now

that she couldsnot see (or use her Aands). L
Example: Blindfolded listener conpdition .
referent- a blue and red square which is both heavy and
»
rough

nonreferent- a blue and yellow square which is both light and
rough
clues- blue, red, heavy, rough

This task both required children to find the clues specific
h .
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to the referent (red and heavy, in this example) and also to
define the dimension appropriate for the 1istener~(heavy, in
this example). The child's score was the total number of
correct clues out diyfour trials chosen in each listener

condition.

»

Désigg
Each subject performed all three tasks: a comparison, a
role-taking, and a referential communication tagk. Thus, this
study consisted of one»befweén—subjects factor of grade (gradfs
2 and 5), and the two within-subjects factors of task (compari-
son, role taking, and referential communication) and listener
condition (blindfolded and immobile). The order of the three
tasks was randomized across subjects, As well, wfthin'eaqh o&

the roleytaking and referential communication tasks, half the

subjects were assigned to the bBindfolded listeﬁer condition

‘first, the remaining half first received the immobile listener

condition. T e

Results and Discussion

Development of Comparison, Role Taking, and Referential

Communication

The first hypotheses tested cancerned the developmental

“nature of the three tasks measured in this study. Specifically,

it was predicted that comparison, role taking, and referential

communication would all improve\with age. The number of
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correct clues selected by a child qn each task was théi}ndex

( of accuracy. k
.;' " “
// - - The first task analyged was the comparison task. Because
/ of problems with the data analysis (see Footnote 1), the scores

for the second graders were dicliotomized and children were

given a score of 6 if their score was equal tqvof greater than -
/ ( 3.'and a score of 2 if their dcore was less than 3. A t-test
for unequal variances was ﬁhen performed comparing the
-dichotomized data for the s%cond graders witﬁ the‘continucus
,data for the fiftﬁ graders. Even with the second graders' data
dichotomized so as to bias against the hypothesis, a signif%—

$

P <.05; fifth'graders performed better on the comparison task

cant difference emerged between the two groups, t(14)= 3.71,

, - than second graders, with meanspfor the two_groupslof§5.3 and
( . 3.1, fespectively. R

These developmental .data are consistent with earlier
findings that c;mparison, as measured by the word-pailr tech-
nique, improves markedly after second grade (Asher, 1976;
Asher™ & Parke, 1975; Cohen & Klein, 1968).“ In this study,
however, the improvement of compari son Qith age was denonstrated
without the confounding effects of the real or imagined
presence of a listener. Second graders in the present-s%udy
failed to éompare their clues to both the referent’and nonre fer-

ertt to assess the relative associative strengths of the clues

to each stimulus. Almost all fifth grade children (their mean




score was 5.3 out of a fossible 6.0 ) had both the cognitive
capacity and an awareness of the need to make the necessary
comparisons.

To test whether role-taking performance improved with
age, a 2 x 2 (grade x'listener condition) analysis of variance
w%s performed. There were significan£ main effects for both
grade, F(1,28)= 16.32, p <.01, and for listener condition,
F(1,28)= 20.02, p ¢ .01, These‘main effects were qualified,
however, by a significant gfade X listener condition interac-
tion; since the listener condition was a repeated measure,
Satterthwaite's degrees of freedom were used to test the pooled
error term (Winer, 1971); revealing the significant interaction,
F(1,45)= 11.57,p< .01. Table 4 shows the pattern of means in
this igteraction. Breaking down this interaction into its
simple main effects showed that in the blindfolded listener
condition fifth graders were more accurate than second graders,
F(1,45)= 31.99, p< .001. There were no grade differences in
role—tak%ng performance, however, in the immobile listener
conditiog. Further, second graders performed equally poorly
in both'thg blindfolded and immobile listener conditions; their
mean performances in these two conditions of a possible total
of 4.0 were 1.5 and 1.1 , respectively. Fifth graders, by
confrast, ﬁerfbrmed significantly better in the blindfolded
listener condition compared toythe immobile listener condition,

)
F(1,28)= 30.63, p< .001; their mean role-taking scores for

L
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: Tale 4

Mean Number of Correct Trials for Second\and Fifth Graders on .-

the Role-Taking Task under Both Listéner Conditions

%4
Grade Listener Condition
Blindfolded Immobile
2 1.5 1.1 .
5 3.6 0.7

+

Note, The maximum scors is 4,
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these two conditions were 3.6 and 0.7 , respecti;ely.

‘ The finding that second graders were deficient in role-
taking skills is consistent with Piaget's notion (1967) that
the 7-year-old is still egocentric énd also with the develop-
mental results of previous studies in which some of the role-
taking components were measured (Fishbein et al., 1972; Gove &
Keating, 1979; Kurdek & Rodgon, 1975). Fifth graderslin this
study successfully inferred the viewpoint of the blindfolded
listener but not of the immobile listener. Two factors might
explain this difference in role-taking performance. First, the
blindfola might have been relatively more salient during. the
interaction than was the tying of the other's hands behind her
back. This suggests that perhaps even in fifth grade an
Ymmediate, highly visible stimulus pertaining to.the listener's
needs is still required for role taking. This explanation
places a certaintlimitation on Piaget's theory of role-taking
development. Second, children probably had more experience
with their own vision being blocked than with their hands being
tied, suggesting that perhaps some perceptual learning is

required in the specific modality for which one is making the

inference.

The developmehtal hypothesis concerning referential
communication performance was tested first with a 2 x 2 (grade
x listener condition) analysis of variance. This analysis

revealed significant main effects for both grade, F(1,28)=s 7.59,

g
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Table 5

/ -

. \ .
Mean Number of Correct Trials for Second and Fifth Graders

on the Referential Communication Task under

Both Listéner Conditions -

g_'r:a_d_g Lis,tener Condition
, ‘ Blindfolded Immobile
2 1.7 : 0.9
5 ‘ 2.9 1.5 -

Note. The maximum score is 4.
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p < .05, and for listenér condition, F(1,28)= 14.12, p«¢ .01,

The two-way interaction was nonsi'gnificant. ':I‘able 5 shows
these means. Fifth graders performed significantly i)etter “thai'x
second graders; of a possible total of 4,0 , fifth graders had
a mean score of 2.2 whereas second graders had a mean score

of 1.3 . Children in both grades selected better clues for

the blindfolded listéner than for the immobile listener. Mean
scores for the blindfolded and immobile listener conditions
were 2.3 and 1.2, respectively.

This developmental trend evident on the referential
communication task is consistent with that found in the earlier
studies (Asher.& Oden, 1976; Glucksberg et al., 1966). Unlike
these earlier studies, "however, the present task fulfilled the
definition \of referential communication by featuring both ’ch(e
referent—noﬁreferent differentiation and the speaker-listener
differentiation requirements. Subjects had to compare referents
with nonreferents in order to select an appropriately discri-
minating clue for a listener who differed from themselves in
informational needs, ’

Relation between Comparisor, Role Taking, and Referential

A

Communication

Guttman scalogram analyses were used first to test the
hypothesis that comparison develops before role taking and
second that the acquisition of both comparison and role taking

is not only necessary but also possibly sufficient for referen-
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tial communication. Separate scalograms were performed for the
two listener conditions since the previous analyses had revealed
significant differences between them. The comparison task
data were, of course, the same for each analysis. The passing
criteria for each task, that is, the number of correct trials
on a task required before the subject was said to have passed
that task, were as follows: for the comparison task, at least
three of tﬁe gix trials, and for each listemer condition in -
both the role-taking and réfgrential communication tasks, the
criterion was at least three out of the four trials. hUnfor~
tunately, it was not possible to set‘fhe comparison passing
criterion at four out of six trials (which would more closely
aﬁproximate the 75% criterion of the other tasks) since data
for the second graders were split-at only the 3 score., One
possible alternative, given the way the data had been scored,
was to set the passing criterion at five out of six trials;
this .would have required success on one of the two complex
trials and.therefore did not seem an appropriate criterion
with which to Jjudge comparison ability. Thus, the criterion
mentioned above was selected for the comparison task. Using -
these 'criteria for the three tasks, the Guttman analysis fop
the blindfolded condition (see table 6) revealed a Guttman

scale with a coefficient of reproducibility of .87 indicating

~that the scale was valid. In other words, .a subject's scale

score was a good predictor of his/per response pattern. The

< .

(3

.
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Table 6
Frequency of Children Evidencing Success (+) and Failure (-)
. on the Comparison, Role-Taking and Referential Communication

Tagks in the Blindfolded Listener Condition
!

Response Comparison Role Referential Frequency
Patterns ' ' Taking Communication
1 - - L 6
2 | + - - 5 ’
3 + + - %
4' e + ' + ‘ 9
Error : e -
Patterns .
“5 o o, - .
6 . - - 4 . in
7 + , - “+ 0o
8 - + + 1

14

Note. Coefficient of reproducibility = .87. Coefficient of

L]
4

1+ scalability = .71..

