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A bstract 
t The present research addressed three major role-taking 

issues. 1) i ts developmental nature, 2) i ts underlying vari­
abl~t,- and 3) its st"atus within socia~ cognition. 'Children . 

between 6 and 11 years were tested. 

development of J role-taking tasks. 

3tudy 1 exâmined the 

Study 2 compareâ role tak-' 

ing to nonsoèial word-pair comparison to determine whether the 

self's involvement demanded additional skills. Using original 

task s, Studie s J and 4 related role taking and compari son to 

referential communication. Study 4 also examined the e1'fects 

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. Majot 

results indicated that. most children developed role taking 
around age 6 and mastered it by 11; nonsocial decéntration 

(compàrison) was related to role taking, with comparison de­

veloping first; and integration related to rolé taking but 

not to comparison. Finally, comparison and role taki~E were 

necessary but insufficient for referential ~ommunication; inte­

gration was also related to communication, The implications 

of the se findings for a theory of role taking were di scussed. 
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Sommaire 
J 

Cette recherche examine troi s aspect s important's dt 

l'assomption de rôle chez le s enfant s de '6 à 11 ans 1 ;L) son 

'd'é~,eloppement, 2) ,ce s facteurs sous- jac,en-ts et J) 'sa plac~ dal!'s 

le- contexte de la connai ssanc~ s~ciale. La' prem~ère expér:i ence 

étudie Ir développement de 3 épreu~e s d'assomption de rôle. A 

l'aide d'un parallèle èntre l'-assomption de rôle et la -'com­

paraison non- sociale, une seconde expérience vi se à ét~blir si· 

l'implication du "c'Ois" requïert des capacités additionn~ll~~. 
Les expérie~ces :3 et 4 se' basènt Sl.:lr des épreuves origi..nales 

pour examiner ce qui relie la comparai s·on et If assomption de 

rôle à la communication référencielle, 1'expérienc,e 4 se' 

• 

penche éealement -sur deux aspects supplémentaire'sl a) les effets' 

qu'une manipulation directe, vi sant à 'décentrer l'attention 

peut avoir sur ces comportements; b) la relation de' ces corn-
ot' 

portements au phénomène d' int~gratiGn te) q,u' évalué à l'aide de' 

l' échel,le' modifiée "Gerg'en-Morse Perceived Serf-Consistency". 

Les résultats principaux peuvent être ré,sumés ainsil ,la plu­

part des enîa'nts acquiert l'assomption de rôle vers 6 ans et 

la',maîtrise v~rs 11 ans; la comparaison non-':sociale est reliée 

à' l' ass'om,Ption .de· rôlé et se, manife ste la première; l' intégra-

,tioh est r~liée à l'assomption de rôle m~is pas à la comparai­

son,' Enfin, la comparaison et l'assomption de rôle SOQt néces­

saires mais insuffisantes à la communication référenciellc et 

l'intégration se trouve également reliée à la communication. 

Les implications et la portée/ dei ces résultats sont ,giscutés 
/ 1 • ' 

enfonction d'une théorie de l'assomption de rôle. 
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INTRODUCTION 

a The vitality of the activity within the field of social 

cognition during the last ten years or so has léd to the recog­

nition that there is much ta be learned about children by under-

standin~ their intuitive or logical representations of others. 

Kohlberg (1969) has suggested that the prototype for aIl social­

q~gnitive developments is role taking. It 8gems reasonablè to 

accord role taking this status when one considers that in role 

taking both the social and cognitive aspects of thé'situatipn 
• A; '. 

are present and yet are separable. To gfasp tha:concept of r~le 

taking one cannot consider it only as the differentiation of two 

objects (here two vi~wpoints) without also minding the pa~~~ar 

role of the social other, and vi~e, versa. Althoûgh botn cOgni- ' 

tive and social skills must be included simultaneously to perform .. ~~. 

" 
role taking, i t is po'ssible to separate -Chese components ,in or;-

der to study"and understand thèm. ~. . -

The status of role taking"has been central to social-co~i-
. 

tive development in th~t it is used to explain the development 

of other areas wi thin social cognition .. To cite' sorne ,examples,-

/ ·i t has been rela ted ta moral development .(Ambron: & Irwin, :1975'; 

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

(Iannotti, 1978; Krebs & Russell, 1981), popularity (Rubin, 197);' 

Shantz, 1975), cooperativeness (Johnson,> 1975),' communication 

(Chandler, Greenspan & Barenbolm, 1974; Fé:ffer,' 1970; Rubin, 

, " 
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'1973).' aggre s'Sion (Iannotti, 1978;, K~rdek, 1978), and ta the 

. self-concept and 'self-identi ty (Duval & Wicklund, 1972; Leahy & • 

Huard, 1976; Mead, 1934). For reasons ta be described below, , . 
the strengths of the outcomes of the above studies for the mast 

part appears anemic compared to the strength of the logic in 

the hypothesized relationships between role taking and these 

other areas of ~ocial-cognitive d~velopment.s Rather than attri- . 

buting thëse results to ~ndetected faults·in the logic o~ the 

. res,earchers,' a more. likely explana tian oi' the poor resul ts is 

thàt role taking as a construct has been used prematurely ta ex-' 

plain complex phenomena befare its own comp~exity wàs recog­

nized., let Çllone understo~d. Nonetheless, ,the imp?:r;'tance of 

'rol1~ taking ca~ 'be' seen poth 'in i ts own right a.s a fundamental 
. r . ..... . ' 

'social-cogni~iy~ process and also in i~s potential ta help ex-
, . . , 

plain :th~ develÇlpmen,t of ather areas of soc,iai cagni tian. 
. , 

'- , -An app~eciation af the necessi ty of 'studying social-and 

cognitive.deveJopment tagether ta accpunt for raIe ,taking.and . \ . . ~ 

. 
its invoivement in ather behaviours ha~ emerged relatively re-

cently and, as will be demonstrated beIow, this newness is re­

flected ,in the st~te of coniu~ion in the rese~rch. The area of 

s~ciai c~gnitioh ~volved as a synthesis o~ the two. previously 

e~tablished approaches ta child developmentc the Docialization 
• 

, th~ory and the cognitive de~elopmental theory (Damon, 1978; . ' 

'Shaniz, 1975). It became apparent that each of these approa~he? 
, 

~ 
* 
1 
l 
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could,explain chjld development; one cannot view social, and cog­

n~tive (nonsocial) development in isolation'from one another. A 

more integratcd orientation emerged therefore in whiGh children's 

social development w~s viewed not only in light of t0eir level 

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

possessed, but alsQ in terms of the influences upon them of soc- '" 

ial and significant others. Within this int~grated social-cog­

nitive framework role taking has been perhaps the most extensivê­

ly studied behaviour. Given 'that it has received the lion's 

share of both theoretical and empirical ~ttentiori within social 

cognition, it will 'be necessary ta evalùate critically what is 

known to date about raIe taking before ,describing the present 

research. The following ~s an 6utline of, the airection this-

thesis will,take. ' 

The first section will d~Bcribe the original ~ef~nition of 

raIe taking and the various ways in which this nas been ope~a-, 

tionalized. '.A cri tical eva"luation of these empirical t_est~ will 

i~entify sorne of the sources of our lack of understanding of 

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

empirical tests,that role-taking theories em~rged, a review anà 

-evaiuatlon of the two major role-taking theories will highlight 

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

Following this critical review, the present framework for study.:. 
-

ing raIe taking in tevms of a three-tomponent definition is dis-

c~ssed. Four role-taking studies are then report~d. The studres 

, " \, 
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were designed to aqdress the following.three a~ms~ to demonstrate 

role-tâking development using adequate :tests, to ~de~tify anq. 
, 

e,xamine the yariables underlying i ts devélopment, and to. show 

how role taking may help to explain the ~evelopment of more com-
, . 

plex social' behaviours like coihmuni.c8;tion . 
• 

The Original Role-Taking Definition and Tasks 

Ini tia~ly role taking wa.s conc~ived simply as 'the cognitive 

abili ty t,o, infer another person' s perspective or. attitude 

(Flavell, Botkin ,. Fry, Wright '& Ja~vis, ~968): ' Metaph~rically 

speaking! it referred to the ~bility to put oneself in someone 

else's .shoes: Fiaveli et al. (1968) pr?pased that the motive 
, . 
for rdle'taking was ta understand the other, either s~mply jor 

the sake of understanding,' or ta help <tDe pla'n and guide one' s 

own actions. 'I.'his would be ·1.,1sèful in sLtuations such as. com­

munication, in' which one's own f~ture behavio~rs depend to sorne 

extent on the other's probable reactions • 
. . 

The first empirical test of role taking was the Three Moun-
-..'. .. 

tain Task deveIop~d by Piaget ana Inhel~er (1956). In this task 
- " 

children werè shawn a three-dimensianal fi'X,ed-array model of 

three mountains which di ffered j'n colour, he ight, and in the' 

landmarks a top each mour,ltain. ~ They were al so shawn a small doii 

which coùld be placed at any position around the array. In one 

of the procedures ta test role taking, ten pictures portraying 

the array from differ.ent angles were shown to the children. The 

l " 
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'the ·artay and askèd children to sè'lecf the pict'ure 'that repre-

.' r-"... '1 ,~ 
sented the .doll,' s pèrspecti ve of the f!1ountain,s. A s~cond ~roce-

dure invol vod showing the children one of the p.ictu'res and hav-
, . 

ing them place the doll.aro~nd the three-mou~tain arr~y,so that 
. ' 

'the doll would have the saf!1e perspe?tive portraYed in ,the pic­

ture. In a third procedure childr.en w~re ~sked to reconstruct 
" 

the doll's perspective of the array with another set of madels 

of the three mountaihs. Piaget a'nd Inheltler roun,d wi th these 
, . 

'methads tha t i t was not un~'il appr'oxima,tely '1 or 8 years of age 

tha t children began to ipfer accu'rà tely the doll' s' p'erspec tl v.e j' , 

before thi s they a ttri buted their own pcrspec'ti y-e. to 'the d,o~l j 

and, below a'ge .6 cnildre.n sim~ly did not. un~~rst~nd wha t ~as. b~­

i,ng asked. Maste'ry of these tasks was ,not comp~ete1:mtil ap­

proximately 9 or 10 years of age .. 
1 

Since the Three Mountain Task was, developéq, ,countless .éth­

er tests have bèen devised aIl purporting to assess raIe ta~ing. 

Tt is important ta describe and then examine, the limitations of 

'these' tests' b~causè in part the cause of the present state of 

confusion' in- the 'role-taking li tera tu're can be traced to these , ,~, 

and similar tests. It was'these tests that,led 90me to develop 

the current limit-ed thoories of role taking and consequently 

others to abandon al together ro1"e taking as an important con-
" ' 

étruct ,(DicksQn, -1981). , , 

One t~st'which has been,widely used to assess childr~n's. 
, -

" 

" ,. 

" 
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1 
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role-taking s1\i11s ~is Flavell, èt al~ 's"( 19(8) 7-picture stor~. 

This task requires that 'chilâren first attend to ~ story depic-
. . 

ted in'sevên pictures: they the~"teil the stor~ from the pe~-~. 

~pective of a newcomer who sees only a ~tlbset of ,the briginai 

pictures., Since the ,subsct of pict,ures efi'ective;Ly. eliminates' 

one key element in the ori~inal story, th~ degre~ of intrusio~ 

of th~s privileged information in the child's story from the 
f " 

newcomer's point of view is used'as the index ,of the child's a-. , 

bili ty to raIe take" For example, children first see ,seven pic-
, 

tur~s portraying a boy 'being, chc;tse~ up an apple tree by a dog 

',a~d then si tting in" the' 'tre~ eating an :apple, AlI, pictures per-

taining ta the 'dog chas~ng' the boy are then removed, effectively 

reduc,ing the stopy ta "one in wlfich a' boy ciimbs ,a tree and ea ts 

an apple. Wh~n children are asked to describe what a newcomer 

would say only seeing this subset' of pic.tures, the extent to 

which their own pri vi leged knowledge of the dog intrudes on 

théir story, is used as the' measure of their role-taking abili ty'. 

Flavell et al. (1968) faund that younger children between 7 and 

9 year~ of age allqwed privileged information to enter their ' 

staries more than aIder children and that by the ages of 9 and 

10 most qhildren cauld pcrform this task successfully. 

One of the carly rolc-takine tasks used in the socia~ do­

_ , main was ,d,esigned by Feffer (1959). 'fhe cri tical role-taking 

feature in this task involvcd describing a situation from the 

, d~ifferent, perspectives of the people invol ved. Ta bbtain the 

" . 

'\ 

-, 
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maximum score, subjects had to dis~ingu~sh ,each éharacter's 

vïewpoin't from, the others', while coordinating this perspecti vé,,: 
, . 

with ~he other character~'. Not until age la or 11 could most 

éhildren' perform thi s task successfully (Feffe'r & Gourevi tc'h, 

1,960). ,'Th.e measure developeçl by Selman and Byrne (1974, assess,­

es various combinations of th~' abili ty 'to different~ate one' s 

oym' and an?ther" s perspective. t'owar:d sorne event and the capaci ty, 

to 'entertain these multiple perspectives simultâneously from the 
.' f' 

point of.view of a third' persan. They ~ound that wherea~ 4-year-, 

olds were unable to consider anotheF'S perspective, 6-year-olds 

could conceive that othe~~ in different situ~tions h~ve differ-

eot pe~spectives; by 12 years of age sorne children could coosi­

der their own and another person's different perspective from a 
- , 

third persan' s vi ewpoint. 

Be$ides the above tasks, many other tasks have,bèeu designed 

which have claimed,to show role-taking skills in children youn­

ger than in the above studies. Borke (1971), for example, sim­

ply asked cbildren.rhow' ànother child would 'feel if e,a ting a fa­

vourite snack, or if ,being chased by a tiEer. Sbe found that 

children could perform thi s task sucee ssfully by ar;e l~. Others' 

have used a gift-selec{ion task in which children are asked to 

select a?propriate gifts for their father, mother, and for an 

opposite-sexed' peer (Zahn-Waxlcr, Rndke-Yarrow & Brady-Smith, 

1977). Fi~e- and 6-year-olds were able to perform weIl on this 

type of tél-sk. To test pcreeptual role-taking skills, Liben 

. / 
. \ 
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(1978) had children anÀY~he expcrimenter wear different coloured 

eyeglasscs; children were then asked ta describe how a piece of 

cardboard looked to the experimenter. Four-year-old children 

were able to descrive correctly how the cardboard looked through 

the experimenter' s eyeglasses. An cxamination of the structures 

measured Ül t.hesc tasks rcveals diffcrences and] imitations 

• which partia~ly,explain why Gueh vast variability has been re-

ported for the age of acquisition of raie taking. 

Li mi ta tion's of Role -Taking Tasks 

The above tasks are representative of the majority of tasks 

that have been used to aSSe6G children's role-taking ability. A 

'number of limitations of thesc tasks have been pointed out, how-

ever, which merit attention hore since, as was previously men-

tioned, it i8 based on these\t?-skS that theoretjcal intcrpreta­

tions héj.vC been forrnu] a Led. First J sorne of the tar;k ~3 do not -

even measure raIe taking as it was originally defined. Thus, 

the firsi locus of blame for o~~ present Jack of understanding 

of role taking can be traced to a defini tion whieh may be too 

general tlwrel1y 1 ('ad 1 ne: ta· di ffç'rent i nt(')'pn~ Ll tj Dm;. Thi s has 

, led to thc' ~; tudy of mé) ny di ffercn t l OY1:d, ructs al] bO;J.ring the 

term rolc: Lalunc, élnd COllf](;qU('nL1y to muçh difficulLy in inte­

'grating tho data. To role take l~ to infcr someone olse's per-

specti va; 30me researchers have not rcgarded inferences as ne-

cessary features of role-taking tasks, however. ln Borke's 

, -

, ' 
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• (1971} task, for examplê, a corr'ect reqp6nsé would be that a 

child eating a favourite snack would feel happy, or that a child 

being chascd by' a' tiger YJouJd fcel afràid. To anr;w(:r these ques-

tions correctly, one only need know that in the given category 

"childrcn" most members fcel happy catine; snacks and afraid of 

uncac;ed ti.g('J':_~. In other words, the infol'maUon needed Lo res-
. 

pond correetly to the que::..~tiom,; ..i~; ,;Lored in memory in associa-

tion with the catcgory "chi]drcn" Rnd not inferrcd on the basis 

'of infoT,'ma tj on about ~he charae Lcri,3tic s of the particular Childe 

eating the cnack or beinc; chased. Another example of a task 

c~aiming to aSS0SS role takl~~ but not requiring an infcrence i8 

found in the Zahn-Waxler ct a}.(19~7) task doscribcd parlier. 

Higgins (1981) has discussed thi,; type of Clft-selectlon task in 

terms of childrcn's ~ncreaslnG ùiiforentiation among social ca-

tegories. Since makIng an inl'erence lS unnecessary for these 

ta.sks, they cannot be considered f,ood moasures of l'ole taking. 

Thus,.to be considerpd an indication of l'ole taklng, the sub-

ject's recrons€.' must have gonn beyond the jnforrnation given in 

the situa.tlon by unclon;tanclinc or precl~.c:.tinE, the other's needs, 
/ 

intention[;, or future 11(;})aVlour. 

AnotheJ' pn)lùem wi Lh Tnélny of the present role-taking tasks 

is thaL Lh(:y do nol ,;o(:m to rc~floct él unitary construct. One is 

faced hort' W1 Lh the: ~:j tU:1 Lion whçre task G which cl aim to be 

measurj ne the sarne al)]} i. Ly UI'(' not s tl'ongly rela Leù to one ano-

ther (Ford, 1979). Kurdek (1977), for example, using a princi-
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pal components analysis to examine the correlations among four 

cognitive role-taking tasks, found two factors labelled as 

a) the use of social category information, and 11) the use of si-

multaneouG coordination of perspectives. As raIe taking has 

been de :::;crllled .bore, only the latter of the se two factors really 

in.vol ve r:; ro] e té:Ù; ine;. U ::üng a similar method to te st for the 

unitariness of role taking ucross domains, O'Connor (Note 1) 

factor ana]yscd data from ~cveraJ pcrccptual and cognitive tasks. 

Generally, che round Lha t the cognitive tasks loadecl on one fac-

tor and Lhe perceptual tasks loadcd on another, with one other 

perceptual Lask emcrging ajonc on a third factor. Others, too; 

have round low correlations among role-taking tests (Hudson, 

1978; Kurdck & Rodgon, 1975; Rubin, 1978). 

This ovcrwhelmUl[; fail ure ta fj nd one underlying factor 

that accounts for role-taking performance on different tasks can 

be explained in several ways. Thore may be low~est-retest re-

liability (Rubin, 1978), an interpreLation supported by more re-

cent studics and compari~onG of task reljabiJity (Ford, 1979; 

Kurdek, No te 2). ~0cond, th0ro may ~e low reliability across 

tests. One potenLial rca;30n for thls was di ~;cussed earlier, 

namely, that somo tasks do not really mcasure role takin'g as it 

has becn defincd. A second reason i~; that the role-taking tests 

used may require abilities other than roJo taking and these ex-

traneouG abil i tie~:3 may vary from task Lü taGk. For example, 

sorne tasks may requlre more verbal abiiity than others, or sorne 
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may require more memory skills than others. Such task differen­

.ces could lead to low inter-task correlations but only because 

of the inclusion of diverse non rolc-taking components. A third 

reason for low ~nter-task reliability is that tasks may differ 

in the level of l'ole taking they arc assessing (Rubin, 1978; 

Urberg & Docherty, 1976); this is possible if l'ole taking is an 

ability acquircd in deGrees or expressed in degre~s as a function 

of task djfficulty. For exarnple, the number of perspe~tives ta 

be inferred can affect task difficulty and may have contribute~ 

to the low inter-task correlations. Finally, others have sug­

gested (Kurdek & Rodgon, 1975;'O'Connor, Note 1) that the fail­

ure ta ident1:fy ,~trong relations amaTIe; l'ole-taking tusks attests 

to the multidimensional nature of l'ole takine, a notion ~9re in 

'keeping with the framework propoocd later. That rol~ taking may 

be multidimensional, that is, an ability dependent upon more 

~han one proce ss or' a bili ty, f3u[jge sts' tha t the pre sent theoreti­

cal frarnework, which dictat8S looking for one ability underlying 

l'ole takinc, may oe naive and sirnplistic. Flefore pl'è~]enline a 

new alternato framework for studying l'ole tal\Îng, il. 18 impor­

tant ta l'eviow critically the two maJor thaorlcs of l'ole tak~-ng 

that have dominated the thinkinc about role takin~ for many 

years. Such a d~v i (~W wi \ l unden,co re Lhe 1 j mi ta Li ons of such a 

theoretj cal fcamework and created the neccGsi ly of a dj fferent 

approach ta role taking. 

,.- , , , 
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Theoretical Approjàches to Role ,Taking . 

Role-taking development, as mentioned âbove, has been ex­

~lained from two major theoretical orientations. First, it has 

been diséussed in terms of the development of'the child's abili-

ty ta decenter, that is, to deploy attention over ~ore than one 

stimulus. This theory_ suggests that it lS the child's ability 

ta decenter, a strictly nonsocial achievement ~anifested through-

ouV the cognitive system, that allows the chi Id ta' role take . ., 
1 

Second, raIe taking has been discussed in terms of children's 

declining egocentrism, that is, the child's increasirig ability , 

to decenter from the self when the self is particularly salient. 

~his theory views role taking as a relatively social acçomplish-

ment. 

These two interprètations of role taking may to sorne extent 

overlap; for cxample, ogoccntrism can be viewed as a special 

case of centration where the self is concerned and nonegocen-

trism as the ability to decenter, from a salient response experi-

enced by oneself. What 18 more intere8t~ng,' however, i8 that 

the theories are separable ancl.,1'il1erefore interrelatable. Since 
-/'1 , 

',1/) 

d'ecentration and noncgocentri sm are separable, l am presenting' 

,the two approaches lndividually; treating nonegoc~ntrism as sep-

arate from decéntration lS potentially more fruitful in terms of 
, ' 

our future u0derstanding of Lhe Gocial and nonsocial aspects of 

role takine; And perhap,; the}r interaction. Toward this'Emd, 

these theoretical interpretations are,now considered in sorne de-
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tail, followed by a discussio~ of their limitations. 
l , 

From Centration'to Decentration 

According to Piaget (19~7) the most fundamental process in 
'.. , 

cognitive dcvelopment is frDm centration to decentration. Cen-

tra tion l'efers to the inabili ty ta shift attention [rom one as­

p'ect of a si tua tion ta' another, an'd the belief thatfl UÜ sone as-

pect completely describes'the entire situation. Such an error 

ls the result of distortions caused by a·primarily assirnilating 

organismj when the necessary accommodations are introduced into 

the situation and sorne measure of equilibrium is restored, decen-

tration has been mastered. 

Decentration is most commonly assessed by means of Piaget's 

classic conservation tasks. For example, in the conservation of ' 

liquid ~ask, children are shown twJ identical containers of li­

quid wi~h the same amount in each. The contents of one contain­

er are poured into a third container which may be taller and 

narrower than the others. Children are asked if one container 

has more liquid or i1' they contain identical amount s. Typical'îy, 

preoperational children (under 7 years of age) err by saying 

that one glass now has, more liquid than the other. One way of 

describing the underlying problem is to say that the~reopera-

.tional child relies ?n pcrceptual rather than conceptual eues 

. '(Elavell~ 1977). Others see the problem as one of centrationj 

the younger child centers on only one of the perceptual features 

of the stimulus such as height without accounting for the widt~ 
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of the two containers. This error of centratiDn leads the child 

to conclude that the taller of the two containers has more li-

quid. Sorne children may center on width, concluding that the 

shorter, wider glass has more liquid. What is important here i9 

that the younger children choose only one dimension and cannot 

shift their attention from this dimension ta consider the com-

pensation made in the other di~ension. Recordings of children's 

eye movements during conservation tasks support this claim that 

nonconservers focus on one aspect of the stimulus whereas con-

servers demanstrate more visual exploration of the stimulus 

(Boersma & Wilton, 1974; O'Bryan & Boersma, 1971). 

In terms of decentration, role taking can be seen as the 

chiId's acquisition or dernonstration of the ability to consider 

at Ieast two mentar-eliments, mental clements in this case being 

the perspectives the chi Id 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 

raIe taking, givcn the nature of the role-taking tests in which 

two differpnt perspectives must be considered. Rather than re-

Iating two lndependent mcasures of role taking and decentration, 

several authors (eg., Feffer, 1959, 1970; Looft, 1972: Selman & 

By~ne, 1971~) [oirnply desicned tar..;ks to measure this component. 

For examplo, Ferfer'e Role-Takine Task (1959) was interpreted as 

" a measure of social decenterlne abili ty in which subjects must 
1 • 1 

i 

l 

1 
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J . 
differentiate a~ong the characters' viewpoints while cbordïnat-

, 

ing them. The measure developed by Selman and Byrne (1974) 
, . 

mentioned earlier also assesses various levels of the ability to 1 

, 
differentiate perspectives and to entertain these perspectives 

simultaneously. The ability to decenter as it has been opèra-

tionalized here is certa~nly çonsistent with the definition of 

~ role taking given earlier. Therefore, to the extent ~~at r~ls 

taking is a cognitive process, performance on. tasks 'suoh: .. as 
1 

Feffer's or Selman and Byrne's 'should'correlate with n9nsoc~aI. 
'{I 

measures of decentration such as conservation. 

Empirical evidence to .support the .decentration expl,anation . 

o of role taking i s found in several studi es which did inde'p end en:t .. ' 
'ly measure each ability. Significa~t relations have peen found, 

for example, between various tests of both perceptual and c'ogni-

tive role taking and sorne indices of decentration, including 

conservation and, the Alternate Uses task (Feffer & Gourevitch, 

1960; Rubin, 1973; Shantz, Note 3). By contrast, one study 
1 

o (Kurdek, 1979) found little evidence for a relation between 

. cognitive role taking and decentration as measured by'cbnser-
-

vation of liquid. 
r;" . 

The bulk of, evi!de",n,ce" however, doe s suggest 

that there is a relation between role taking and nonsocial 

measures of decentration. What is not known from the'se studies • 

is to what extent decèn~rat'ion explains' role taking and what is ' 

specific,ally involved in decentr:ation that does peJ;tain to raIe . 
•. i· : . 

the ~rè-taking. This ,issue will,be investigated empirically in 
, ' 

1 

....... 
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, - s~'nt thesi,a by' isol~ting the, social 'f.rom nonsocial comp'orients: .' 
• • ,~ 1 .. . 

. . p,f role takfng a.nd ex:perimeritally m~n~pl,llating social and n~nso,-
w# " ' , 

1 \ ~ .. .. 

cial decentration independentlYJ the effects on raIe taking and 
'\ ' - " • > 

, ' 

'comparabl~ 'cognitive processes will be exarnined. This appr<;>ach 

i8 discuss~d in more depth \ater. 

The above, review suggests that dec.entration 18 important to ' " 
, ' 

role. taking. There is nothing inherently social about decentra-. 
- .' l , 

tian itself l howeverj it' is a cognitlve p~oces's f~r whic'h the 

'mental èlements can-be eithér nonsôcial' or social objects or con­

~epts., Ther~fore" to th~ exter:t that r~le t~king is also a 80.-, 

:~ia~ phenomenon~ dec~~tration'alone ~ill be inadequate ~o ex-
, " 

, . ' 

p1airi: fully the dyna'mic's involved in the .role-takin& 'process. 

The sear6h' for other facto'rs or.processes nec,essary'to undèr:" 

stand role taking l~ads one to' the' second maJor, ,theor-etica1, ,ac- ' 

- count of rolè taking, the child' s declining egoc'entrl ~m. 

From E centrism to,None ocentrism ' 

more common i~térpreta t~on 'of r61e-.~ak~ng developrn~nt " 
. " 

has been in t,ermf? of Pi'aget's ,(1926) the0'ry ~f'declining egocel1 .... 
• • ,1 , • 

tri sm. Generally speaking, egocentrism can be- seen as a lack 'of 
, , 

differentia tion between the subje'ct al)d an oqj ect (~Ül.get, 19~6) ,. 