3

vt e it -
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coefficient of scalability was .71 which indicates that the
scale was also cumulative and unidimensional- that is, prior
skills are maintained when new ones are acqulred and these
earlier Skllls are always learned. before the latter. The
analysis revealed that the order of the tasks from least to
most difficult was eomparison, role taking, and then referential
communication. Twenty-four of the 30 subjects showed this
response pattern. Since tasks were equated as much as possible
on other task demands, these data indicate that the comparison
proéess déveloped earlier than role taking. Further, 9 out of
14 'subjects who passed the referential communication did so
having also passed the comparison ahd‘role—taking tasks. This
supporfs the hypothesis that comparison develdps before role
taking and that both types of decentrétion are necessary for
réferential communication; nonsocial decentration in the form
T'of comparison is not sufficient without social decentration
in the form of role takiﬁg. Since_h subjects passed both
compariéon and rble—taking tasks without also passinglthe ,
feferential communication tdsk, this suggests that though
'ﬁecesséry, these two processes are insufficient by themselves’
to‘accdunt for this more complex social behaviour.
The scalogram analyéis performed on the datg for the
immbbile listener condition (see table 7) yielded a Guttman

scale with a coefficient of reproducibility of .89; and a

coefficient of scalability of .55. Although overall fewer
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Table 7
Frequency of Children Evidencing Success (+) and Failure (-)
on the Comparison, Role Taking and Referential Communication.

Tagks in the Immobile Listener Condition

v

Responsé  Comparison Role Referential - Frequency
Patterns Taking Communication
. ‘ -~
1 -~ - - 10
2 + - - 12
¢
3 + + . - . 1
L + + + . 2
Error :
Patternsg . ”
5 _ - - + - - 2
6 ' - - + 0
7 + - + 3
8 - + + 0

Note. Coefficient of reproducibility = .89. Coefficient of

scalability = .55.
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subjects passed these tasks compared to the blindfolded listener
condition, the developmental sequence of the three skills was
the same: comparison, then fole taking, and finally referential
communication. Twenty-five out of 30 subjecﬁs showed this
response pattern.

The present study supports previous studies demonstrating
the importance of the comparison process to referential
communication (Asher & Oden, 1976; Asher & Parke, 1975) aé well
as studies demonstrating the importance of role-taking skills
for successful referential communication (Glucksberg et al.,

1966). This study makes two advances, however. First, it was

found that an ordering of the tasks existed: comparison

_devéloped before role taking, which in turn developed before

referential communication. This finding indicates first that
it is more difficult to shift attention from one's own per-
spective to consider another's viewpoint than it s to shift
attention from one object to another to consider both. Because ,
role taking develops after cémparison, some skill beyond the
cognitive‘dccentration measured in the comparisgon task is
required for role taking. These data éppport the previous
contention that nonegocentrism warrants separaté treatment

from nonsocial decentration, perhaps because Pf the salience

of the sclf. This issue will be discussed at length in the

general discussion.

‘Second, and more importantly, the scalograms indicated
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that the presence of these two necessary abilities was not
sufficient for successful referential communication. This is
important, suggesting either that some éther as yet unnamed
ability is also an intepgral component of referential communica-
tion, or that besides having comparison and role-taking
abilities ohe must also be able Lo integrate these processes,
or more precisely, to integrate the cognitive requircments

of these processes in order to use them simultancously in a
referential communication task. Thig latter possibility seems
very likely when one considers again the definition of referen-
tial communication; that 1s, the identification of a clue that
discfimjnatcs the referent from simllar nonreferents for a

particular listener. Two rules, each specifying different
[

requircments of 2 pood clue must be integrated for success on

referential communication. 1f the two requirements are
integrated sequentially, then the process is very slow; if théy
are simultancously integrated then referential communication

is faster and more selective. To be able to select a clue
while at the came time being aware of one's listener implies
that one has the ability to integrate the requirements of .both,

comparison and role taking.
Study 4 was designed in part to test this proposition
that integration, the ability to interrelate differentiated

concepts, 1s important for referential communication. In

addition, Study 4 sought to measure directly the role of

-
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decentration in both comparison apd role taking. To this

4

point, decentration has been considered a major process under-

lying comparison and role taking, based in part on the defini-

tions of these skills and in part on the finding that the two
are correlaied and therefore have something in common. In
the final study of this series nonsocial and social decentra-
tion were experimentally manipulated to demonstrate their
importance to comparison and role taking, respectively, and

their combined importance to referential communication.
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STUDY 4: THE IMPORTANCENRF DECENTRATION AND INTEGRATION
TO ROLE TAKING AND THEIR RELATION TO COMPARISON

AND TO REFERENTIAL COMMUNICATION

Study 4 was designed to streq@then and expand what was
demonstrated in the previous studies regarding all three aims
of this research. Thus, in addition to assessing age-related
changes, the effects of decentration and integration on role:
taking were examined. ’Finally, the relation of role taking and
comparison to referential communication was studied in terms of
their being similarly affected by the underlying abilities of
decentratdon and integration. A more detailed discussgion of
how these three aimgs were addressed in this study will be
presented in turn. .

With respect to age-related changes in role taking,
Studies 1, 2, and 3 demonstrated that role taking begins to
develop in children around 6 years of age and continues
throughoul middle childhood with some children reaching pro-
ficiency by upe 11, This study sought to replicate these
developmental findings and then to explain them in terms of
the development of underlying abilities.

With respect to thig sccond aim of identifying and examin-
ing abilities important to role-taking development, this
research hag thus far studied the importance to role taking

of decentration, that is, the ability to consider and céofdin

e

it b
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nate two or more different elements. Studies 2 and 3 addressed
the issue by comparing role-taking development to the develop-
ment of a strictly nonsocial form of decentration, that is,
comparison. Both studies found the two abilities to be-
related, with Study 3 showing that comparison was a prerequisite
for role taking. One explanation is that comparison may be
a necessary but insufficient skill for role taking because
besides cognitive decentration, one must further master nonego-
centrism in order to role take. The relation to role taking
of decentration as an ability has been found not only using
comparison as a measure of cognitive decentration, but also
with tests of conservation (Feffer & Gourcvitch, 1960; Rubin,
1973), and of creativity (Shantz, Note 1). Decentration has
also been regarded as an ability which can be trained. Cox
(1977), for ecxample, used a training procedure during which
children were confronted wiih the other's visual perspective
of an array while they still held thej} own perspective; that
is, while observing an array subjects were told or chown a
picture of what the other donld see. Repeated practice with
attending to both’perspcctivos mproved subnequoﬁt role taking.
Decentration can be consider«d not only as an ability,
however, bul also as a process which can be facilitated by a
situational manipulation. In the present study, I studied

decentration as a process by desi¢gning a set of lnstructions

to manipulate decentration directly in a role-taking task.
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1 .
Defining decentration as the ability to shift attention from
ome object to another and to integrate these differentiated
objects, the present decentration manipulation involved direct-
ing children's attention equally to both aspects of the role-
taking situation that needed to be considered before making
an inference, namely to the self's and the other's vantage

points. This measure has not typically been used in role-

taking studies, but is in keeping with Pilaget's (1967) concep-

tion of decentration as the shifting of one's attention from
one aspect of a situation to another.

The important issue here is whether children are incgpable
of focusing on two things at the same time or whether they
simply do not see the need to attend to both stimuli in the
tasks. Both these possiblilities lcad to role-taking errors;
the concern here 1g with the bagis of %hese errors. Conseguent-

1y in the present study children's role-taking abllities were

assessed under two conditions: The first was the usual situa-

tion wherein the sclf's perspective i1s made salient. The second
condition drew children's attention equally to the self's and

other's orientations in the role-taking task. [f children
failed {to role take under both’these instructional sets then
their poor performance could be attributed to a lack of the
cognitive ability to ailtend to two stimulia If children's

performance wag significantly improved, however, by directing.