". ,Man~fe~ting itself in different forms, 1egOCentr~~m is thought to 

continue' from infancy through adul thood (Elk'ind, 1967 i 100ft, 

" 

, 1 

1 
1972). Our concern here is wi th, preoperational ego,centrism in 

particular, defined as ~n embeddedness in one's ~wn view (190ft, 

197~; RUbiri, 1973). This lack of awareness of oth~rs' subjec-

, ' 
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,tivities, or ,of their content, 'leads young éhildren to assume 

tnat their perspective is the only perspective. _ Consequently, 

preopera tional 'children :fail ta infer .another' s' thoughts, feel­

ïngs, or vi sua], perspective, and instead think that their own 

, '.view descri bes the other' s view equally weIl. According to this 

theoretical orientation, the important process underlying the 

'development èf roie taking ,is the abili ty to di:f:ferentiate the' 

self' s view from the other' s',view. 

On an abstract level nonE;gocentrism would seem a' good ,ex.-

. planation of role-taking development. Empirical evidènce qf the' 

type' fOUl1.d for the ,deçentra ti_on', theory' is difficul t to find, 

however. There are few studles which atte~p~ 'to'correlate an 

indepenclent 'measl?-re of nonegoc eniri sm wi th role taking, ' One' ex-
. , 

ception is a study by Weinheimer (1972) whi6h found a signifi-

'c~nt correiation,~etw~en role taking using Feffer'~ Role Taking 

Task (19590 ~nd no~egocentrism measured 'by' chil~ren's a~ility tri. 
_.. ' _ 1 • 

reconcile the self's and another's different opinions. Typical-

ly when an age-related change in role taking is fou~d it is'sim-
, , 

ply asswnèd that decllning ,egocentri sm explains ~h~ phenomenon j 

most researchers have felt it'was unnecessary to establish the 

relationship indepcndently. If an embeddedne8s in one' s owri 

view does explain role ta~in/g, then one" would exp'ect role-taking 

performance to ~mffer when ~he self' s view 18 particularly 8al-

ient. In support of this, Chandler (Note 4) found in his Droo-

dIe, Task that if y,oung children were exposed to the whole p,ic-

" 
. " 
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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 intcrpretations of this 

smaller picture from a nai ve observer' s perspective; if children 

were first expo[;cd to the ;;mrtll cr plcturc and Chen allowed to 

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

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

specti ve of the whole pi,cture was made salicnt by being experi­, 
enced ,first it was difficult 'for children ta inhibit'or control 

thi s competing information to 'infer the other' s perspective l " ..... :, 

when they saw the smaller picture first they may have been able 

t,a inhi bi t their own 'slUbsequent perspective and then have relied 

on memory of the 'smal.ler ambigùous picture ta imag~ne wha t they 

1 tne~s,elves might have .thought the picture represel!ted. Tt seems 

. 'then ~hat· the salience of the self' s pér~ective daes interfere 

with the'ability to infer 8omeone.else's viewpoint. , 

To 8~arize briefly wha~ has been said, so·far, two theore~ 

t'lcal approaches have been présented wh'ich a ttempt to explain 

the development of raIe taking in children. The fir~t i8 bas~d 

,on' the child' s emerginr; abili ty to decentcr from one aspect of 'a 

stimulus or situation Lo com,ldcr more than one aspect or mental 

element. Thi s thcon:"' tj cal :::; Lanc e hiCh 1 ights cogni ti ve require-

ments of role taki ng: ,'l'he second theoretical approach, the 

shift from egocentrism ~o nonegocentrism, addresses the child's 

ability to inhibit 'or control his/her own salient s,ubjectiv,,: 

" 

.. .' 
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pe~spective to consider another's subjective perspective, and 

therefore highlights social requirements of role taking, 

Limitations of,the Theoretlcal Framework of Role Taking 

. Havir)g described the theoretical frarnework in which role 

taking has' ,boen studied and the tYPC0 of tasks uGed to measure 

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

é work is now possible. The first 13ult Hl this framework stems 
, 

from a prablem mention~d earlier, namoly that defining role tak-

ing as the a bili ty to infer anothcr 1 s vi owpo 1 nt i s too general, 

,'Tha:t diffcrent ro,;oarchers have operationalized l'ole taking in 

~iffer~nt ways 'wi th different requirements attests ta the re'-
, " 

'sul ts of the defini tion being .too broad. Sorne researchers such 
, ' 

~s Feffer (1959) focused on, the differentiation and coordination-
. 

of perspectiyes; others (Chandler, Note 4: Urberg & Docherty, 

1976) ·focused ~ore on the:salience of the child's perspective - ~...' . 
. when inferring the other' s -pèrspective, This has led to a si tu-

~ation in which tests have been des~ned a,round ,a particular the-
. 

'~ry rather than around a conceptùal definition of role taking, 

thu s proventj ne; any ,i ndependerit te sts of the theor j es. C onse-

quently, undcr t~c curront theorr: ti CQl i'ramC'worl\ Qnd wi t.h the 

cùrrent tc;;U~ one is fac(;d wiLh the ;3f'lf-l1crpetuatjnr; sjtuation 

of propo f; -) Il!: ~ha t OYlC proc e S~~ und er11 es role tald Ils and then us-

i;ng task,; which have "teen designed to t.e!3t on]y Lh i ~.:; particular 

'Component. \ In other words, sinc e the theory de Lerrnined the na-

" , . ,. 
: 

. , 

l 
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As a re-(. . ture of '-he tasks, 'i t is difficul t to test the theory~ 

suIt, the developmcnt of both theory and tasks wac stifled. 

What i8 nceded ie a completé eoneeptual defini tian of l'ole tak-

ing and then role- Lak i ne ta~::)ks whi ch InCa~3Ure all the comp~ments 

of this defini Llon. 1n conclw;ion, _i t "oemf;, that.: bo Lh the çur-

re»lt theorioG and LeL;ts are inadequaLe ta pursuo Lhe icsues that 

are important tü l'ole Labnc;, ~;ueh ac the na Lure aï role-taking 

development, iLs underlyin[; abiLitü~f), and how it i8 related or 

invol ved in 0 ther soc ial oehaviour [Juch aG cornmunLc a tion. 

The pre sen t Lhe si s W~H; canee i ved ahd developed ta overcorne 

the limitations deccribpd ubove inLhe current role-taking 

framework so tria L the above three issues could be prop~rly ad ... 

dre sscd and Hw undcn:tanding of rol C L::ü;j ne; thcrcby enhanced. 

From the alJovc Ji~~cus,]ion, it IS obviolw that a rCcloiinition of 

role taki ng 1 n L('l'm,-; 0 f i te cri tica l compoHcn t s war; C sDential. 

The thrce-eoIn]Joncnt clci'ini tion of ro 1 c taking devoloped by 

Higgins (1981) and de seri bed belbw I)r'OV j drcl a very sui table be-

ini tian, 

Uoing this cIcarer and more prctjse conccptual def­

the present thcsis wus dcveJoped ~ith three particular. , . . 

aims hl mind. ,'l'he fin;t objecL:ivc WélS stl'alc;hLforwardl to de­

sign adcquatc nJ](:-Lakine Lél~-~kr; thaL wouJ(} fuliill the three- , ' 

componl'nL definition, and, Lhon to ùoeumcpt .rol~-taJÜng 'develop­

ment ln chjldF(~n. Achicv1nc; thj~; ïin:L élim would nllow the PUT­

sui t of the 0 ther two ,aim3. 'J'he è;ccond alm of this tilesis, was 

to investigate u~derlying abili ties of role taking; for· c?Cample, 

" . 
" 
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'role takirig cou~d be'comp~red to a similar nohsocial process, 

.' namely one thnt w?uld require decentration but nol nonegocen­

trism. 'FinrtUy, .thf' third aim of thjf~ Lhof;i,; war..~ to adc~ress the 

is~ue of the re1,llio'n of r010 ta]{inc; 1,0 othlT [;ocial 1Jchaviour. 

, , 

ing i,f:; l'rucié]1 Hl eX'Jllainln/j the d(:veloprnr~nt of other ~50cial be­

haviours ,;uch aG communicalJon, thou[,h to date the empirieal ev-

idenee on thir; maLter has boen inconsjstent. 'rhese earJy studies 

are subjcct ta cri tici f;rn ,oince rnany of the rolo-taklnt; ta!Sks 

pIete definition of role tnkine is·used and adequaLe tasks have 

been' de,ügnr.::d Lo test U18 dcvclop,ment of Lhi s ahiJi Ly, however, 

an cmpirical test of Ud s issue i8 more 'meanincf'ul. rrh0se three 
\ ' 

aims wi Il now be di scussed in detail follÇlwed by an outline of 

the pre sent stra tegy Lb achlevè thorn. 

The Devoloprnent of Three-Component Role ~akirig~ 

The first aim 'of thi s the si s was' to deseri be role-taking 

deveIoprnent usi nr; ta ~~kG which arloqua tf'ly tf' r;ted the C onstruct. 

o 

d:efinlti,on of roi,; L'lkln{',. AC'cording Lo ][i{~!:'ln;; (1'9nn l'ole tak-

ingt or the, a rli li LY Lo i ni'c.:r ~llO Lhor }>C'r;;on'~; pcrspoc;"Li Vl', ern-:-

",bodies threE: cdtjcéll compü1wnt~;. ],t Wil;] the ,;peclficity of' 

these comporîen Lf] wlüch, made po s3Î bIc the con;] Lruction of the 

tàsks u(:-30d in the presc,ni;; re'searc'hi t'hus, thcse thr!(c cornponents 

.-
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will now be described l 

First, role taking involves making an inference about ano-

ther persan's psycholagical state. In such a role-taking con-

text, an infe1'cnce rofors to coing beyond the information given 

in a si tUéltlon tü rnakc j udc;men ts about Lhe unobservable disposi-

tional attri butes (ncrds, feelings, etc.) of someone else 

(Higgins, 1981; Ross, 1977, 1981). As has boen mentioned ea1'li-

er, rather than requiring Gocial infercmces, the tasks devised by 

sorne 1'e searche1's seern ta 1'equi re only social knowledge and there-

fore do no L mcanure role taking 0.8 they have clai med (Borke, 

1971; Zahn-Waxler et al., 1977). , Only tasks in which inferences 

are necessary ean be considcred as role-taldnG tests. 

Anothor cornponent o:f role taking irnplicit in the defini tian 

and di scuGsed explj C 1 tly by Hi ~cins (19131) i s the intcrrela tian 

or coordj na ti on of two or morc mental elemen Ls. That a t least 

two mental clcrnentf; or pcrspccti vcs arc invalvcd implies that the 

subject can differentiate arnong clements. These differentiated 
\, 

perspectives or clements must be interrelatûd or c'oordinated 

in sorne fashion before one can say role taking has oc'cl;l-rred. 

-The abili tics of diffcrcntlatine; aspccts of a si tuatlon (here 
\ . 

perspectives) and then jntegrating or considering thern together 

encompaSB the two cGscntial features of deccntration. It will 

be recalled that Piaget's (1967) dece~tration theory and the 

tasks used to support ii had te sted only this component. The 

interrelàtion of different perspective s may ~ake 'the forro simply' 
, f 
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- -----
~of considering the perspectives sequcntially, or i t may be more 

complex by requiring' the mental elements to be considered simul-

taneously. Tasks measuring both types of coordination have been 

used in ro] 0- takinG rosearch and wj 11 thcrcfore be examined here 

briefly. 

Role-takinE; tasks in which the different pC'rspccti vos may 

be coordinatod sequentially allow children ta Jnhi bi t one per-

spective while inferring the other. Such tasks can be ïound in 

the perceptual, cognitive, and affective domains. Perceptual 

tasks modellcd after PiaGet and Inhelder' s (1956) original Three 

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

ing and may be IJerformed by ,:ln inhihition of the seJf's view. 

In such tasks a c;ubJect and another person view the same stimu-

, lus array from diffel'ent spatial orienta tion[]j the subject must 

" 
" , 

..<' 
\ " , ... 

infer how the array appcars ta the a ther. The child may disre~ 

gard his/ner own vicw and then consider the array from the oth-

el" s v~ewpoint. That l' (' 0' the chi]d can perform this type of .-

1 ta'sk s)lc c e ssfully by inferring how the array would look to him­

self/h'erself if in the other' s spatial location. Flavell' s 

"cartoon sequence 'Lé:\.sk (Fülvcll .:':t aL, 196H) ls a cognitive 

role-takinr; task in which, LQ Infcr anolher's lhouehts about the 

briefe~ picture sequence, it ls sui'flcicnt for chjldren ta inhi-

bit knawJedge cf Lhc extracted evcnts and ln lhis way consider 

the two v iewpoints sequentially. 
1 

In the affectjve darnain, i8 

U,rberg and Docherty' s (1976) Task II in which children are t,ôld 

. " 

' .. 
" ' 

: ' 
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a story invol ving themsel ve sand another persan. The story has 

different outcomes for each of them and the children are then 

asked how each person feels. When answering how the other feels, 

i t is again sufficlcnt for children to inhibi t completely their 

own feelings and th(m inter the oth~r' s. 

Other rolo-taking tasks é~uch as FeÏfer' s (1959) seem to re-

quire the differentiation and the sirnul taneous coordination or 

integration of at least two mental clements, in that subjects 

are required to infer more than one perspective in a given si t- . 

uation while mainülinint.; sorne consl stoney arnong the pcrspec-

tives. Controlling rather than inhibiting the self is neees-

sary when the sItuation requires sorne simultaneous coordination 

or intogra tion of information invol ving the self and anotherj an 

understanding of the si tuatlon requires that this information 

pertaining to both the self and the oth8r be considered. For 

example, in the higher l eve-.L s of Selman and Byrne' s (1971/-) model 

the subjeet must maintain hi s/her own view but coordinate this 

wi th the vi ew tha t another persan would have of him/her. Both 

De Vries (1970) and Miller, Kessel, and Flavell (1970) have 

found i t more di fficul t for subjects to think of sorneone think-

ing of their view thclD :-.drnply thinking of someone' s view of 

sorne thi nr; el f3e . The self' S Vlew lS inextrica'bly involved in 

thi s more c omplex rccursi ve procc ss and cannot simply be inhi bi-

ted if one is to perform the task successfully. 

_ Thus, a role-taking task must involve at least two differ-

.\ 
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ent perspectives that subjrrcts can interrelate ei ther in a Sè-

, -

quential fashion by inhi bi ti ng one viewpoint or in a sirnul tane-

bus fashion in which bath per~pGcti~es ~ré considered at the . . 

sarne tirne. 

The third cornponent of role taking, which 18 implied by the 

second, but wh~ch rnay be separated frorn i t, is the control or 

inhi bi tj on of informa. tion Lha t i s C ornpo Li.ng wi th the role- taking 

judgmont. This competing information is the subject' s own per-

spect,ive 01 the objèct toward which he/she is inferring someone 

else i s view. 'rrw second componont cmpha si Z08 the interrelation 

of di l'ferent Ilorspec t ives j thj s lhird componont s tre sses the irn~ 

portance of the ~ubJoct'~; own perspec ti vc in the role-taking 

process. Thcrefore role Lakin/3 can only be aélccrlélined not only 

when the other'[; vicw js differcnt (as lmplied in decentration) 

frorn the suojcct' s, but a180 when the su(;jr~cl' S view is salient 

ènough to compote wi th the other'c. These roquirernentc would 

excl ude as good ro lc-taking te s ts tho se in whi ch soc ial inf'eren-

ces are asse ssed toward sornethinc; wi th which the sUbject has no 

immediatc experience or about which the subjcct has no opinion. 

ThlS parti cular abj li ty ta control or inrLi oi t the self' s view, 

descri bed here as c r'i tl cal Lü raie tak 1 ng, was the component 

tested in role-t:1ki nG ta[~ks intcl'pretcd according to Piaget' s 

(1926) theory of nonegocentri~m. 

To the exterit that any task uGed to measure raIe taking 

disregards one or more of these three critical components, it i~ 
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inappr9pria te to tel:?t the developmen't of role taking. The pre-

vious description of several cornmon role-taking t~sks shows that 

most of them are in fact inadoquate. l developed tasks for the 

present research that f~lfilled aIl three conceptual require-

ments. l thon sou(';ht ta chart the course of role~taking devel-

opment. Since prey ious tasks measuring pj thpr the second or 

third component of raIe laklng found that performance was not 

accurate until approximately the seventh year and was complete-
1 

ly or nearly completely developed by age 11 or 12, this was the 

age range l chose ta study in the present thesïs. A demonstra-

tion of the devolopmental nature of raIe taking permitted the 

remaining two aims ta be pursued. 

Abilities Underlying RaIe Taking 

The issue concerning the fundamental abilities underlying 

raIe taking i8 an important one and vital to a comprehensive 

understanding of raIe taking. It will be recalled from an ear-

lier discussion that researchers had tried, and largely failed, 

to demonslrate that performance on role-taking tasks was ac-

counted for by a cingle variable (Kurdek, 1977; 0 ' Connor, 

Note 1; Rubin, 1978). With the three-component dcfinition 

proposed by Higglns (1981), it would soom naive to expect that 

only one abili. ty underlay al) threc cornponen tG. Thus, the 

present research involves looking for the various underlying 

abilities of raIe taking. The two abilities that will be stud-

·-
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, ied in the present thesis are decentration and integration. 

Decen;t.ra tion 

One stra te{~Y that has been used to' identify proce sse~ or 
, , 

abili ties relevant 'to role taking has been to correiate perfo'r-

mance on role-taki nr; tasks with perf'ql'rnance on rn(>a~.JUres of the 

hypothe sized underlying proCl' r.~s. Thi 8 was the rnethod, i twill 

be recalled, uscd to support the ùec entra tion the ory 0 l' roie tak-

ing. Sicnii'icant l'clati ons tJetween various role- Lakj ng tests 

and meas~res of decentration such as conservation and creativity 

were found in l:;cvera] studios (Feifer & Gourcvl tch, 1960; Rubin, 

'197J; Shantz, Note 3). Il, shou1d 1J8 noteù 1,hat sorne of these 

studi e s used tack 0 WIll ch do no t fuI fi 11 the pre sent three~compo-

nent definjtion o:f r010 takinc. In addi tion, the role-taking , 

tasks di ffGrcd crea t~y from the ciüe entra t j on ta sk s in terms of 

the level of verbal and other ski He necessary to perform the 

tasks and may have f3hared other ~;ki 118 be ~~i de[" decen tra tion. 

Unless the tv/o tasks can l)(' made equally difficul t, and ,other 

shared commonal i tl es identlfi ed and C ontrollC'd, the re sul ts of 

such studie s arc di fficul t to in tcrpre t. 

# To tect the importance o:f dcccnt ra ti on ta role taking i t 

w.ould be bet ter if the Lest oi~ dccentra tion bad a format simi-

lar to the te st, of ro] c takj n{~, bu t where the tv/o e lcments to be 

attended were nonsocial stjmuli rather,than pcoplc'r; vlews. 

a test has bc en useù to study c ompar i son proce sse s (A shcr, 1976; 

Cohen & Klein, 1968). Comparison reÎers to the abili ty to iden-

" 
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tif y 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 poncil and is asked ta think of a clue to 

help one::;elf remembel' the l'cd pencil thon one has to compare the 

a ttrïbutüs of the rc~d pencil to those of the yellow one; other-

wise one may select a clue which docs not discriminate between 

the two objec ts. Ol)viously in this case, rememLering that the 

abject was a pencil will be of li ttle value since bath abjects 

were pencils; one must realize that the colour red describes an-

ly the pcncil to oe l'cm8mbered. Dy clasely examinir;g the skill 

involved in compari son, one can make the case tha t comparisan 

require s a nonf.lOcial form of decentra tion analogous ta the social 

form of decPhtration mani fected in role taking. That i s, com-

parison requires ùeccntration from one stimulus to another; raIe 

taking requires dl;CC'ntra tian from the self' s perspective to the 

other's. Studying the relation between these two processes 

woulct reveal whether the involvernenL of the self in role taking 

makes i t a ùiffercnt process 0":' whether i t requires nothing oth-

er than nonsocial deccntration. 

To examine whether role Laking requires nothing other than 

or something more than nonsacial decentration, l took a develop-

. mental approach, asking the que stion 1 l s there a developmental 

orderi,ng of compari son and role- takine; skill s or are they mani­

fe sted synchronously? If they were the same, then role taking 

would develop at the same time as comparison; if raIe taking re-

1 
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quired something addi tional, _ th en ,i t would develop later. Role 

taking has been defined'as comp~~5ing three componentsl an in~ 
. , 

ference, the Goordination of two or more mental elements, and 

the inhi bi tion or control of the f;lelf' s, p~r~pecti ve. C'omparison, 

by contrast, was defined as isolating a reliably discriminable 

attribute to identify one stimulu~ among similar sticluli. Es-
1 

sentially this ability requires the coordination of ~wo or more 

mental elements and thus is comparable to the second of the 

three role-taking requirements. This suggests that comparison 

may develop first, followed by the more complex raIe taking. On 

the" other hand t if aIl the components of 't'ole taking are basi­

haIIy 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 comparis~n 

and role-taking performance. 

Integration. 

Inte~tion is an ability related to decentration but which-

has not yet been studied independentIy with regards to role tak-

ing; yet it seems that integration might be important for role­

taking development. According to Werner (Langer, 1970) integra­

tian is the ability to combine differentiated parts to form a 

whole; that is, it organizes differentiated concepts into a co-

herent part-whole structure. A weIl int~grated system,of i 

thought is one in which aIl the different elements fit together 

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

\ 1 
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", and to which new information can be added and interrelated. 

\. 

This notion of integration implies that one has observed or im­

posed sorne degree of compatibility or interrelatability among 

diiferen~ elements,within s~me domain. With respect to role 

taking, intêgration may be important because of its implication 
-

in the_second component r decentration. In the sense that one 

must shift attention fr9m ?ne sti~ulus to another and consider 

both; deëerytration i'nvolves both di'fferentlation and integ-ration. 

This J.atter i'ntegrative function may be particularly important 

for being abie to consider anoth~r's pe~spective when it differs 

from one ,·s own salient ~iewpoint. 

Integration has been a difficult construct to operationa­

lize (Kagari-& Kogan, 1970). One way it has been measur,ed in the 

developmen~al ~it~rature has been 'in terms of children's shift 
, ' 

:from concrete ta abs,tract conceptual systems (Scarlett, Pr:ess & '. 

CroGkett, 1971). Scott (1974) has discussed integration in 
" , 

adults in ~om~ deta~l in terms of four ~trat~gies, af~ective 

balance, aftective-evaluative consistency, centralization, and 

image comparability. Another measure-of integration, easily 

adapt,ed for u~e wi th children, i8 the Gergen-Morse Perceived 

.Self-Consistency_Scale (Morse & ~ergen, 1970) in whic~ subjects . ' 

rate the ,degree of compatibility they perceive'between differ­

entiated asp~cts of themselves. 

Thus, jntegrat~on may be related to role-taking performance 

in that the second companent of role taking involves the cOO,rdi-

, " 

". 

\ 

. 
~ , 
î 

, i 

~ 1 



( 

'.,1' 

(. . , 

-. 
~, 

, ' 

nation' or' int.er,rela tion of ·two. perspect~\Te s. Havi"ng differe,nti-
1 

a~ed.between,one's owri and anothet's informational needs, 'one 

müst'be abl~ 'to integrate'or interrelate this information to ar-

rive at a correct inference, particularly when the self's per-

specti ve ls sallent and must be controlled ,rath.er than inhi bi,t,ed. 

In summary, the, second aim of this thesis was to address 

the issue pertaining to the identi',fication,o'f the ab-ili ties or 

processes tha-t might be relevant' to .role-t~}{Iing development. 

T~o abiliti~s, decentration and' integration, ~ere ~ro~osed~ A 

method of testing the role of decentration was proposed in which 
" . . 

role taking ~s cornpared to'the nonsocial comparison process. 

The relation of integration to role taking has not been studied 

'to da t'e, but i t seems a plau.si ble variable to pursue 'in light of 

the. coordination aS1?ect· of the second role,-~aking .re,quirement. 

Such a study of the variables underlying role'takin~ wo~ld 

greatly, enhance our understanding of rQle taking. ID addition, 

'i t' would provide greate~. 'depth ta the issue of whether or how 

~~le taking may be involved'in other'so~ial behavigtirs, the o. 

third issue deal t wi th ~n the pre sent' the s~ s. 

'The Relation of Role Taking to Social 'Behaviour. 

The final aim of the pre sent the sis pe,rtains to the centra­

iity of role ±aking in the larger context of social-cognitive 

behaviours. According to Kohlbe::g',s (1969), and Flavell' s (1977.). 

frameworks for social'de~eloprnent, role taking' is fundarnèntai to 

• f • I~'\ 

1 ....... 

.' 

,-



t. 

32 

most social activity. There is sorne empirical evidence to sub-
- , 

'stantiate this claim in that raIe taking correlates with other 

measures. ,One such Gocial l)(;haviour i G communica tion (eg., 

Rubin, 1973}. De~jpitc aIl the rCDeareh on communication, the 

importance of role talüng i s s-t} 11 unel car (Shantz, 1981). For 

this reason the relation beLween role taltÏng and communication 

- . . wlll be 'studied here. Alsa, communication provldes a good con-

text in which tci study bath social and cOEnltive aspects of a 

si tuation and may thereforc be particularly suited to the pur-

,suit here of the social and nonsocial aspects of ro]e taking. 

One type of communication, referential communic:a tion, 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 unambigu:ous messages to others 

and to understand or decode others' messages are critical if 

one is to function adequately in a social world. Children 

younger th an 7 years of age have been found ta perform relative-

ly-poorlyon such tasks (Asher & Parke, 1975; Cohen & Klein, 

1968; Glucksberg, Krauss & Wcisbcq::;, 19GG; Boy, 1975; Krauss & 

-Gluck cberg, 1969; SaI tzman & rrownf3end, 19(30). Al though this 

poor per:fonnance if'; parlly aLLri.l)uLa1J18 to }Joor Ji.::3tening skills 

(Cohen & Klein, 1968; PaLLel:~~ün & Ki~;-Lc[', 19H1), l will be 

concentrating here on the probJcmu of the speaker. 

There has been mueh debate and eontroversy concerning the 

, ' 



. , 

, . 
" 

.' 

( 

" 
" 

, , 33 . -' 

necessary skills for a'spe~ker in a' referential. communication 

situation (Asher ~ Ddon, 1976; Dickson, 1981; Shantz,' 1981; 

Shatz, 1978). Mo~;t of the 'dcbatc' jn the carly literature oan be 

found be twccn Lwo camp~J ~ rcr;co.rchcn3 .in Lhe !;o.r;}\:-o.no.lytic camp 

~e~ieve ~l~t compariHon skills are cssential for rcferential 

cotTImunication; tho~~e in the other camp hold that the important 

underlying skill is role takjnc., ln order to Cai n ~o!l'le perspec­

tive on how nonGocial and Gocial dccentraLion might contribute 

to communication, the next two sub~octjon~ present a critical 

revi ew of Lhe 1:'0 soarch o'n r'cferon tj al communi ca Lion, first in 

support of Lhc comparison are;ument, and then in support of.tne 

role- taking argument,. Finally, an integra ti on of the two po si­

tions is presented. Studying referential communication by sys-

. tema tically ïsola ting and examining' both compari son and role­

taking skills offers a unique vantage point ta see ta what ex­

tent both Donsocial and social decentration (noncgocentrism) 

contribute ta social behaviour. Thjs strato{Y also takes into 

account the complex components of bath raIe t;"lkj ng and a socia~ 

behaviour which tendcd to he mé.u;kr:d j n f~ tud i (>~; tha t si mply car­

rela ted the; Lwo. fi l thoU{~h no L Lo Ull: ex Len L found ln the role­

taking ] i L01'ntUl'c, t~h(; theo]'(!LLcaJ a~;:;f..!rLjOYl~ Y'C'1';8rcling refcr­

ential comrnunjc;JLlon Lr>lld Lu ouLwc;il';h Lhe Î.nr:Lrurn(>nL[; designed 

to tect thorn. Likc the roJc-Lakinr; Ij L0raturn, howover, the 

ii~erature here doeo provlde Lhe neceG~ary information ta con­

struct adcqua te tests of the Lhcories. 
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Comparison'Argument 

Sorne authors have claimed that'young children's difficulty 

ln referential communication tasks resuIts from their failure ta 

tampare thci~ mCGsaees with bath the referent and nanreferent. 