their attention also to the stimulus not usually salient, then

v .
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their uéual lack of decentration would be more aptly understood
in terms other than strictly ability which one either has pr
does not have; rather, decentration might be seen as a process
which can be either facilitated or impeded after it has been
acquired. Alternatively, it might be seen as an ability which
is acquired or mastered gradually and which during its develop-
ment is used perhaps reluctantly unless facilitated. One of
the aims of this study therefore was to determine whether
decentration could better be understood and explained either
stf}ctly as an abllity or as a gradually developing ability
th;; perhapes initially needs facilitating circumstances to be
used. This knowledge would provide insight not only into the
nature and the development of decentration but also how

decentration manifests itself in social (role-taking) situations.
In addition to decenfration, this study examined another )
ability also hypothesized to underlie role taking, name%y
integration. This was discussed earlier as a part of the second
g%mponent of role taking, the coordination of mental elements,
but one that could be meacured independently of decentration.
To Werner (Langer, 1970) the function of integration is that
it allows one to see differentiated elements in termg of a
part-whole structure; that is, one can consider not only each
different part of the system but also how all these elementé
interrelate to form a whole. Tn a role-taking situation, the

subjeclt and the other person hold different perspectives toward

the same event; this ability to interrelate concepts, or to

v
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perceive compatibility among different concepts (Morse &
Gergen, 1970), may be necessary for role taking if simultaneity
is essential to consider %he self's and other's perspectives.
Various operational measures of integration have been
used With children and adults. For example, when children's
descriptions of others shift from concrete to abstract terms,
this has been taken as an index of integration since to use an
abstract descriptor, presumably they have seen the compatibility
of commonalities among different pieces of physical and behav-
ioural evidence (Scarlett et al., 19?1). Scott (1974) has
used four measures of integration in adults,‘each of which
attempts to dcmonstrate how subjects use a singlé principle
to organize many elements within a particular domain. The
operational measure of integration used in the present study
was based on the Gergen-Morse Perceived Self-Consistency Scale
(Morse . & Gergen, 1970). Essentially, this test assesses the
degree of consistency or compatibility a subject perceives
between differentiated aspects of himself/herself; the more
compatibility a percon seces among thege different aspects, the
more integrated ic that pcrsan‘s self-concept. ~'Although used
to test integration of the self-concept, this task can be
modified and applied to any other target. To experience
different qualities of onegelf or of any other target as being

compatible implies that one has formed some higher cognitive
4 ’

structure which can incorporate these differentiated qualities.

%,
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In ﬁhis respect, this measure most closely captures the essence
of the simultaneity of perspectives being studied here. There-
fore, it is hypothesized here that integration will increase
with age and, more importantly, that it will be significantly
related to role taking.

With respect to the third aim, determining the status of
role taking in other social-cognitive behaviours, this research
has examined refereritial communication in terms of the way it
incorporated both role taking and comparison. The purpose of
examining these two skills in relation to referential communi-
cation was to determine specifically the roles of social and
nonsocial decentration in communication development and thereby
gain a fuller understanding of the contribution of role taking
than could be provided by a simple correlation between role
taking and referential communication. Referential communication
was first introduced in this research in Study 3 in whlch both
comparison and role taking were found to be necessary but
insufficlient skills for referential communication. The present
study extended these findings by directly examining the rela-
tion to referential communication of the abilities underlying
role taking and comparison, namely decentralion and integra-
tion. Thus it was poasible Lo meacure the impact upon referen-
tial communication of noncocial and social decentration.
Regarding the role of integration in referential communication,

it is suggested that this construct may be important indepen-
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dent of its relation to role taking and/or comparison. It will

be recalled from Study 3 that although necessary, comparison
and role taking were insufficient for referentiai communications
it was proposed that the further ability to integrate the
requirements of these two skills might bé’important for refer-
ential communication. This hypothesis, that integration was
related to referential communication, was empirically tested

in this study.

Thus, this study attempted to provide information regard-
ing all three aims of this thesis: First, the age—reiated
changes in role taking were examined in children from 6 to 11
years of age. Second, the importance of both decentration and
integration were exémined in terms of thelr ability to account
for role-taking development. Third, the status of role taking
in explaining social behaviour was examined by looking at the

relation of role taking and comparison and their underlying

abilities to referential communication.

Method
Subjects
Eight children (4 girls and 4 boys) were tested from
grades 1, 2, 4, and 5, yielding a total of 32 children. The
first and sccond graders were treated as a single group, as
were the fourth and fifth graders., The mean ages for the two
groups were as followss G1/2 had a mean age of 7.2 years and a

range from 6 - 8 yecars; G4/5 had a mean age of 10.2 years and a

"
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range from ?v- 11 years. Approximétely 14 of the children
were Chinese, B were Greek, 7 were White, and the remaining
3 héd other ethnic origins. The children attended an
English-speaking school in a lower to middle tlass area of a
large city. Children were tested individually in one 25-minute
session in an empty classroom by a White female adult.

{

Experimental Tasks and Procedures

All children received the. following tasks: two forms each

of a comparison, role-taking, and referential communication

task and an integration task. All subjects received ,the
comparison, role-taking, and referential communication tasks
first but the order of these three tasks was randomized across
subjects. Within each of "these -three tésks all subjects
received the "Céntering" instructional set before receiving

the "Decentering" instructional set. AIl subjects then

<

.received the integration task.

The stimuli for the comparison, role-taking, and referen-
tial communication tasks were similar in design to ?hoéé used
in Study 3. For all ?hree tasks; subjects' choices of clues
"were recorded. There were four trials on each tégi and sub-
jects' number of correct clues out of four waé their score for
each task. Two blindfolded dolis‘wérevused as the partners
or listeners in the role-taking and referential communication
tasks.

- Comparison tests. Stimuli consisted of pairs of geometri-

\ * 5

\/\ - o
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cally-shaped objects which on half the trials differed in

- colour and on the remaining trials differed in texture (rough-

smooth). Children selected from three printed clues placed‘in
front of them the clue Fhaﬁ would help thém remember the
feferent. All three clues described the referent but only one
of these reliably discriminated it from the nonreferent. ,The‘
correct clue on half'tﬁe trials referred to the referent'é,
colour; on the other half, to its texture. )

This task was adminisfered under the following twé_instrhc-
tional sets, each of which consisted of four trials:
1) Comparison-Centering. This task was.given under the usual
conditions of drawing subjects' attention to the, referent.
Subjects were given two objecfs to look at and‘ﬂaﬁdlé. The
experimenter then placed the two_objécts upon an 8,in..x 5 in.
(20.3 cm x 12.7 cm) cardboard'rectangie divideq into halves.
The outline around one half wgé pain%ed;purfle. The referent
"right one" was placed into this purple box and the nonreferent
was placed on the other side. Subjects were told to remember
the right one and were then asked to indicate which object had

o~ ‘ -
been designated the right one. All subjects correctly chose

the referent. Three clues were presented to the child who was

asked to choose the clue to help him/her remember the right one.

The correct clue on two of the four trials was a coloug; on-the

other two trials it was a texture. 2) Comparison-Decentering.

This task was intended to draw subjects' attention equally to
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the referent and nonreferent.-‘Thé cardboard rectangle was

turned over, revealing an orange box surrounding one of the

halves. Subjects were giwfn two stimuli: As the:experimen@ér
placed them on the cardﬁoard. she said, "The one that goeshin
tﬁe orange box is %he wrong one, I want you to remember the
right one. 1 don't want you to remember'tﬁe Qrong one. Which
is the right\one?" All subjects correctly identified the
referent. ’When subjects were given the tpreg‘clues they were
told, "Choose ; clue that will help you to remember the right
one. Don't remember: the wrong qQne." The correct élue:was a
colour on two trials; for the other two trials the correct clue
was a texture. -

» (3

Role-taking tests. The stimuli were similar to those used

in Study 3 in the blindfolded listener condition. Each stimu-
L .
lus was painted two colours and was either rough or- smooth in

texture. The three clues referred to the two colours and to . N
the texture of the stimulus; thus, the correct clue was the '
texture. -

This task was given under two sets of instructionss the '
first highlighted the subjécts' perceptﬁal abilit%egr the
second)set highlighted both the subjects' sight anq the other's

lack of sight. There were four trials in each condition.

1) Role Iaking—Centering; A 2-ft. (.61 m) high Holly Hobby doll

wearing a brightly-coloured blindfold.was seated close to the

., child. The doll's eyes had been completely covered. The doll
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was introduced and subjects were asked to pretend the doll was

" a real person. Subjects were given a stimulus and were told to

"have a look at it." The three clues were placéd in front of
theﬁ. The cxperimenter said, "Can you sce them 0OK? You loock
at the three clues and pick the clue.that Holly would use to *
describe this thing." Before subjects responded they were
quizzed to ensure they understood that the clue was for Holly;l
all subjects responded appropriately. 2) Role Taking-Decenter-
ing. The Holly ngby doll was put out of siéht and a new i-ft.
(.3 m) high doll was introducéd as Susan. Subjects were asked

to pretend this doll wgg_ggaiff The experimenter then said,

J"I'm going to put this blindfold on Susan so she can't see.

Can you see what's happening to her? . There, now I've covered

up her eyes so she can't see anything." Subjects. were given

an object "to have a look at." Placing the three clues down,
&

the experimenter said, "Can you see them OK?-. Pick the 'clue

‘that Susan would useltd describe this thing now that she cannot

see." When asked, all gubjects responded correctly that “the

clue would be for Susan.
P ] . ‘
Referential communication tests. These tasks involved the

4

subject sending a message about a specific referent to a
listener with restricted perception. The stiﬁuli were pairs of
same-shaped objects, one of which wasg fough, the other smooth.
Each object was painted two colours; one colour was common to

both objects, the other colour was different for the. two .