The product is an "inadequate mes:~age because li, does not discri--

mina te the referent from other :::.; tj muli (A sher, 1976; Cohen & 

Klein, 1968; Rosenberg & Cohen, 1966). The procedure used ta 

test thie hypothesis was the word-pair task developod by 

. 'Rosenberg and Cohen (1966), Speakers and li Gtcncrs wore presen­

ted with pairs of words. One word in eaeh pair (the referent) 

was underlined for the f3pcaker but not for Lhc lir;Lener. The 

speaker' s té:u,k was to generaü> a one-ward cllle ta holp the 1is-

tener idetltify the referent in each pair, Usine; thi s me thod, 

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

creased with aGe. Young children gave po or clues perhaps because 

they could not easiIy acce;;:::.; ward associa tj ons opec ific to the 

referent. 'llhe chi Idren' c fa i l ure to produce effective clu: s re­

flected their fa"i1ure ta compare Uw af~saciative sLrengths of '-

their clue s Lü the nonreIcrl!nt a,; weIl as ta the reIerent. This 

i8 particularly cri L.i cal whcm th0 rcferent and nonrefe,rent are 

simi:J.-ar but noL whcn Llwy 3.Y'v di~lf;jITlj}ar (Auher & Parko, 1975)", 

II comI,al'i~;on i:l nCée,;,;ary for cfJecUve refnrential·com-

municati on, Chen Lral n Ül{~ l'hi Idron on COInpar i uoh ck i Ils shou1d 

increaGe Lhcir communication açcuracy. AlthouC;h Ashcr and Parke 

(1975) failod in their aLLempt to improve children's communica-
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,tion ,ac,curacy, , Sàl t,zmàn ançi Townsend ('198,0) ,suC'ce~de-d. by gi vilig 
, ' 

, .', " ch9.~'dren,not only instruétions but also pra,ctice on 15 w,ora. 
, , 

pairs with experimenter fccdhack aftcr cach trial. This lends 

,further cu'pp or t to the vi ew lha t compdr l r]on i s an impor Lant 
, f 

component or refcrcntial communicJtion, but that it must be"a 

thoroughly ~cquircd skill before It can functlon adequate1y. 

Ro1e-Taklng Areument 

The notion that role takjng is lhe critlcal skill underly­

ing refcrcntial communication s lcmmed from Piaget'~; (1926) sug-

gestion tha't children':,; ~pc(;ch ùeVl'] ops from an ec;o'cenLric 1,0 a. 

'socialized form. Accordinc; to Piaget, socialized speech omer-

ges at approximately 7 ycars of age when chl~dren consider a 

listener's inforrnational needs and rnodify their messages accor-

dingly,. 

Studies on the importance of rol~ .t~king to referential~ 

communication have generally invo1ved tasks in which thespea~er 

describes for the listener rererents consisting of novel visual 

stimuli without also secing the nonreferents to whiçh the 1is-

tener ie cxpoccd. Gluck~;lwr{: et aL. (1<)66), for ("xarnple, gave 

the listener six bloc}~G each f,;tarnped wl Lh- a novel forrn. Th~ 

speaker wa~; {~iVl:n one 1J]oc}\ at a lime; l'J'om an identlcal set and 

was requin-d la d('~:crib(' IL ;~o LlH' li~:L(mcr could select the 

same forrn from l[l0 ;;et of r:1X. Hel Uwr h- nol' .')-ycar--olcls could 

perform thic la~~k; thC'y \,pnd"d La ur~e lcljo;;yncratic olJject 

narnes, such a;3 "Mornmy's haL", ta çlescrjbe the nove1 forIOs. 

" 
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Commun,ication aC'C1lra-cy. d\.le to' 'the, adequaçy of clues typicaily 
, . -/ . 

increa~ed with ~ge on this type of task (Krauss & Glucksberg; 

1969). Daveioprncnf probaoly 'continues during adolescence sinee· 
, , 

at 10, ycaDs of age'chlldren had not yet reached an adult-Ievel 

Gompetcncy as speakers. One interpretation ciffcred by Gluck~berg 

et al.(1966) for'the low communication accuracy of 4- ta 5-

year-olds is that young ,children fail to adopt the listener' s 

perspective. This was sUPPQrted by the finding, that the speak-

ers thcmselve s could use their own idiosyncratic clUés to' select, 

the correct blacks when tested immediately following the ta8k. 

- However, data from Asher and Oden' s (1976) experiment which 

inc~uded an immediate and a two-wcek dalay test condition sug­

~est that Glucksberg et al. 's subjects may simpl~ have r~mem­

beréd t~ referents since they were tested immediately after 

,tney ha~)gene~ated the clues. Thus, from these studies it ,8eems 

that raIe taking may underlie referentiai 'communi,cation,' but 
-

alternate explanations in terms of a memory factor h~ve not been 

adeq~ately controllod . 

. Ohe study that attcmpted ta test whether ~ole taklng i8 
1 

'rel~ted ta referentlal communication using a procedure similar 

~o the Gluck~bcrE ct al. (1966) task found low carr~lations be-

tween several rncar;ures of raIe taklne; nnd refcFential communica-

tian (pjcfi6, Mlchlin, Rubin & Johnson, 1975). Pich6 e~ al. 

concluded that rath(~r than 'a common c(;ntration factor .underly­

ing both tasks, raIe, taking migh:t; be' a neces8ary but insuffi:-= 

r 1 
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cient skill. for communication accuracy., O,t~ers' have, q'Ug'ge sted 
\ ~. 

A thi s p'o ssi bili ty as .weIl (Cn?-ndler et al., 1974; FIav~ll et ai." 

1968; Shantz, 1981). 

Intégration aï Comparison and Roie-Taking Arguments 

Higgins (19éH) ,claimed ~hat role' taking is not even .nec:es-
,\ 

sary for mariy referential cTImmunication tasks. A far more ser-

ious criticism than this, however, is that these typical·refei-

ential communi.ca~i_on· tas};;s do not in fact measure communication 

~s it was conceptually defined earlier. These claims warrant a . 

de'tailed 'cx8mina:tion as they rai se many of the methodological 

and conceptual problems central to the study of raIe taking'and 

its relation to social behaviour. To this end, the t~o typ~s of 

t!3-sks mos,t' freCtuently us.ed to measu~e re"ferential cOffi\ll,u,nication 

and'the skllls they involve will be examined. 

One of the types of tasks which Higgins judged nat.ta·re~ 

quire raIe taking and whi~h does not satisfy the referentiai 

communication definition was used by Ford and OIson (1975). 

Briefly, their task consisted of presenting children w~th a re-

ferent and various nonreferents. To dictinguish the referent 
. 

from its nonr~ÏcrentD for another child, childrcn had to mention 

,one o~ more fpatures of ,the referent. Ford and OIson claimed 

their task was ~:;jmllar to the KrauGs and Glucksberg (1969) 

task. In that both use visual and nonverba] stimulj this claim 

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

pair task of Cohen and Klein (1968) in that it 8eems to require 

~' . 
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a: comparison process. The nonreferents 'served to provide a con~ 

text in co'ntrast wi th which the speaker could describe the ref-' 

ereht. This context 'is'considered to be the essential component 

of a compa~ison task; the subject lS required to consider the 

referent together with its nonreferents to isolate its unique 

feature. This t~sk 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-' 

cation as defined pr.eviously. What is unclcar is to what extent 

this task involves the éther aspect of referential communica-

tion, namely the communication with, or directing the listen­

er's attention to t~is referent stimulus. Subjects could treat 

the task as a purely cognitive one, disregarding entirely the 

,other and simply trying ta discriminate for themselves the 

referént· from the ,nonrefer,ents. When the listener i8 similar 
, . 

to the, speaker, insofar as he/she needs no special linformat,ion, 

then thi~ i8 a'poor test of the communication component of 

referential communication, 

The second type of referential communication task discussed 

by Higgins (1981) j s the one used by Krauss and Glucksberg 

(1969), t~e Stack the Blacks task. Tho problem with,this task 

is that it docs not adequately test the second fcature of refer-

ential corrîmunication, namely that the rcferent must be relia'Qly 

di scrimina;i:;ed by ,the speaker from simj lar nonr:efererrts. Typi-

cally in thi s task the listener sees ,both the referent and, non--

, . 
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referents but the-speaker sees only the referent. Thus, the 

speaker cannot easily describe the referent adequately for the 

listener sinGe the speaker does not have the nonreferent blocks 

available. 

Based on the apove ,analysi s of the two typical paradigms 

ln the referential communication literature, it seems that the 

.word-pair task fails to test whether the speaker'~ clues are di~ 

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

provid~ the speaker with the appropriate referent plus nonrefer­

ent context within wh}ch the speaker can select clues that re­

liably discrlminate the referont from the simllar nonreferents. 

Therefore it ls ImIJossible to dctermlne at this point the roles 

that comparison and role takinG play in referential communica­

~ion; both may be ncccssary skills for effective refcrential 

communication but the inadequacy in the referential communica­

tion tasks may have occluded this facto In light of the present 

critical reviews 01' both ro]e taking and refcrential cornmunica­

tion, it seems premature to conclude, as Shatz (1978) has, that 

,- the \'egoc,c:mtrimn., or centration, argument. ls lnadequate to the 

task of explalnine variation in pcrforrnanc0 on complex cognitive 

tasks like communicatioll" (1).32). 'rhe tasl"" upon which her 

argument was basad confü ~)tecl of ro leT" ta}\. i n{~ ta~;k s which lacked 

theorc tical and me thodoloGic3l f30unclne ::;8, ancl refercn t.ial com­

munication tasks in WhlCh i t was difficul t to idcntify aIl of 

the required processes. Thus; rather th an throwlng out th~ 

, . 
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baby wi th the bathwater., as Shatz may weIl have done wi th thé 

above comment, a reexaminatlon of the issue is in arder., Cer-

tainly abandoning many of the present role-taking and referen-

tial communication taf5ks is justifl.ed; whai.. '18 not justifie'd is 

abandoning, as Shatz has,- a theoretical explanation simply be-

cause the operational counterparts of the construcLs with which 

i t is beiflg linked have proven inadequa te. l propo se an al ter-

nate solution to study the relation between role taking and re-

ferential communication. 

The first stop in showing the relation between tole ta~ing 

and referential communl.cation involves considering exactly what 

-would be dcmanded of a rcferential communication task and then" 

hypotheslzing the ~;killc thal mil,,;ht underlie such a task. Re-

ferring back to the doflnition of referential communication we 

again consider the speaker who is attempting to draw the listen­

ei's attention tü a particular stimulus so that the listener 

will not confu se i t wi th 0 th or similar stimul i.. It will be e s-

sential to consjder the possibilities of both social and nonso-

cial features of communication. These are discussed in turn. 

Fitst, verbal communication is one means of social interaction; 

when speakers and lisi..onerc are very Gimi1ar, however, one can-

not be sure of how much of the spcaker's messae8 js social, 

that i8, other dirüctcd vel'[;ur~ how much of it ie serving a nonso-

cial functiün, th:lt i~~, seLt'-direci..üd U3hantz., 1981). Insofar 

as a r~ferential communication Lask does not require subjects . 

f 
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ta rnake any' Inferences specifie ta their listener, the tisk 

rails ta measure the social component 6f communication. This 

i8 not to say that refercntial·communication between two simi-

lar people· i s never soc '1 al; ra tller, i t ,i c [;irnply a po or si tua-

tian in which to tèf~t communication skill s bocause thcy are not 

requirod in such a sItuation. To assess a spcaker's ability ta 

infer a listener' s needs, the two will have ta differ in ter~s 

of informational needs. 

Considerations of the nonsocial aspects of communicatibn 

ois equally important. When directing a li~tener's attention ta 

a particular referont, a speaker must provide enough information 

sa that the listpner dace Dot confuse the referont with other 

similar Gtimul i . Variables that underlie one's ahility to as-

sess the crilical dlffcreIlce betwoen a refcren t and i ts nonre-

ferent(s) would scem as important as wJ.riables that underlie 

one's ability ta aSGCSS the needs of one's listener. Con~e-

quently, Just as it i8 nccessary in studylng the Gocial compo-

nent of communication, that is, the spcaker-listener interaction. 

ta confront the ::opeaker wi th a li stener who sc, ncccl~) ci i ffer from 

hi s/her OWll, i t l S nec e GC3.ry '1 n s tudy ing the noncoc la l componcnt 

of communication, thaL ic, the mCf:iSac:e itsclf, to confl'ont the 

speaker with a referont in the context of cimilar but not iden-

tical nonrefcrents. 

In 1 j gh t of the a bove di scussion of what referential com-

municatjon enlails, both comparison and raIe taking would seem 
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to be necessary processes for successful referential communica-

tion. Bath raIe taking and referential communication require 

one to differcntia te one 1 S own perspective from another persan 1 s 

perspecti ve whereas bath compar Ison and re ferential communica-

tian require one to differentiate one stimulus from at least 

one other similar stimulus. According ta Kohlberg (1969), the 

development of thesc two social and nonsocial forms of differ-

entiation-with their integration may represent a prototype of 

other social-cognitive developments. It seems worthwhile th en 

ta consider bath these social and nonsocial processes indepen-

dent'ly and as they rela te to referential communication. 

Regarding this third aim there arc really two important 

questions one can askl F'irct, can referential communication be 

account(~d for by one of cornparison or role taking, or daes i t 

require bath? This could be detcrmined by looking at the de-

velopmental ordering among comparison, raIe 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 fLnally referential communication, indi-

cating that both the former skill:~ are required for referential 

communicatjon. 'rhe [~ccond important quesLion to be asked is, 

What arc the variables underlylng role Laking and comparison 

which miEht accoun t for thi,~ rc) ati on to referen tial communica-

tian? T\'IO variabler; have becn SUt~g(,Gtcd as being important 1 de-

centration and integration. Decontration would be an important 

J 
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variable to study with respect to comparison as weIl as to role~, 

taking develop~ent since it was suggested in theory.that a non­

social form of this ability might underlie both processes, or 

él:l ternati vely, 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 .. ; Integration was considered importa~ to role taking 

and perhaps to comparison development as well because these 

proce~ses may require that at least two mental elèments, be 

they perspectives OF referents and nonreferents, be considèred 
" 

~ simultaneously; integration specifica~ly involves this açil~ty 

,. 
: ... 

of seeing the compatibility between different objects or con­

cepts~ To the extent that comparison and role taking are in­

volved in referential communication, then these variables may 

also be important for the development of this pehaviour. 

'. . 

Thus, the third airn of this thesis was to describe the par-

ticular role that role taking may play in referential cornmunicà­

tion. The uniqueness of the relation 0f role taking to refer-

ential communication was investigated by studying both compari-

son and role taking in relation to the more complex communicàtion 
~ .' 

behaviour. The aim. was aiso concernèd wi th the ,specifie vari-

ables that might be important to the relation among thése beha­

viours. In the following section l wil~ present an outline of' 

the research 'st:r;-a ~egy adopted to' addre ss aIl three aims" of this 

the si S. 
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.Xhe Present Research Strateg;y 
i 

As mentioned earlier,' this res~arch thesis had three aims. 

These aims were addressed in'a series of four developmental 

studies. The first aim was te design tests that included t,hree 

components of role taking, and with these ,ta demonstrate role-
1 

taking development. This' first aim was addressed in aIl four 

studies sinee in each study tasks were used which, met the three-

component definition of role taking and these tests were ad­

ministered to childreh from dffferent age gro1,lPl? The second 

aim of the t»esis was to identify v~riable8 that might underlie 

role-taking development. 'Two variables in particular were ex­

amined, decentratiorr,~nd, integration as they pertain to the sec-

ond and third role-taking components, respecti~ely. This aim 

was addressed' by Studies 2; -3, and 4. stud~ 2 first addressed 
d • 

this second aim by introducing comparison and ~xamining' its're­

lation xo role taking. The purpose of t~is was to examine the . . . 
role of nonsocial decentration versus ~oc~decentration (~on-

. . 
egocentrism).: This' would tell us' whether the social and nonsocial 

-
processes follow iderrtical developmental paths, that i8, whe-

ther the skills qr abilities involved in nonsocial proCesses 

like comparison are different from those involvcd in a compar-

able process but where the self is involved. Studies J and ~ 

used new comparison and r9le-taking tests that allowed a better. 

study of this aime In addition, Study 4 introduced a direct 

mafüp'ulation of decentration and examincd the effects on both 

, cômparison and .role taking. Integration, 'and i ts relation tq , 

\ . 
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.' rol:e taking was also inv~s'tigated ln study 4 •. The' thirç. aim of 
" ' 

this thesis wa.s'to détermine how r0le taking is involved in a 

, .more complex sàcial behaviour, namely referential communication. 

This aim'was pursued in ,Studi~s 3 and 4 in which poth cQmpari­

son and role taking were studied with respect to re~erentiar 

, communi.catïon in' order 'to dèt'e'rmine the role 'of social and/or 
"-> ' 

<l rion~oc.ial components of 'r<:Jl:e taking in 'the more complex ~ocial 
. , .. 

, 'behayiour .. This wo~lci tell' us whethE!r, role taking' i tself is,. ,', 
" . 

, , ' 

, cèritral to. s~ci.a,l bèhàvioUr, or wheth'er success on rèferential,·' 
" , 

, ~he focus here is on the develop~ent 'of role taking and its 
"..-.' ,,' ~ ,. .'. 

,importanc~ for -re:(erential 9ommun,i1a,t~on; ~he ,~impler' skills 

àsso,ciated wi th i t such a~ comparisort", decentration, and inte-
, " 

," ~ . 
grat~on, will, be -examined', as thëy bear c'n' 'this developmel}t and on ' 

, , 

the relation between role. taking art~ referential communication. ' 
, 1 ., , ~ /.. ~. J • 

,These four studies at;ld the specific ,hyp.othesès ~ach a:ddress~d ':' 

" . will be ~resented next, :t'ollowed by' a ~o~~ ~ener~l .d~,sCU~SiO~~ -': '. 
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'STQDY 1. PERCEPTUAL AND·AFF,ECTlVE , . 
• i' 1 ROLE-TAKING DEVELQPMENT IN,CHILDREN 

,Study 1 was.'con,ducted witl:J. two purposes in mindc First, l 

sought to develop and' administer tests that would fulfili the 

conceptuai definition of foIe taking. Spcond, l attempted to 

,identify· sorne of the processe s common to thc:se rneasuré s of foIe 

'taking. Two .. do·mains of role taking were exàljlined, the percep-

tuaI and affective domains. 'How the particular tests for these 

two domains were selected will now be discussed. 

Perçeptuai Role Taking 
1 

Ta qualify as a test of perceptuai role taking, a subject 
, . 
must make an inference about how another persan is perceiving. 

som~ stimulus array a t: which they are both 'looki,ng from differ­

eDt'orientations. That is, the test should be constructed sueh 

that' the child cannot simply rely on memory of his/her own past 

experiencB to indicate how the array appears from the orienta­

tion of the other. To ~nsure that the 'response does invoive an 

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

there must be a minimum of two stimuli ln the array. In addi-

tian, the subjc'ct must be continuously exposed to his/her own 

perspcc ti ve of the array whiJ e i.nferring the other' s; thi s 

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

perspective and that the subject must coordinate his/her own 

and'the other's different views with respect ta the array. 

" 
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,A task with the above. features' fulf,ills the conceptual 

u 

defini tion of perceptual role' taking. Othe'r task features 

should also bG concidGred, however, in choosing or' designing a 

perceptual role-taklng task, not because they relate ta rolè 

taking per se, but because they are featûres of the.task that 
. 
can influence performance. For example, the' abjects 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~erson rather than an imaginary other if 
. 

one is studying'very'young children (Cox, 1975). The, respon~e-

,measure is:also important to consider wi th the turning or / 

reconstruction re sponses being preferable (easier) to :subj'ects 

than pointing ta photographs depicting the other's perspective 

(Fishbein,' Lewis & Keiffer, 1972, experiment 2; Hoy! .1974); a~d 
, , . 

wi th the reconstruction task, being the best r~sponse 'in terms 

of providing the most information about childrèn's perceptual 

, ,.role-taking a bili ti e s and the nature of their errors (Hoy, 1974; 

Nigl & Fishbein, 1974). Finally, the dimensionality of the 

stimuli and response al ternati ves should be consi stent to elim-· 

i~ate the possibility of errors due to the inability,to convert 

three-dimensional input into two-dimensional representations , 

(Nigl & Fishbein, 1974, experiment J). These aspects ,are espe-

cially important to keep in mind if one i$ concerned with iden­

, tifying the age of onset of role taking j one would want to rule 

'out the pçssibility of,performance deficits due to any other 

'- " 
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~ack but of role-taking skills. When one is studYlng role tak-

ing in aIder children, sorne of the above methodological points 

are not so critical, since Lh0se proccsscs are already weIl 

developed in su eh chj Id:ren. The pre sent te sts of raIe taking, 

ta be described in the method section, were designed in Iight 

of the above considerations . 

• Affective Role Taking 

The follawing can be said to be important features of an 

affective role-taking test. First, it must involve making an 

inference about another's emotional reactiutls. This excludes 

'several of the tasks previausly regarded as role-taking measures . 
such as Borke's (1971) which did not require subjects to go be-

. 
yond the information given to infer the otherts feelings and was 

therefore subject to the alternate explanations of social knowl­

edge 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 0:( environmental eues to which sub-

jects attend, that is, targè~ eues or situational eues, more 

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

involve a subject interrelatine at least two mental elements 
" 

suc~ his/her own rcaction and the other'~; affective reaction. 

Third, the ~ubject mUf;t be rcquircd to inhj [Ji t or control com-

peting informa ti on, narnc;ly, the 1 ntcr:fcrencC' of hi s/her own 

, af,fective reSpOn(3C wh ieh mus t be salien't at the time. A task 

incorporating these features would be faithful ta the defini-
'. 
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tion of. affective role,taking. 

Other features'of an affective roie-takil1g tÇl.sk'that do 
, " 

" not relate ta role taking but that do ~elate to its measurement 

are also worth menlioning here since they, too, must b~ consi­

dered ih the de sign of 'a good task. First, i t is important to' 

assess the extent to which young children disc~iminate among 

thé affects being used in the task sinee young children, for 

e~ample, have only a broad discrimination betwecn positive and 

negfl- ti ve affeéts (Borke,' 1971) and therefore do not differen­

tiate between events that causè anger or sadness (Gla~berg & 

AbdUd, 1981, 1~82). Second, minimizing the verbal demands upon 

. subj eets, is ~mpor~ant sinee young children may not be able to 

- label emotions very we'll but know which emotion they think 

appropria t~ for, a gi ven event (.Borke, 1971). Minimizing verbal 

demands ext,ends ta the g.iving of' instructions and to the pre­

sentation of the' stimulus situation it~elf when studying role 

, ta~ing in' young c)1ildren. Virtually aIl affective role'-taking 

tasks involve telling a story to children; tasks which involve 

rémembering relatively long stories may be biased in favour of 

older children who possess better memory skills (Niemark, 

Slotnick & Ulrich, 1971). Finally, one must Gonsider that if 

response alternatives are to be prr::.;enieù Lo chilùren there 

should be a t Ica st three of thes8, one to rc fIcct ac cura te role 

taking, one to reflect cl30ccntric re[,ponding, and a third to 

reflect other incorrect but nonegocentric responses. This 

~ .... -
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wauld prevent the' problèm found in .force~f-choice· tasks wi th two 

a:lternatives in which all lncorrec:t re'sponse's, whatever their 

underlying causes, are scored as egocentiic. 

~ypotheses 

Study 1 was largel~.exploratory in nature. As a result, 

the hypotheses are general. First, it was hypothesized that 

performance on both'perceptual role-taking tasks and on the 

affective role-taking taok would increase with age. Ta 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 defini ticm as weIl as ta minimize the., 
. . 

involvement .of skills unrelated ta role taking, those which 

measure' sorne of the componerits (Piaget & Inhelder, 1956;, Selman 

. & Byrne, 1974) have found tha·t these components .develop between 

, 6 and 11 years of age. 

The second aim of this study was ta identify any common 

abilities or processes shared among the three role-taking ta~ks 

tp find whether role taking is a unitary construct when tasks 

m~et the three role-taking requirements. 

Method 

SUbjeets' 

Seventy-three chi'ldren participated in "the present study. 

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

, 
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. ,range 6 7 year's); 25' third graders' (1) boys ,and 12 girls" 

mean age 8,.6 years, range 8 - 9 yeÇl.rs) j and 16 fifth graders;; 

(9 boys and,? girls, me an age ,10.5 years, range 10 - 11 yea'rs)., 

AlI, sUbJects were Jewi sh a,nd attended a Hebrew day school in 

which classes were conducted in both Hebrew and French. Sub-

j ects came :from a middle to upper-middle class suburb of 

Montreal. English was spoken in the childre~'s homes so the 

present study was conducted in English. 

individually b;y a White female aduft. 

'Experimental Task s-

Subjects ,were tested 

'. 

" , 
Perceptual role-taking tests and scoring.proc.edures. AJ.l 

; l'. ~ -

,children received. th~ two perceptual tasks before thé'afJectivè 

task. The first percept'ual ~ask was a 'three-objèct', tWQ:...diin_en-

sümal turnirlg task" The test materials consisted', of two 24,5" 
" 1 

cm square sheéts of construotion paper. On~ was design.at~d, ~s' 

the experimenter's board, the other as the sUbject's: Identi-
• j 

cal ,sets of three brightly coloured geometrlC~al shapes (circle" " 

square, triangle) wer~ glued on each of the boards in corres-

pbnding positions. Thus, the three stimuli were easily dis- . 

6riminable frdm one ànother bath in shape and in colour. Th~ 

c ircle was plac.ed in the midùle of the upper halï of the board j 

the square was placed in the lower left quadrant; and the 

triangle was plaeed in ,the lower rlght quadrant. 

This test required the experimçntcr and subject ta sit 
. 

facing one anothE}r (180°) at a table. There w'ere foür 'trials . 

• r 
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Relati ve to her sitting posHion l 'the experime'nter pla-c ed her 

board'on the four'trials in each of ~h~ following o~ientationsl 

circle-front, circle-r1r;ht, circlo-loft: -and. circle-back: To 

prevent subjects from uGine ,'other eues Buch as the experimen­

ter's arm movements, for cxampIc, the cxpQrimenter removed both 

boards :from the table àfter each trüll. Shr: rota tpc1 the boards 

several times with the geomeLrical shapos facin~ away :from the 

subject before placing i1er own board on the table again. Sub­

jects were then given lheir boards with the followine instruc-

~_-!-_________ , 'tions, '(This is my board and this is your board. 

(. 

, \ 

.. 

- . , 

pl 

, look a t .!!!Y board like thi s. l would like you to turn ,your 

'. boar4 so tlp t you can see y?ur board the' same way 1. ean see !!1Y 

. board right no~." The oriéntation of' the subject' s bo~rd was 

recorded after each trial. No c.orrecti ve feedback was gi ven a t 

. any. time during the session but the instructions wére repea t'ed 

qui te' often. 
1 

'Subjects we~e assigned. ta one of t.hree levels of raIe tak-

\, ing depending, upon whièh dimonsions they could inter. The par-

,; ticular order o:f levelfl u~ed was babcd on prcvious flndings 

'that,inferring a ]pft-right per~pcctjve is more difficult than 

inferring fronL-back relation:"hip:, (Cox" 1978; Hay, 1974). 

Level 1 - Egocentri c 1 ~;ubj ne Ls I;:u 10d ta role tak e; they 

turned their .boards ta ma tch thc:ir percepLion of the experimen-
1 1 

'ter' s board ra ther thafl to match the experimenter 1 s perception 

.of 'her own boarq. Level 2 Before-Behind: Subjects could 

, ' 
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',correctly infer the experimenter's view when she' placed her 

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

Left-Rightl Suhjects could infer the expe~imenter's perspec-

tive of her board when it was placed in either the circle-right 

or circle-lefl po~i~lons. 

The ~~ocond jl(Tc0ptual role-taking task was a three-object, 

three-dimer'loj ona l reconstruction task. The procedure was qui te 

sirnilar to that of the turning task but different stimulus 

materials V/ore crn}lloypd. The boards were turned over ta reveal 

their plain sides and two idcintical sets of wooden blocks were 

used~ one for the cxpcrlmenter and the other for the ehild. 