.
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pbjects. Four clues all describing the referent were given to
subjects. These four clues described the colour common to both ’
ijects, the colour that was un%que to the referent, the shape
common to both objects, and the texture of the referent.

..The two instructionél scts under which this tagsk was giveﬁ
each consisted of four trials, The two conditions differed in
that the first emphasized the referent and the subjects' ability
to see, whereas the second placéd equal emphasis on both
referent and nonreferent and on the subjects' sight and the‘
"listener's lack of sight. 1) Referential Communication-
Cehteriné. The Holly doll Wearing the blindfold was seated
near the subject and he/she was asked gé pretend the doll was
real. The cardboard with the purple box was introduced. Sub-
jects were handed two objects. The experimenter said,'"Can
you see them O0K?" Placing the objects on the cardboard, she .
" then said, "The one that goes in the purple box is the right
one. Which is the right one? (A1l subjects responded correct-
ly.) Look at these four clues." The clues were placed in
front of the subject and the experimenter then said, "You look

at these clues and pick the clue that will help Holly find the.

right one." All subjects responded correétly, when asked, that
they were choosl the clue for Holly. 2) Referential Communi- |
cation-Decentering. The Holly doll was removed and the card-

board with the orange box wag placed-on the téble. The Sugan

" doll was. introduce@ and subjects were asked to pretend she was
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a real person. While putting a brightly-coloured blindfold
over the doli's eyes,. the experimenter said, "I'm going to put
thié blindfold on Susan so she can't see. Can you see what's
happening to her? 1I've covered up her eyes so she can't see
anything." Subjects were given two objects. The experiménter
then said, "Can you see them OK? The one that goes in the
orange box is the wrong one. Which is the right one? (All
subjects pointed to thé r%ferent.) Here are four clues., You
look at the clues and pick the clue that will help Susan find
the right one now that she cannot see. Don't let her guess
the wrong one. Help her find the right one, not the wrong one."
All.subjects replied correctly that the clue was for Susan.

Integration test. - The integration task measured the ' .

degree to which subjects perceived positive and negative
attributes to be compatible. The task first required subjects
to select four self-descriptive items from each of four lists
containing positive adjectives (eg., happy), negative adjectives
(eg., angry), positive behaviours (eg., play with friends),

and negative behaviours“(eg., tease people). See Appendix D

for a complete list. The experimenter read aloud the items

from each list in turn and subjects responded by saying "yes"

or "no" ags to whether that item applied to them.

The next step was to acquaint subjects with the response

"measure. A 14 in. (35.6 cm) cardboard ‘Hard-Easy' scale

(

containing seven circles was placed on the table and the

v
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meaning of the seven circles was explained. From left to right
.these circles coqsisted of three blue circles progressively
decreasing in diameter, a fourth circle which was the smailest
and which was painted half blue and half yellow, and then three
yellow circles progressively increasing in diameter. Subjects
were told the yellow circles meant something was easy and the
blie circles meant something was hard or difficult. The words
'Eagy' and 'Hard' were printed in large letters under the
appropriate circles. Subjects were told, "Thig little yellow
one means a litile bitieasy. This [ next] one means pretty
easy. And this big yellow one means really easy. This little
blue one means a little bit hard. This [next] one means pretty
hard. And this big blue one means really hard. This [ fourtn]
circle is yellow and blue, 1t means a ﬁgt easy and a bit hard;
it's right in the middle." Subjects wefg then asked to indicate
by pointing to one of the circles how easy or how‘hard it was
for various pairs of descriptive clauses to describe the same
person.

Subjects then received two practice trials during which

the experimenter ensured subjects gracped the rcquirements of

the task. They were reminded of the instructions and were then
g¥ven eight trials in the form, "Somebody who can and
can " Pairs of adjectives and behaviours subjects had

previously said were self-descriptive were substituted in the

blanks. These eight pairings consisted of two pairings each

4




119

of a positive and negative adjective, a posi%fve ad jective and
a negative behaviour, a negative adjective and a positive
behaviour, and a positive and negative behaviour. The number
of the circle subjects pointed to (1 meaning‘hard and 7 meaning
easy) .to\ show how hard or eaﬁy they thought it was for each ©
pair of items to describe the same person, was recorded. Each
subject's total score for all eight trials was used as the

index of integration. ~Thus, scores could range from 8 to 56.

Results and Discussion

The results of this study will be presented In the follow-
ing order: First, the data pertaining to the effects of grade
on comparison, role taking, and referential communication will
be discusgsed. Second, the ordering found among comparilson,
role taking, and referential communication will be presented.
Third, the effects of the decentration manipulation will be
presented. Finally, the data pertaining to the development of
integration and its relation to comparison, role taking, and

referential communication will be considered.

Development of Comparison, Role Taking, and Referential

Communication '

To test grade effects on comparison, role taking, and
referential communication, the data from the younger group
(first and second graders) were compared to those of the older

group (fourth and Tifth graders) on each of the three tasks‘'by

. -
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means of 2 x 2 analyses of variance. The two factors in each
analysis were grade (G1/2 vs G4/5), and instructional set
(centering vs Decentering); this latter variable was a repeated
measure, The means from these three ftwo-way analyses are
presented in table 8. Here I will discuss only the results
pertinent to grade effects. , On the comparison task there was
no significant main effect for grade, with means of 2.8 and
3.3 Tfor the younger and older grades, respectively. There was
glso no 'grade x insﬁyuction;i set interaction. A significant
grade effect did emerge on the role-taking task, however,
F(1,30)= 4.83, Ig(.Oé, with means for the younger and older
grades of 2.5 and 3.6 . There was no interaction of grade
with instructional set. Finally, on the referential communica-
tion task, there was a significant main effect for grade,
F(1,30)= 16.81, p¢ .001, with means of 1.2 and 3.0 for the
ydunger and older grades. This grade effect did not interact
with instructional set. -
Focusing on the Centering condition\in the present study
(see table 8), these data provide a partial replication of the
developmental results of the previous study: both role-taking
and re{erential communication performance improved with age.
Unlike the previous study, this study found no significant
developmental increase on themCQmparison task, although the ’

direction of the means is consistent with the hypothesis.

Group means indicate that this failure to detect a significant
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Table 8

, Mean Number of Correcﬁ Word Choices in the Three

Grade x Instructional Set Interactions

121

Task

Comparison

Role Taking

Referential

Communication

Instructions Grade

1/2 4/5 Mean
Centering 2.8 3.0 2.9
Decentering 2.9 3.6 3.3
Mean 2.8 3.3
Centering 2.5 3.6 3.1
Decentering 2.6. 3.6 3.1
Mean 2.5 3.6
bénéering 10.9 2.7 '1.8
Decentering 1.5 3.3 2.4
Mean 1.2 3.0 .

Note. The maximum score is 4,

~
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developmenfal effect was not due to-a ceiling effect being
obtained on this task., Rather, compared to their éounterparts
in Study 3, the children in the younger sample here scemed to-
perform a 1ittle better on the comparison task whereas the
older children here scemed to perform a little worse. 1t is
unclear why this should be so but it does imply that in these

younger children the decentering ability hypothesized to under-

,Iie comparison was well developed.

Relations among Comparison, Role Taking, and Referential

Communication

The next step in the data analyses was to determine whether
the results of Study 3 were replicated insofaf as the ordering
among the three tasks was concerned. Guttman scalogram analyses
were performed to test the hypothesis that comparison would

precede role taking which would precede referential communica-

.tion. Two scalograms were performed, one on the Centering

instructional sets of tﬁe tasks since this represents the task
situation similar to Study 3, and the other on the Decentering
instructional task sels for further corroboration. The same
passing criterion of 1lhree out of four correct trials was used
as in Study 3 for each of the three taasks.

Considering first the Centering task sets, (see table 9)
moderate support was obtained for the hypothesis. The obtained
coefficient of reproducibility was .85 indicating that this

ordering of the tasks was moderately consistent across sub-
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: ' Table 9 . _—
(w . . Frequéncy of Children Evidgncing Success (+) and Failure (-)
on the Comparison, Role-Taking and Referential' Commuhication

‘ Tasks in the Centering Condition

B

)

Response éomparison - Role - Referential Frequency
Patterns Taking Communicatiop
1 - - - L
2 o+ - - 3
3 S s ‘ - . 9
L o+ + + 9
Error ) .
, LI Patterns .
5 ] - + - . b
, 6 - - - 0
( .
+ - + 0
8 - + v 3

Note. Coefficient of reproducibility = .85. Coefficient of
0

scalability = .53,
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jects; that is, knowing a subjects scale score (how many tasks
were passed) was a relatively reliable indicator of which of
the three tacks contributed to his/her scale score. The
coefficient of scalability was .53 indicating again both that
the:orderim; of the three tlasks was comparison, then role
taking, and finally recferential communication and that these
abilities were moderately cumulative. This sequence confirms
what wag found in Study 3 despite the higher passing criterion
for the comparison task.