Each set consisted of a large red rectangle, a cmall purple 

reotangle, and a large green cylinder. There were rive tria~s. 
. " 

Bath the before-behind and the left-right dimensions were 

rnanipu~ated simultaneously in three of the triars. The other 

t~o trials manipulated either the before-behind or the left--· 

right dimensions singly. AlI blocks were rcmoved from both 

boards beîore oaeIl td al beL~an. Children werc ruquested to 

arrange their blocks no that they could oee thern in the same 

way the experimenter was vicwlng her own blacks. The arrange-

ment of the subject's throe blacks was r~corded following each 

trial. f 

Subjec~s were assiGncd to one of four levels of role 

taking, again dependin~ upon which dimen~~ons they successfully 

inferred. Level 1 - Egocentriel Subjects arrang~d their 

.', 
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blacks to match their perception of the experimenter' s blocks. 

Level 2 - Before-Behindl Subjeetc correctly inferred this 

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

left-right dlmen8ion. Level~ Loft-Right 1 SUbjects accu-

rately inferred thi;, dimension on at least one trial. Subjects 

at this level wcre aIDa able ta infer the beforc-behind dimen-

sion on at leaot one trial but the two djmenuions were never 

correctly inferred on the same trial. Level 4 - Correct 1 Sub--

j eet s arranged Lhe ir block:-; on a t l east one trial sueh tha t the 

experimen ter' s vicw o'f bath the before- behind and l eft-right 

perspectives were accurately inferrcd. 

Affective role-takinc test and scoring procedure. The 

subj ect and exper imcn tOl' ~;a t be si do one another. Subject S ,were 

shown a piece of cardbo;:J.rd upon which had been sketched 8.faces 

depicti, the foJlowing expressions 1 (1) happy, (2) sad, 

()) angry, (h) sur'prioed, (5) asleep, (6) afraid, and two 

néutral expressions, (7) and (8) (See Appendix A.). The neu-

tral expressions were included sa that subjects woul~ haye 'sorne 

response alternatives other than ones which mi~ht be considered 

eg~centric when they were unsure of the correct response or 

were incorrect for reasons other than egocentrisci. To ensure 

subjects knçw the correct labels for these expressions, they 

were asked to point to the face which representcd each of the 

èrnotions used in the test. Whèn' subj~cts mismatched a face to 

a: label, the __ experimenter pointed to the correct faèe and ,said, 

" 
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,"1 think this face looks even more . Let' s call this the ---
face." The matchin~ face-to-label procedure was conduc­

ted. twice for aIl, sUbjeots. SUbjects. were asked following èach 

correc t re sponse during -the second ma tching fac e-to-la bel trial, 
, 
"What makes yoU. ___ ?1I Testing continued when the experimenter 

was confident that subjects both knew the labels and had an 

adequa te understanding of th~ emotions used in tho study. 

Subjects were then shown two identical sets of 8 pictures 

of faceless stick figures performing 8 different acti vi ties. 

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

each' acti vi ty. The se acti v~ ti es included swirnrning, skiing, 

dàncing, sleeping, wàlking 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
'
§ 

set was laid out before her. Subjects were requested to order 

their set oÎ activi ties by preference by pl-acing the favouri te 

acti vi ty cIo sest to them, the next favouri te a li ttle farther 

away and so on until the least favouri te activi ty was placed 

farthest away at the end of the line-up. The experimenter then 

stated that she would arrange her' own set of activi ties in her 

order of preference. In fact, she ordered her pictures oppo-

site to each subject' s arrangement; whatever was the child' s 

most favouri te acti vi ty was placed a t the end of her line-up, 

the child t s least favouri te activi ty was ,placed close st to her 

and so on. Only pictures in the fourth and fifth posi tions 

, . 

• 
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were not reversed from the subject· s own preference s. Thi s was 

done to attenuate suspicion in subjects. The two, sets of pic-

tures were approximately JO cm apalit 80 that they could be seen 

from the sarne po si tion . 

The board wi th the facial expre ssions was th en placed be-

tween the two rows of activity pictures. Subjects were asked 

in a series ,of 10 que~onG to make jude;rnents alJout their own 

and the experimenter' s emoti onal reactions to the 8 various 

activi ties. They responded nonverbally bY".pointing 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 ?" Two of these inserted the name of the subject' s 

most and least favouri te acti v i tic s; the se que stions were used 

to check the validi ty of the activi ty heirarchy and the use of 

the ernotion faces. The other five questions were of the form, 

"What face would l have, or how would l feel, if l were ?" 

Two of these questions asked subjects how the experirnenter 

would feel if' she were performing her most and least favouri te 

activi tics (the child' s least and most favouri te acti vi ties, 

respec ti vely) . 

Responses to the above two questions pertaining to the 

experimenter' s feelings were scored as Correct, Egocentric, or 

Other. A respônse was classified as Correct if it proposed a 

posi ti ve affect for the experimenter if she were performing the 

t 
1 
; 
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activity first in her line-up or a n~gative affect for ~he 

experim~nter if she,were performing :he last activity in her 

line-up. Egocentric responses ascribed to the experimenter 

ei ther a nega ti ve emotion if performtng he~ first acti vi ty or a 

positive embtion if performing her last activity. When either 

of the neutral faces was selected the response w,as c'l)'ded as 

other., The surprise face was also coded as Other because it 

was interpreted as positive by sorne children and as negative by 
, 

others. 

Pive levels of affectiv.e role taking were used to catego­

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

centric-Egocentrici Subjects gave egocentric responses to bo~h 

questions. They indicated tha~ the'experimenter would feel 

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

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

Level 2 - Egocentric-Otherl 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-Egocentricl SUbjects gave 

one correct response and one egocentric response. For example, 

they said she would feel happy if performing the activity first 

in hér row (Correct), and that she wQuld feel happy if perform­

ing the last activity in her line-up (Egocentric), or vice 

versa. Level l.J., - Correct-Other l' Subjects responded to one 

question correctlyand to the other with the surpris~d face or 

• < 
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with one of the neutral faces. ~èvel 5 ~ Correct-Correct. 

Subjects answered both questions corrèctly. They as~ribed a ", , 

positive affect to the ~xperimenter'if pèrforming'her first 
) 

acti vi ty an? a neg~ ti ve affect ir' per,forming the, last· acti vi,ty 

in her iin'e-up~ 

Results and DiscUèsio~ 
f . ) 

The results of the present' study will'be preaented in the 
, '. 

fèllO\~g .arder. First', the dev~lopnrental data fori' the two 

. perceptual and the affective tests will be descri bed indi vi du-

ally. Secondly, the common 'factor's emerging from a . cÇlmparison 
, . l " 

, . 
o~ the relations among these tasks,will be pr~sented and 'dis-, 

cussed. " 

Development or Role' Taking 
J • 

Consideririg first th~ perceptual tasks, â 'P,earson 'qqrrt;ùa-: 

tional ap?-lysiS revealed a signifièant positive correlation 

between age ,an~ level o~ perceptual role' t~k~ng on the turning . 
task, !:(72)= .42, Jl<: .001. Table 1 presents the frequency of 

\ 
sUbjects at èach grade and pole~takil'lg lev~l. Percentage,s of 

1 

" sUbjects in each grade who responded egocentrically (Levél '1) 

; 

and nonegocentrically (Level 3) strikingly demonstra te the ~, 
\ 

dev~lopment of role takingl 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 

difference s. 
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~ , ' 

" . 

, , 

. . .. ' 'l· 
l " 

, /" 1 , 

Percent Frequency Di s.tri bution of Perceptual and Affective , . ~ ',' 
• • / 1 ~ 

, . , , 

Task 
-:r--

, , 

, , 

" ,\ '~ Turning . -

l '. 

<1 't .' 

Role-.Ta.king Scores by' Grad~ 

1 Ro~e-~àking Level , , 

. 
\ . 
1 (,Egoc'entric) 

'2' (Be'fo·re..:Behind-") . ,:' 

J '(Left ... Right) 

'N, 

1 (Egoc'errt;ric') 

2 (Befote-Behind') 

.. 

'. 
Grade 

. \ . 
'1 ·3.q, 
19% .4% 0%' , 

. -' 69%' . 56%. J8% 
, , . } \. 

" , r • 13% 4~% 6 J% '" 
, . 3~ 25 16 

. 

. . 19% .\ 4%,' " 610 

50% 48% -J8% , 

Reconstruction' .. 3 . (Left-Right) , 6% " 4% r 1 0%. 

.. ~ 

Affective 

. ' . 

. , 
, ' . ,t 

. , , ' . . 
'. ' 

4·. ( C6rr.e'c t) 

,N 
• r> 

.1·(~gooentric~Egocentric) . 

2 (Egocentric-Other) 

:3 (Correct-Egocentric) 

4 ( Correct-Oth.e~) 
, " 

5' (Correct-Corréct) 

N , 
- , 

" 

, 
, 

. 
' 25% , 

44%' 
. 

32 25 

23% .. '8% 

,6% 

23% 

16% 

32% ' 

'31 
, 

. , 1 

21% 

0% 
25% 

46% 

24, 

, , 

56% 
16 . 

\ 

, 

" (ffo 

0% 

0%. 
.. 

.:> 

19% 

75% 

16 

6 

,1 
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PerformaDce on the reconstruct~on task a1so slgnificantly 

improved with age, r(72)= .26, E <" .05.- From the frequencies of 

sUbjects in each grade level res~onding at the four'role-taking 

levels (table 1), one can-see a developmental shift in this 

task aS,well, with the percentages of Gubjects responding 

egocentrically (Level 1) being 18.8%, 4%, and 6.3%1 for· grades 

1, 3. and 5, resp~ctively; and nonegocen~rically (Level 4) 25%,'-

.' 44%, and 56.3%. A s -on the turning task, there were' no sex 

.differences on this recon&~ruction'task . 

. A combined score of t~r, tw~ role-t~king questions pertain- ' ," 

ing ta the experimenter' s, feelings was used for the da ta' " 

analysis ~f'affective raIe taking. Two subjects (one first 

~rader and one t~ird grader) who ûbtained responses coded as 

Other on bath questions were dropped from the analysis because 

this c~tegory did not represent a sufficient number of sUbjects . 

. ·A signif'ical').t po si ti ve carrela tid'n was found between age and 

l.e·vel of affective raIe taking using this scale, E(70)= .• 36, 

.2 < .001; Table 1 shows this develoI?mental shift in terms of 

the frequency'distribution of responses by category. Percen-

.tages of ~ubjects in grades 1, J, and .5 who responded egocen~ 
. 

~r.ically (Level 1) were 22.6%, 8.3%, and 6.3%,' respectively; 

'~nd who responded nonegocentrically (Level 5) were ,32.3%, ~5;8%, 

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

ences on this task. 

Thus,· the first hyp~thesis of this study, that tests 
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designed to méet 'aIl thre~ eQnceptual ciiteri~ of rol~ taking' 

would show a developmental pqttern within the 6 - 11 year age. 

'range was supported., For exa~pl~~ approximately 22.6% of first 

gra~ers attri'buted their own feelings to another despi te having 

currently available information as ta the other's correct 
, 

fe~iings in 'the various situations. When selecting their own 

emo~ions ~hildren tended first to look where t0at aetivity lay 

'l'n their line-up, and then select the corresponding appropriate 

emotion. When they were respondi,ng for the experimenter, i t 

séemed rather that their own ,aff.ect toward the activities were 

more salient to them( this saliency may have led, them to assume 

that the experimenter (or anyone) would feel similarly during 

,these a,cti "{i tie,s, and as' a resul t they often did not even look 

at,the experimeJ;lter's rankirig. 'Sueh,egocentrism had ,markedly 

'decreased by, the thlrd and fifth grades sueh that a full 75% 

of,fifth gra~ers could infer ~he experimenter's affective 

-reactions to 'the va~ious activiti~s. 

Relations among Role~Taking Tests 

The remaining analyses were conct.ue'tetl to ,unèover any 

commonalities among the role-taking tasks. Speeifically .. the 

analyses were intended to test Ford's (1979) assertion that few, 

'or no c'ommon factors 'relate different role-taking 'tests and 

therefore that role takin~ lacks construct validity. Inter­

t'ask correlationai analyses (see table '2) showed that eaeh ' 
. 

,role-taking task significan~ly correlated with the other two. 

, . 
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Table '2 .. 

Correlations Between .the Tur~lng, Reconstruction, . and Affective Role-Taking Tasks 

Type 'of Correlation 

Zero-order 

First-ord'er 

(Controlling for age) 

First-order 

(Controlling for 

the, third task) l 

~< .05. ***12. < .001. 

Taèk 

Turning 

Reconstruction 

Aff'ecti ve 

Turning 

Reconstruction 

Affective 

Turning 

Reconstruction 

Affective 

Task 

Turning Reconstruction Affective 

·50*** ·37*** . 

·50*** 

.. 
Turning Reconstruction Affeetive 

, .. 
.44*** .26* 

, 
:44*** '\ 

Turning Reconstruction Affective 
" 

.39*** .16 

·39*·** .. 

(.': 
, '> 

6 

,-~ 
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The next step, ther.efore, was to determine if the relations 

among the tasks \v,ere entyelY. a,ttri butabl.e to the relation bf 

each' task to age. W~en agé was partialled out ~s a factor, th~ 

amo~g -aIl the tasks ,remained'significant, indi­

t, other oornmon factors were invol ved, This finding 
- , 

contradicted"Pord's report of low inter-task correlations. 

The next,step was an'attem~t to locate these common 
, . 

fàctors. Part~al cor~él~tions were computed which controlled 

f.o,r the effects of" one role-taking task while examini'ng the 

'relation. between the remaining two. Table 2 shows that control-

.ling fbr the performance on the af~ective role-taking task, . . , 

there was still ~ significant relation between the two percep­

:tuaJ. role'-taking te sts, .r( 67) = ',.39, ~ <.:' ,001. When the effects 

of the performance on th~ turning task,were removed, there was 

a "signlficant correlation betw~en the affective task and the 

reconstruction task, r( 67) = ,,39, .:Q ~ ,001. When the effects of 
... \ 1 -. . 