The Guttman scalogram analysis performed on the Decenter-
ing tasks (see table 10) served to strengthen the above find-
ings. The obtained coefficient of reproducibility for the
Decentering tasks was .90 and the corfTficient of scalabllity
was .70. Since the Decentering instructions were intended to
maximize subjects' performance on thege tasks, these results
indicate that the Decentering manipulation did not change the
order of tlask difficulty but perhaps made the tasks less
difficult. '

The Role of Decentration in Comparison, Role Taking, and

Referentlial Communication

One of the main purposes of this study was to determine
whether decentration represents an ability which a child either
possesses or does not, or a gradually emerging and strengthen-

ing abilily which can be facilitated or impeded. The data

concerning the effects obtained under the two forms of task
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Table 10
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Frequency of Children Evidencing Success (+) and Failure (-)

on the Comparison, Role-Taking and Referential Communication

Tasks in the Decentering Condition

A

Response Comparison - Role

Referential Frequency
Patterns Taking Communication
1 - P _ 4
2 + - - L
3 + + - 5
4\\ ’ + . + + 14
Error !
Patterns
5 - + - 3
6 - - X + 0’
7 ) 4 - " 0o
8 - + + 2

Note. Coefficient of reproducibility = .90.

. scalability =

. 70.

Coefficient of

»
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instruckionsrprovided some evidence to support the former

claim. The effect of instructional set was tes%ed for each

task in the three two-way analyses of variance (&ee taﬁle 8).
Rgsﬁlts'showed thaﬁ on the comparison task the main effect for
iﬁstructionalmset was not significant, with means of 2.9 and
3.3 for the Centering and Decentering instructions. Thus, |
Decentering instructions ﬁid not improve children's comparison
scores to a significant degree. There were also mo éigﬁificaﬁtA

effects for the decentration maﬁipulétion on the fole—taking
task. - Children performed'at the same‘level regardléss‘of‘ l
mmethér they received Centering or Decentering instructions,
with means of 3.1 and 3.1, respectively, for the two sets ofa
insﬁructions. It will Dbe recalied that neither grade x
instructional set int;raction was significant. Therefo;e, even
thoﬁgh a ceiling effect could account for the lack of instruc-
tion effect on the G4/5 children, it could not account for
there being no effect on the Gi/z qpildren. The decéntration
manipulation was successful in significantly raising children's
referential communication scores, E(l,jOl: 4,76, p¢ .05,
Children gave the listener poorer clues when they re;eived
Centering instructions than when they re;;ived the Decentering
instructions, with means for ‘the two sets gf instructions of

8 an& 2.4, respectively. .

These data suggesd that neither form oféﬁecentration as

measured by comparison or role-taking tasks can be facilitated

»

%
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( ' by instructions., It seems that decentration is an ability

which may be trained (Cox, 1977) but which is not affected by

¢

temporarily drawing subjects' attention to two elements.
Referential communication, however, can be fac111tated by
instructions to attend to the referent and nonreferent as well

{

’ as to one's own and another's perceptual abllltles.- Thls
~ A implies that when both forms of decentratlon must be used
simultaneously, subgects perform below the level of thelr
’ . ability znuiso performance is fa0111tated by 1nstrectlons.
Thus, it seems that only the ability to 1ntegrate the two forms
of decentration is 1mpeded by Centerlng 1nstruct10ns or
fac111tated by Decenterlng 1nstructlons.' This issue will be '

dlSCUSSed in more depth in, the general dlseussion followihgj

- v

- . Development of integration and its Rblation'to Compaf;gbnl

- i
¢ -

oo ] Role Tak;gg, and Referential Communlcatlon

%
)

. . ) The final step in the analys1s was to explore the relatlon'

B of integratlon to comparison and role taking as well as to
L referential communicatien..’As a preliminefy“steg. the develop=-
mental nature of integration itéeii was ﬁeeted since if it
. L sﬁowed no change with eée it‘coulé hérdly.be used to expla a
. . developmental phenomenon.. The hypothesis that younger children
would have a lower level of 1ntegrat10n than older children
was tested and analysed w1th a one-tailed. t-test. Results

supported the hypothesis; -means for the younger and.plder

- -

( - this study. \ e N

a
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: The hypbthesis'ﬁhat integration would be related to role
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groups were 31.0 and 54 9 , respectively, t(BO)- 1, ?3, B< .05
Both the younger and older children acknowledged positive and
negative aspects of themselves; the older children, howe%er.
~saw these qualities as be}ng more compatible than the jounger~
children. That is, older children were better able,tq.integrate
positive and negative charactergstics.

Having showq'fhat integration itself was developmental

in nature, I then attempted to find the gxtent to which it was

related to the qevelopment of‘cbmparison, role taking, and.

,' referential communication. : To this end, both zero-order and

part;el'correléﬁional analyses were performed on ,the Centering

instfuctional’sete of the three tasks. One-tailed tests of

L}

31gn1flcanqe weré used since a positive relatlon was predlcted

o

be¢ween 1ntegratlon and each of the three tasks.

' Oons1der1ng flrst the - comparlson task, there was no

H
=

- signlflcant relation between comparison and integration,

t

r(30)= -.05. Thus, the hypothesis that integration might be

‘related -to comparison failed to receive support in this study.

taking’received suppert from the. present data. - First; the

. correlatlon ‘between role taking and 1ntegratlon was 31gn1flcant,.

, £(30)= h?, E< .01, - Since both role taking and integration

malso correlated with age, however (;(BO)z 43, p <.01, and
.2(30); <37, B¢ .05, respectively), age was pertiailed out as a

variable and a first-order partial correlation was then per-

N




\

-

129

,formed on the role-taking and integrétipn data: Even with the

effects due to age removed, there was still a significant
correlation between role taking and integration, r(29)= .38,
Pc¢ 05 The cognitive skills involved in role taking to a
certain extent overlap with'thevskill required for perceivipg
compatibility among apparently contradictory self attributes.
This suggests that an importént cognitive skill in role taking
is the ability to acknowledge simultaneously contradictory
pe?spectives. This notion will be discussed more fully later.
Finally, the hypothesis that referentia; communication
would be related to integratibn‘was tested. A significant
correlation was found between these two variables, r(30)= .52,
p'¢ .01, thus providiqg support for the préaiction. Because )
referential communication and integration were both signifi;
cantly related to age (r(30)= .53; 345.01 and 5(30)=*:37,
p< -05, respectively) and to role taking (r(30)= .49, p< .01
and r(30)= .47, p¢ .01, respectively), the ‘effects of age and
role taking were eliminated and a second-order partial '
correlation coefficient was calculated. Results showed that
even with tne effects of both age aﬁd role taking removed, the
relation between referential communication and integration
remained significant, r(28)= .32, p¢ .05. These data suggest
that integration is related to referential communication beyond
its involvement in role taking. Thus, the two most difficult

tasks here, role taking and referential communication, are

O
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related to integration. Role taking may require an integration
of the self's and the other's perspectives; referential
communication may require this integration of perspectives

as well as an integration of the two forms of decentration’

That referential communication correlates with this measure

of integration is consistent with my earlier argument that these
two nonsocial and social processes arc coordinated simultaneous-

ly and not sequentially. Thus, as it takes gsome integrative

lability to consider two contradictory attributes simultaneous-

ly and say that they could both describe the same person, it
also takes an integrative ability to coordinate the require-
ments of two different processes for one common aim, in this
case to solve a referential communication task. This issue .
will be discussed more fully in the general discusSion.

In summary, the present study has contributed to all
three aims of this research. First, the finding that role
taking is a developmental phenomenon was supported. Second,
there was some support that social decentration was an impor-
tant ability for role taking and that this form differed from
the nonsocial form used 1in comparison. It was alco found
that integration is another ability related to role taking.
Finally, repgarding the third aim, modcrate support was found
for Study 3 in terme of the developmental sequence of
comparison, then role taking, and then referential communica-

tion, again attes%ing to the importance, although not exclusive
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(; importance, of role taking to more complex social behaviours.
- | This study went one‘step further by showing that the ability
to integraée was also related to referential communication
‘development perhaps insofar as it is necessary to integrate
the requirements of comparison and role taking in order to
succeed at referential communication. These issues and others

raised in the present series of studies will now be discussed.

~~
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GENERAL DISCUSSION

The present research thesis was conducted with three
major aims in mind: First, I wanted to describe role-taking
development using tasks that fulfilled a concise three-
component definition of role taking. My second aim was to
identify some of the variables that might explain or underlie
role-taking development. Specifically, the roles of decentra-
tion and integration were tested. The involvement of decentra-
tion was studied first by looking at the relation of role
taking to a process that was comparable but nonsocial, nahely
comparison. This strategy addressed the particular issue of
whether social or nonsocial decentration underlies role-taking
development. The importance of decentration was also studied
by examining the effects of a direct manipulation of chiidren's
attention on role takiné and on related abilities. The other
ability hypothesized to be related to role taking, namely
integration, was assessed énd its importance to role taking and
.other related abilities was measured., The third goal of the
present research was to test empirically the central status
of role taking in explaining other social-cognitive behaviours
such ag referential communication., To this end, the relative
importance to referential communication of botlh role taking
and comparison wag ctudied, thereby providing information

regarding the contributions of both social and nonsocial
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decentration to this more complex behaviour. In order to
spgcify further the nature of the relation of these skills to |
communication, the variables proposed to underlie role-taking -
and comparison development, namely decentration and integrgtion,
were examined as they also related to referential communica-
tion. The contribution made by the present series of four

studies toward our understanding of role taking in these three

areas will now be assessed and discussed,.

Age of Onset and Course of Role-Taking Development

Prior to a discussion of the nature of role-taking
development it is important to point out that this issue was
examined with a systematically developed conceptual definition
of role taking that included three components (Higgins, 1981).
Previous attempts at understanding role taking and its impor-
tance to social cognition have largely failed because of flaws
or inconsistencies in the ways the constructs under study @ave
been operationalized. Therefore, the first step in this thesis’
was to define a prioril the components of role taking and
subsegquently devige tasks which met these requirements.
Higgins'(1981) three-component definition of role taking
involved an inference, the interrclation of at least two-mental
elements, and the inhibition or control of the sélf's perspec-
tive. The tasks designed for the four studies here all met

L
these criteria.
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With respeét to inferences, for example, the affective
role-taking task used in Studies 1 and 2 required subjects to
go beyond the given information to respond that the experimen-
ter would have a certain emotional reaction to a particular
object or activity; the available information simply consisted
of a card representing that activity or object appearing in a
particular position in the experimenter's line-up. In Studies
3 and 4 again subjects had to go beyond the given information
that the listener wore a blindfold or was immobile to infer
what kind of perception the listenef would and woul&\ipﬁghave.
Both tasks also required subjects to interrelate at ieast two
mental elements, namely twoAiewpoints. In the affective
role-~taking task of Studdes 1 an\| 2, for example, subjects had

to consider someone else's feelings toward events about which

-
/

£hey themselves had very differe emotional reactions., Simi-
larly, the perceptual tasks required a consideration of one's
"own and the other's different spatial orientations (Study 1)
and perceptual abilities (Studies 3 and 4). Finally, in all
tasks the pefspectives of the subjects themselves were involved
and were made salient. This was done by having subjec}s first
make affective ratings for themselves or by drawing attention
to their own perceptual abilities and only then confronting
them with the other's activity line-up or perceptual limita-
tiqns. In this way the third role-taking requirement was also

fulfilled; subjects had to control their own salivnt perspec-

4
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tive to respond correctly on each task.

As important as meeting role-taking task requirements is
minimizing the involvement of other skills or processes which
are extraneous to role taking. When children fail role-taking
tasks 1t 1s essential to be sure that their failure reflects
their inability to role take and not their failure to meet some
other task demand. Since role taking must be assessed within
a specific context such as a task setting, however, these other
task demands, relating less to the process of role taking th;n
to its measurement, will necessarily be present. Since they

A8

may affect the age at which role taking first appears, they

will be discussed here briefly.

Study 1 indicated by the correlation between the -two
perceptual role-taking tasks that some formal knowledge might
also be necessary for success on these tasks, It was sﬁgges—
ted that the knowledge in this instance could be a familiarity
with spatial relations and the ability to rotate them mentally.
In addition, Study 3 revealed that subjects could better take
the role of a blindfolded listener than of an 1mmobile listener.
Presumably, the more past experience one has had with the state
to be inferred, the cagsier will be the inference, that is, the
first role-taking component. To the extent that the mental
rotation of objects or the knowledge of others is lacking in a
subject, role taking may suffer because of inaccurate

inferences.
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The important point here is that to some extent this
problem of extrancous task demands is unavoidable since any
context will bring certain other skii]s to bear on the measure-
Cment of role taking. The influence of these other skills can
be minimized, however., The firgt way to reduce this problem

is by being aware of the other skills or knowledge required in -~
a given task and ensuring that the youngest children tested
have these sgkills or knowledge. Second, one can covary out
these other effects if one cannot ensure that the youngest
children have this knowledge. The influence of extraneous
skills was reduced as much as possible in the present studies,
though as elsewhere, this remains a limitation.

Minimizing the involvement of skills other than role
taking in the present tasks was accomplished by limiting both
linguistic and memory demands upon subjects. This was done in
Studies 1 and 2 by using nonverbal response measures, such as

pointing to pictures representing one's choice of affective

reactions, or by reconstructing the other's perspective rather
than verbally describing it. In Studies 3 and ! verbal produc-
tion demands were reduced by using one-word clues, thereby ,
requiring only simple word comprehension and recognition.
_Finally, by wording instructions in all tacskg in a very simple
manner, the use of linguistic ckillg was further minimized.
The 1mportance of memory ckills was reduced in the present

tasks as well. For example, in the affective role-taking task

4




o~

137

of Studies 1 and 2 the experimenter's line-up §f activity or
event cards was left intact during the subjects' role-taking
judgments. During Studies 3 and 4 the listener was present
throughout the tasks, thus ensuring that subjects did not have
to rely on thelir memory of her perceptual 1imitations.

Having met the a priori requirements of role taking and
having rcduced as much as possible the potential that any role-
taking failures would be attribﬁtable to other deicient
abilities not directly pertinent to role taking, ong can be
relatively confident that the present studles are indeed
measuring role taking. Therefore, with thege tasks more than
with previous tasks which have failed to meet the role-taking
requirements or to reduce other task demands, one isg in a
better position to address the Tirst important role-taking
issue regarding the age at which role taking is acquired and
the nature of the course of 1ts development.

In the present series of experiments the youngest age
groups tested were first and second graders and the oldest
group tested was fifth graderg. All four studies &ndicated
that role-tuking performance improved with age across this age
range. Regarding the onset of role taking, some children at
the youngest ages tested failed to chow any indication that
they could infer gomeone elge's different perspective, others
had acquired some role-taking cskills, and still others had

already acquired full role-taking skills. In Study 1, for
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example, looking just at the affective role-taking test, 22.6%
of the first graders tested responded completely egocentrically,
that is, they attributed their own affective reactions to the
experimenter; 45.1% had acquired some role-taking skills; and
the remaining 32.3% of the children responded completely
correctly by accurately inferring the experimenter's feelings
toward various activitlies. $Similarly in the other three
studies, the majority of firgt and second graders responded
either completely egocentricallyor with some degree of role-
taking aﬁility. Thus, in lerms of the age of onset of role
taking, for a few children thio takeo place before the age of
6 or 7 but for the vaslt majority of children the ability to
infer a different perspective is just beginning to develop
around these ages and continues to develop over the next few
years.

Even by fifth grade some chiiéren had not fully mastered
role taking. Referring again to the affective role-taking
task in Study 1, although 75.0% of the fifth graders accurately
inferred the experimenter's view, the remaining 25.0% of the
children showed some lesocer degree of role-taking skills.
Similarly in the remaining studies the fifth graders as a group
never reached a ceiling level of role-taking performance.
Thus, it would appear that in the majority of children role
taking begins to appear around the age of 6 or 7 and is mastered

by many but not all children by age 11, This finding is
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supported by many Bther studies testing children within this
age span although, as mentioned earlier, these tests have
varied in the number of role-taking components they included
and in the degree to which extrancous variables were controlled
(Chandler & Greenspan, 1972; Cox, 1978; Flavell et al., 1968;
Kurdek & Rodgon, 1975; Nigl & Fishbein, 1974; Rubin, 1973;
Urberg & Docherty, 1976).

Thege data are inconslistent, however, with those of other
studies which claimed to have documented role taking in chil-
dren much younger than 6 years of age. What these other
studies have l}JCO%mOﬂ with one ancther is that they did not
require children to make inferences about the internal dispo-
sitional qualities of another. Borke's (1971) task, for
example, could be performed simply by projecting one's own
feelings onto the other or on the basig of social knowledge.
This latter possibility was also a criticism against Zahn-Waxler
et al.'s (1977) gift-svelection task with which it had appeared
children under 6 yecars of age could role take. Another study

(Masangkay, McCluskey, McIntyre, Sims-Knight, Vaughn & Flavell,

" 1974) claiming to demonsirate perceptual role-taking skills in

2- to S-year-old children, found that very young children knew
that when another person ig facing in a different direction
than they are, this other person is looking at different things
than they are. As in the above studies, inferring the other's

psychological state is unnecessary to perform this task. Thus,
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‘it appears that studies which claimed to have found role-taking
-skills in preschool children have failed to test role taking
adequately. These tasks seem to be measuring different and
eagier skills than role taking. When role-taking tasks are
faithful to the three-component definition, as in the present
research, one finds that role taking begins to emerge for most
" children at approximately 6 years of age. Having documented
“the age of acquisition and course of role-taking development,
the next issué to be addresse§ co?cerns the identification

and examination of the abilities underlying the development

of this skill. o

-

Abilities Underlying Role-Taking Developmént

The second goal of this th?sis was to deter?ine the
abilities that underlie role taking. Two abilities were
s~examined in this regard: decentration and integration. Results
‘showed both abilities were important in the development of role
taking.

The question as to whether decentration, or the a£ility
to deploy attention over several stimuli, is critical in the
devBlopment of role taking was appro;ched by two strategies
in this thesis research. The first strategyjinyolved looking

- at the relation between the development of role taking and a
similar but strictly cognitive ability, rlamely cdmparison. The
second strategy involved directly manipulating decentration by
diréctiné children's attention equally to the two elements in

tr
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the role-taking situation that needed attention, the self's
and other:s berspectives.

Regarding the first strategy, on a concéptual level both
comparison and role-taking processes require subjects to
-differentiate between two mental elemenfs and to coordinate
these diffgrentiated elements. In the case of a comparison’
tasky subjects‘?ust attend to both a referent and a nonreferent,
distinguishing between them along some dimension; in a role-
taking task, subjects must differentiate their own salient
perspective from someone else's different pérspective of the
same object or event. Thus, both tasks appear to require
decentration; the issue is whether 'the involvement of the self
in a role-taking task makes a difference in terms of the task
requirements o;’whether decentgring from the self requires the
same skills as decentering from a referent. The present
studies indicate that the two tasks do differ in the types of
skills they require.

IOn an empirical level, Study 2 supported the suggestion
that the two tasks wéte related; comparison and role taking
were found to be significantly correlated. Since the cqrrela-
tion was only .51, comparison and role taking were related
but were not entirely overlapping processes. One must conclude
that in addition to certain common abilities such as decentra-
tion, one or both tasks also required other distinctive

1

abilities. The distinctive ability'in role taking is often

LY
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assumed to be’social decentration or nonegocentrism which

involves controlling the self's perspective. The results of

~this and subsequent analyses were consistent with this

assumption. Although showing a relation between comparison
and r&le taking, Study 2 failed to show any sequenceé of
develoﬁment of the two processes. Since this study used the
word-pair task as tﬁe measure of comparison, it seemed that
the available tasks which confounded comparison with a social

interaction were limiting our understanding of this process

as well as of the Trole-taking process. Discerning whether

‘there indeed was a relation and developmental sequence between

1

compariéon and role taking was important; thus, as a result of
Study 2 I designed a new task in Study 3 which measured
comparison as a nonsogial process and then determined the
nature of its relation to role taking.

' The ‘Guttman scalogram analysis in Study 3 further suppor-

ted the idea that role taking involves more than the cognitive

decentration found in comparison. Comparison was found to be
an easier t;sf than role taking. Children mastered the
nonsocial comparison process before they mastered the more
social role-taking process. This ta sk ordering received ‘
moderaté support in Study 4. By fifth grade, however, both
processes had been acquired to the same degreé. though not
necessarily fully. For example, in Study 3 fifth graders

responded correctly to approximately 88% of the comparison
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questions and to 90% of the role-taking questions. Thus, eveﬁ
though comparison may be somewhat easier than roie taking in
the beginning, neither process was fully mastered by all
children in fifth grade. '

Thus far the data have shown that comparison and role
taking share some préperties yet remain distinct from one
another. This conclusion differs radically from others encoun-
tered in the role-taking anﬁ comparison literature. For
example, Asher and Oden (1976) concluded that comparison and
role taking were entirely different and unrelated processes.
Their conclusion was based on a limited analysis of tbe rela-
tion between the two processes. The present concluéion also
differs from the decentration theory of role taking. The
decentration theory (Piaget, 1967), it will be recalled,
exPlained role taking in terms of the child's increasing abili-
ty to shift attention from one aspect of a situation, that
is, mental element to anothern., This theory would maintain

that the self is like any other element from which one shifts

one's attention, and therefore that comparison and role taking

should be performed by the same process or involve the same

skills. The decentration theory is partially accuréte in that

1t seems that what role taking and comparison do share 1is the

ability to differentiate between elements. However, the
present data indicate that the theory is inaccurate in that
decentering from the self, that is, shifting attention from

the self's perspective to another's requires an additional and

———
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more difficult skill than does decentering from a referent.
In other words, the present research indicates that social
decentration 1s different from nonsocial decentration.

To understand this diffqyence between the nonsocial and
social forms of decentration it may be beneficial to consider
the elements involved in these processes; that is, diffeérentia-
tion and integration. The differentiation component was
emphasized in the decentration manipulation used in Study Ui.
In the Centering conditions of the comparison and role-taking
tasks, children's attention was drawn by an external source
either to the referent or to the self's perspective. In the
Decentering conditions their attention was drawn equally by
this external source to both elements in the situation that
needed attention, that is, to the referent and nonreferent®in
the comparison task and to the self's and Pther's perspectives
in the role-taking task. Results showed that neither compéri—
son nor role-taking performance improved as a result of the
decentration ménipulation. We can conclude from these data
tﬁat decentration, and in particular the differentiation
component of decentration, seems to be an ability which one,
either has or does not have; when decentration is acquired it
is already at 1ts highest level of expression. Since the bulk
of the present research shows that both comparison and role
taking are developmental phenomena, it may be that decentration

is one component only of these two processes and further that
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it is one of the first components to develop in both compari-
son and role taking. This is consistent with the correlational
findings of Study 2 in which these two processes were found
to overlap in the skills they required but only to a degree.
The other ablility studied here as it might he}p to explain
role-taking and perhaps comparison development was integration.
As was mentioned carlicr, integration 1s conglidered to be a
part of decentration but one that may be gtudied independently.
In Study 4 a test of integration was administered which in-
volved assessing the degree to which subjects could perceive
apparently contradictory attributes as being compatible, that
is, capable of describing the same person. Integration was
found to be related to role taking but not to comparison. A
poésib}e explanation then of the relation between comparison
and role taking is that they both require some decentration, '
that i1s, some ability to shift attention from one thing to
another, but that role taking requires more integration than
does c;mparison. Unlike a role-taking situation, in a com-
parison task one can simply inhibit one element, that 1s, the
referent and then congsider the nonreferent and its attributes;
simultaneous integration is unnecessary for this to occur. I
am suggesting that in role taking, by contract, the self's
perspective cannot be inhibited'and must therefore be integra-
ted, that 1s, simultaneously coordinated with the other's

perspective.

i M
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One might consid%r what it is about the self which renders
it incapable of being inhibited. There seems to be some
tendency for people to think of themselves as being dissimilar
from others, a tendency that is further enhanced in role-taking
tasks in which the other's different perceptual needs, for
example, are made visually obvious. ©Studies in other areas
have found that when the self ig involved in a task, informa-
tion is processed differently than when the self ' is not con-
cerned (Kuiper & Rogers, 1979; Rosenbach, Crockett & Wapner,
1973), this differenée depending of course upon the type of
tgsk. What all these tasks point to 1s the notion that the
self is a particular salient entity. In a role-taking situa-
tion, the effect ofgthis overwhelming salience of the self
is that it cannot be inhibited; rather the self's perspective
mus% be controlled, that is, coordinated simultaneously with
the other's perspective. It was subjects who could bring this
ability fo bear upon the role-taking situation when the task
itself did not encourage thé integration of the two perspec-
tives who were successful in role taking. In conclusion, it
seems that 1t is integration that makes the difference between
nonsocial comparison and social role-taking tagks, and that
the reason integration is more involved in role taking is
because of the involvement of the self,

This interpretation has a very important implication for

a theory of role taking. Regarding the traditional theories,

'
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the present data seem to offer some support for both theories.
The decentration theory was supported in that this ability
seemed to be related to the acquistion of role taking. This
theory was not supported in that the involvement of the self,
as one of the elements from which subjects had to decenter, was
found to make this a different and more difficult task than
ltasks of nonsocial decentration. In this respect the present
research supported the nonegocentrism theory of role taking.

As children became better able to consider simuléaneous]y both
their own salient perspective and anothcfrgiperspective, their
role-taking performance increased. Thus, the present research
implies that a behaviour as complex as role taking cénnot be
explained by a theory that takes into accoun{\only one ability.
A theory of role taking, to be comprehensive,\aill have to
account for both gtrictly cogniti&e abilities and more social

abilities which deem to be involved in role-taking development.

The Relation of Role Taking to Referential Communication

The final aim of this research thesis was to determine
the involvement of role taking to another social behaviour,
communication, thereby empirically testing the claim that role
taking is central to social, cognition (Kohlberg, 1969), and
especially to communication (Glucksberg ct al., 1966; Piaget,
1926). Of particular interest was determining to what compo-

nent this relation could be attrivuted. By comparing the
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involvement of role taking with comparison in the communica-

tion process, the opportunity was present to see whether the

involvement of the self in the role-taking process made a

unique contribution to the communication situation or whether
this process was redundant with a similar nonsocial process.
In Studies 3 and 4, therefore, tasks wefe developed
specifically to address -the issue of the importance of the
self to communicatién. The tasks for comparison, role taking,
and referential communication were very similar in content so
that the onlx difference among them was the process required
to perform them. Making the tasks minimally dependent upon
verbal skills reduced the possibility Shantz cautioned against

(1981) of high task correlations being a result of shared

. method variance due to high verbal demands. Tﬁe tasks developgd

in this research thesis were clearly matched in terms of the
demands they placed on subjects, excepting the processes under
study and are therefore more accurate and appropriate tasks

with which to examine thisvissue.

The other important feature of the tasks used here is that

each was developed to meet all the requirements detefminéd by
their conceptual definitions. For example, as described i
earlier, the referent in the comparison task was presented with
similar nonreferents. Further, since the interest was in the
comparison process itself, the necessity of subjects using

sampling skills in generating relevant clues was eliminated by

——
.
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providing them with clues and requiring them to select the
appropriate clue., Simiiarly, as previously discussed, the role-
taking test used in these studies required an inference, the
coordination of at least two mental eclements, and the control
of the self's perspective. Finally, the referential communica-
tion task used required subjects to deliver to a listener with
different informational needs a clue that would distinguish
between a referent and similar nonreferent.

Results of Studies 3 and 4 indicated that both comparison
and role taking were necessary for referential communication.
This provides support for the status attributed to role taking
within social cognition (Flavell, 1977), but relegates it to
a status to be shared with the nonsocial comparison process.

As such, the present research represents the first empirical
attempt to test the notion which others have suggested, namely
that both nonsocial comparison and social role taking'are

both important forlsocial cognition (Kohlberg, 1969) and for
communication in particular (Asher & Wigfield, 1981). The
present studies contradict, therefore, earlier studies that

t

claimed role taking was not very critical to communication

development (Asher, 1979; Asher & Oden, 1976; Shatz & Gelman,

1973). In part this conclusion had been based on the finding
that very young children alter their styles of ospeech for
different aged listeners; this argument is flawed since this

type of task confuses social knowledge with role taking.
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The present research ;lso contradicts those studies in
which referential communication was explained solely from a
task analytic approach (Asher & Wigfield, 1981; Dickson, 1981).
While important, comparison proccsseé were not sufficient for
the.acquisition of referential communication; role taking was
also important to this more complex behaviour. Therefore, we
can conclude that the involvement of the gelf in role taking
made a significant and unique contribution to the communication
process beyond the contribution of strictly cognitive compari-

i

son processes,

The present research tak;s a much larger step toward a‘
fullef understanding of social-cognitive behaviour, however,
than simply demonstrating that both comparison and rolé taking
are necessary skills for referential communication. In Studies
3 and 4 it was found that although necessary, the abilities to
compare and role take were not sufficient for accurate perfor-
mance on the more complex behaviour. Stud& L provided an
insight into what the other ability necessary for referential
communication might be. In this study, integration was found
to be correlated with referential communication independently
of its relation to role taking. 1 would suggest that subjects
first develop the ability to compare, that is, to detect
differernces between similar otimuli; lhey then develop the
ability to control the self's salient perspective and to make

social inferences in this light. To be able to participate in
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a referential communication situation requires the further
integration of the cognitive requirements of these two
processes. Subjects must be able to employ both processes in
the same task before they will succeed in a referential commu-
nication task. Others have suggested an integration of the
comparison and role-taking approaches to referential communica-
tion (eg., Asher & Wigfield, 1981) but this rescarch is the

" first properly controlled empirical test of the necessity and
sufficiency of these skills. 1t was necessary to devise new
tasks to overcome the methodological inconsistencies and
weaknesses which had impeded and stifled our understanding of
these processes and their interrelation.

To summarize, in addition to the purely cognitive skill
of comparison, role taking was found to be a necessary precur-
sor to the more complex social skill of referential communica-
tion. This was interpreted as further evidence that the self's
involvement in role taking is what provides role taking's
unique contribution compared to a strictly nonsogial comparison
measure. Regarding referential communication as an example of
a social-cognitive behaviour then, role taking can help account
for its development but not cexclusively. A nonsocial process
was also a precursor. Morcover, these two processes were not
sufficient for successful performance on this more complex
communicat;on task; 1t appeared that the further ability to
integrate the cognitive requirements of these processes was

also required.
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This finding suggests that social behaviours are not simply
the sum of their component abilities. Rather, a more diffi-
cult simultaneous integration of components‘is necessary in
order to combine these precursor skills in the appropriate
manner for the more complex social behaviour. The implication
here is that only determining which abilities correlate with a
given social behaviour cannot provide enough information as to
how this behaviour is performed; one must also attempt to exam-
ine and understand how these abilities are combined with res-
pect to one anothér when one is performing the more complex
behaviour,

To conclude, the present research has advanced our under-
standing not only of role taking but also of how 1t relates to
a comparable, strictly cognitive comparison process. The re-
sults indicated that decentration is important for both compar-
ison and ;ole taking but that iQ addition, nonegocentrism was
also very important for role taking. This was suggested by the
finding that role taking was more difficult than comparison,
and that the ability to integrate was related to role-taking
but not to comparison development. These findings indicated
that the involvement of the self made this task more difficult
than comparison.

The present research also advanced our knowledge of how
both cbmparison and role taking are involved in a more complex

social-cognitive behaviour, namely communication. Though
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iﬁportant, role taking does not entirely explain referential
communication; rather it, and more precisely its requirements,
must be integrated with the reguirements of the nonsocial
comparison process.befgre referential communication is mastered.
"These findings put us in a better position to understand the
possible roots of role-taking and communication failures,
Moreover, they have shed some light on the nature of successful

Y

role-taking and referential communication development.

W
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. FOOTNOTES .

1. Unfortunately, after the data had been scored and coded for
one of the analyses the raw data foﬁﬂthe sécond graders' com-
parison task was lost by a research assistant. I knew from tﬁe
coded data that four second graders had successfully performed
at’least three of tﬁe six comparison trials and that the other
11 children had s;ored less than three out of six on this task.
With this information still available, I chose to reconstruct

a set of data'for the second graders but in a way that wou%d
bias thesé‘fictitious data against my developmental hypothesis;
that is, I chose the most conservative and: stringent path. The
four subjects whom I knew had 'scored at least th?eé were given
scores of six out of six trials; the remainéng éubjects who

had scored less than three were also given the highest possible
gscores for them, that‘is, two out of six. This was the most
conservative estimate of the lost raw data, biasing the data
against finding a developmental improvement in comparison.
Whatever the real scores were for the second graders, they
could have been no higher than thesé reconstructed data. The
raw data for the fifth graders were still available so their

continuous data were used. This was preferable to dichotomiz-

ing their data and prevented any further loss of information.
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Face Board, Study 1
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. APPENDIX B

Face Board (Sadness), Study 2
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table
walk - run

cake - cookie

spoon - fork

. iriangle - square

watch - clock*

butterfly - spider

hill - mountain®*

. plant - flower*

skate - boot
teeth - lips
door ~ window
sock - foot
cat - kitten
boat - ship*

scissors - knife
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APPENDIX C
Word Pairs, Study 2

a,

trialss hoyse - apple

- bird .
16. shirt - sweater
17. mitten - glove*®
18. balloon - ball
19. pencil - pen

© 20. ggpgé - horse
21, hélmet - hat
22, T.V. - radio
23. bus - car
24, chair - stool
25. glass - cup*
26. bread

t
g
B
=
)

27. sheep - lion
28. moon - star
29. green - yellow
30. airplane - kite

* from Cohen and Klgin (1968).,
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' APPENDIX D

Positive and Negative Adjectives and Behaviours, Study 4

happy
lucky

smart
loved
proud

funny

cry
Qhave bad dreams
spill Jiings
slam doors
tease people
lose thhgs

hit people

- throw things against a wall

break thinls

steal things

stick your tongue out a¥ people
say bad words

pull anyone's hair

have bad manners Lo

B
angry
sad .
afraid’
unlucky
embarrassed

lonely

laugh

play ‘with friends

tell jokes A

have lots of toys'

help people

know the right answer. in school
hug your mother

have good manners

share things with friends

have nice birthday parties

find money
win games »
listen to the teacher

do homework