',the- reconstruction task were partialled out, however, the rela-

tian between the turning task and the affective task was 

nonsignificant.' This pattern of correlations suggests one of 

-, two things, perhaps role taking aS'" defined and measured here is 

pot a unitary construct and one cornmon ability underlies per-

ceptual tasks and another underlies the reconstruction and 

affective tasks, An explanation more parsimonious ~ith the 

present definition and conceptual requirernents of role tak~ng 

suggests that one ability necessary to role taking was located 
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and that other abili ties also emerged which were· associated 

wi th the. perceptual domain and wi th the turning task in par-
'r 

, 
t~cular, but which are not part of role taking. ' 

The ability cornmon to the turning and reconstruction tasks 

might be the ability to represent spatial relations internally 
~ / 

and to rotate them mentally in' an at,empt to infer the other's 

persp~ctive. There i8 evidence sugg~ting that people can 
, 

mentally rotate two- and three-dirnensional objects (Shepard & 

,Judd, 1976; Shepard & Metzler, 1971)i perhaps thïs is one pro­

cess invol ved in perceptual role-taking tasks, but not j.n role 

tak-ing per, se. 

,The other ability, cornrnon to the reconstruction task and 

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

more than one pieçe of informatioh competi~ wi th the role- . 

taking judgment, and thus represe~ts one of the components of 

role·tak~ng. Unlike the turning task, the reconstruction task 

1 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 ~ave attended to one 

stimulus ih 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 ~ould 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 may 

. perhaps be igno'red in the turning task wi th i ts fixed stimulus , 

.' 
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array. The ~ffeçti~e task aIse nequir~d sorne coordination df, 

perspéctives that were different. To infer the experimenter's 
-

view accurately, subjects woulq have had to control their oWn' 
, , 

emot.ional reactions to 'the acti vi ties" In other words, sorne 

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

haps the, abili ty common to the reconstruction and' aff,e.cti ve . ta'sk 

is the'capacity to coordinate atténded perspectives sequenti~-
, 

ly, an~ possibly simultaneously. 
< 

To conclude, the present ·study has demonstrated that per-

ceptual and affective role taking are devel:oP'!lental phenomeria 

,which are not f~lly developed even by fifth grade. -T~e data 

also suggested that abilities such as mentally represe~ting and 

rotating relations, while not e$Se;:;'al to role 'taking, ar~' es-:, 

sential ta' perceptual role-taking tasks. Finally, having uped 

simple tasks which met the çonceptual definition of role taking 

but which minimized the i~~vem:nt of ~kills unr~lat~~ to 'rOle . / 

taking, it was suggested that the ability common to the recon-
i 

s~ruction and affectivJ tasks was the ability to ~rdinate per-

spectives ~quentially, or simultaneously. This finaing argues 

again~t Ford's (1979) conclusion that ràle taking lacks con­

struct validity. That the coordination 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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STq~Y' 2( THE RELATION OF ROLE TAKING .. 
, ' TO COMPARISON 

, 1 

. 
The aims of this th~sis, as discussed previously, included 

1. , 

the study of,role-t~king develop~ent in·terms of its underl~-

ing p'rocesses one of .which, it was suggested, is d~centration. 

Sorne supp'ort for thi.s was found in Study 1 in that one of the 

c'ornmon factors underlying the perceptual (especial,ly recon-

struction) and affectiv.e role-taking tasks was best interpreted 

as the ability to coo,rdinate two perspectives simultaneously 

or at least sequentially. Stu~y'2 was undertaken to stud~ 
-

decentration as it was manifested.in another ability, often 

,. contrasted with but never' related to role taking, namely the 

cognitive c6mparison process. The purpose of relating role 

taking to comparison was to note the commonalities and differ-

enceB which would indicate whether decentration from the self 

is different 'from decentration from a referent . 
.... 

The measure of comparison processes selected for the 

present study was a word-pair task similar to that develope'd 

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

primarily because'it requires a referentlnonreferent comparison 

process in order for subjects ta 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 

sp'eaker ta direct the message ta th~ listener. In other wards, 

... 
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the social communicatiori function is minimiied. This w.ord-

'pair task then seems to require nonsocial decentration between 

a referent and nonreferent but in a social setting. Examining 

the r.elation between the word-pair task and.role taking would 

-tell us somethlng about the commanali ties and diffc.rences 

b~tween the two forms of decentration. Asher and Oden (1976) 

concluded ~hat performance on the two tasks was unrelated. 

They showed that failures on the word-pair task were due to the 

laek of comparison skills, not to egocentrism, since poor clues 

were poor for the speaker 8R wpll as for the listener. We are 

~ed to believe from this evidence that comparison processes 

. dévelop after sUbjects have become·role·takers and are no 

longer egocentric, or that'the situation is sa unsocial that 

taking the role of the listener is irrelevant here. On the 

other hand,' compari son processes may develop before subjects 

drop their egocentrism if the referent form of decentration 

measured. in the ward-pair task is a prerequisi te for the social 

deo.entration measured by role-taking tasks. It ls 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 bath reflect the 

inability ta decenter but be manifested in different ways. 

Determining whether this word-pair task is related to raIe 

taking would provide information as to whether the fact that 

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

1 
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taking makes i t ~, 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 

graders. Performance on -both tasks was predicted ~o irnprove 

deveIoprnentally. In addition, it was predicted that comparison 

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

common factor of decentration. A strong prediction was not 

possible, however, regarding any developmental ordering between 

the tasks since one line of ~easoning would predict the prior 

developrnent of role taking, and another would predict the pri0r 

J' development of referent cDmparison. 

Method 

Sub.iects 

Twelve first and second graders (4 girls and 8 boys) with 

a mean age of 7.) years and a range from 6 - 8 years, comprised 

the younger grOUpJ 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 group. 

12 of the children were White, 4 were Black, and the other 6 

1 

1 
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were of other ethnicities. Ali subjects were testéd by the 

same White female adult. 

Tasks, Procedure t and Scoring 

Children received an affective role-taking test and a 

word-pair test. AlI subjects were seen in two 3~-minute 

sessions approximately one week apari, with a range from 5 - 9 

days. During the :first session same-sex pairs of classma·tes . 

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 essentially the same. Chil-

dren's ability to infer the experimenter's :feelings were 

assessed wi th respect to two emotionsl 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 slightly positive to very sad (see Appendix B). 

Children were told, "Here are sorne pictures of someone w~o feels 

sad. Here (painting to :first face) he's not sad, is he? But 

he starts to get sad (pointing ta second and third faces). 

Here he's sad (:fourth face) and here he's really sad (fifth 

face), isn't he? Sorne things make you feel a little bit sad, 

don' t they, but other things make you really really sad." AlI 

children agreed with this last statement and sorne earlier 

testing had shown that even children of the youngest age tested 

) 
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here can produce exampies of different things that make them 

feèl 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/ 

herse If and one for the experimenter. The experimenter 

labelled each picture as she placed the child's set directly 

in front of hi~her and her own set direqtly in front of her. 

The six pictures included faceless stick figures in various 

situations with the foilowing printed labels at the bottom of 

each picture J "just sitting around ft, "breaking a toy", "getting 

puni shed", "staying home wi th a cold", "being alone", and 

"falling down". The particular situations were 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 sa on with 

the chiId's Ieast sad picture being put closest to him/her. 

Most children commented that the Iast picture did not make them 

at all sad. 

After the chi Id fini shed ranking his/her set of pictures, 

the experimenter said that she was going ta put her pictures 

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

her copy of the chiId's Ieast sad picture farthest away, then 

randomly placing the next four pictures, and finally putting 

the chiId's saddest picture closest to her. The experimenter 
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pretended to consïder her choices carefully while unobtrusively 
t 

checking the child' s ranking of pictures. AlI s'6bjects wat,ched 

as the experimenter ranked her pictures. 

The Face Board was then placed between the two columns of 

pictures. Children were asked four questions, two èoncerning 

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 liste The number of the facial sketch pointed 

to on the Face Board was recorded. AlI 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 ~ppropriate picture labels, the 

èxperimenter asked children how she would feel if she were 

~oing the first and th en last things in het line-up. Thus, 

ch~ldren were asked to infer how sad the experimenter would 
. 

feel 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 situation in her list, and 

a sadder face (a high score) for the last pictyre in her list. 
1, , 

Score.~ on the two questions were then converted such that high 

scores (the highest score on any gi ven que stion being 5) 

\ 

1 ... 
1. 
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cons~stently 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 labelledl "a robber", "snakes"; 

"lightening", "a bug", "dog", and, "n ightmares". Half the 

subjécts 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. Responses 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 aIl four role-

taking questions. Subjects with a score of 20 chose either the 
"'-

first or fifth face on '~very question so that when scores were 

converted to make high Jcores indicate nonegocentric responding, 

they received the maximum value. 

Ward-pair test. Children were tested with a same-sex 

classmate. They wcre seated back-ta-back and were told they 

would play a game. The experimcnter then explained that each 

child wauld get a card with twa pictures on it and that they 

would bath see the same two plctures. She th en explained that 

, ,'. 
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--, one child but not the other would havé a big circIe~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 waSj it would be that person's job to 

think of a clue to help his/her partner guess the right one. 

Subjects were told that the clue could only be one word and 

i t could not be a rhyming word.- They were al sa told tha t when 

the person doing the guessing was ready ta answer, he/she was 

te point to that picture rather than saying it aloud. 

Children were given two practice trials alternating roles 

as ~peaker (clue giver) and Iistener (clue receiver). When it 
". 

was clear subjects understood the procedure, the experimenter 

reminded them of the rUleJ\and then proceeded to administer the 

)0 experimÉmtal trials. Ch\:~ren al ternated raIes as speaker 

and listener after each trial. T~ each child delivered 15 

clues. The)O word pairs describing ~e picture pairs can be 

,found in Appendix C. Incidentally, that children alternated 

,.roles as speaker and listener probably had li ttle or no effect 
\ - . ' 

oh making child~en better spe~kers. There are no etudies 

examining this role reversaI alone but etudies have found that 

with role-reversal plus feedback there may be no improvement 

(Fry, 1966) or little irnprovernent (Shantz & Wilson, 1972); any 

irnprovement is likcly duc ta the fcedback and not to the raIe 

reversal sinee stud.ies wj th feedback and no role reversaI show 

improvement (White~\lrst & sonnensChein~ 

J 
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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 )1 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 r~ferent 

and nonreferenti 2 if the clue was adequate in that it was 

a~sociated in sorne way to both the referent and nonreferent 
.' 

but wa.s slightIy more associated to the referent; and 3 if the 

clue was very good, making it easy to select the referent, or 

if the clue was in fact only associated to the referent. 

Inter-judge agreement was 85.~ and the discrepancies were 
1 • 

resolved by a third judse. 

Res Its and Discus:ion 

It had been hypothesized that role-taking performance 

would increase from the younger to older children. Role-tak~g , 
development was testèd with a one-tailcd !-test. results showed 

that, as expected, role-taking scores increased significantIy 

from the first and second grades (G1/2) to the fifth grade (GS), 

" ! 1(Jl)= 2.88, .2~ .01, with mcans for the two groups of 2.2 and 

3.3 , re specti vely. Thus the recuits of Study 1 were replica-

ted with this modified task. The oider children were better 

able to infer that the experimenter was neither saddened nor 

fIj-ghtened by things 
{ 
1 

\ 

that saddened and frightened them, but 
,. 

. ,- \ 
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1 

1 

1 



( 

( 

) 

, 
,> 

75 
.~ 

that she was saddened and frightened by things toward which 

the y felt somewhat positive. 

A one-tailed t-test was performed on the ward-pair data 

with the clue effectiveness ratings as the dependent variable. 

Jhe 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, R'(.Ol, with means for the Gl/2 and G5 chil-

dren of Ji.) and J7.4, respectively. These data support previous 

developmental studies using a similar task within this age 
t 

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 

ather, 1:()))= .)1, :2<.05. Thus, the two tasks were measuring 

something in common. Since the correlation was only .Jl, 

however, the two tasks were not measuring exactly the same 

thing. A Guttman scalogram analysis (Nie, Hull, Jenkins, 

Steinbrenner & Bent, 1975) was then pcrformcd ta determine 

whether comparison or role taking was consistrntly casier or 

developed before the other. This Guttman GcaJogram (see 

table J) waG performed wi th the mediarw for the two tasks 

(2.8 for l'ole taking and 38 for compari:;on) :;(1t'vin/~ as the 

eut-off point~;. HE! f~U] te showed t.ha t Lll(> coefi'i ci cnt of 

reproducibility was .79 indicating that role taking did not 

eonsistently precede ward-pair comparison, and the coefficient 

• 
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Table J 

Frequency of Children Evidencing Success (+) and Failure (-) 

on the Role-Taking and Word-Pair Tasks 

,Response Patterns Role Taking Word Pairs Freguency 

1 9 

2 + 7 
\ 

J + 8\ 

4 + /'+ 9 

Note. Coelficient of reproducibility = .79. Coefficient of 

\ (sc ala bi li ty = .56. " . 
• 

-
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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 incons~stent with 

Asher'and Oden's (1976) interpretation of performance on the 

word-pair task, that is that cornparison is unrelated to role 

taking or that it developed after the child loses his/her 

egocentrism. 
o 

In conclusion, the two tasks were related to each other 

but one was not dependent on the other. This offers sorne 

support to the earlier suggestion that comparison and role 

taking require different forms of decentration, nonsocial and 

social respectively, and that since the two tasks were equally 

difficuIt, perhaps the coordination of two or more different 

elernents 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 cornplex behaviour, narnely communication. 

: 
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STUDY J. COMPARISON AND ROLE TAKING AS PREREQUISITES 

FOR'REFERENTIAL COMMUNICATION 

Two of the main objectives of this thesis were ta study 

the variables underlying role-taking deveIoprnent and to test 

the notion that role taking is central to the development of 

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

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 cornparison, and then by exarnining 

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 abili tie s underlying role taking. For example, 'if role 

taking and comparison were highly correlated, this would sug-

gest that decentering from the self is the sarne as decentering 

from a referent. On the other hand, role taking, by involving 

the self and social.)others, rnay require more than the basic 

cogni tive decentration found in comparison tasks or in conser-

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

nonegocentrism theory of role taking suggest that this involve-

--
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ment of the self makes role taking a more difficul t task than 

otherwise remparable cogni ti ve tasks. 

The ~eiation between comparison and role taking was first 

examined in Study 2. Using a role-taking task which had been 

designed to fulfili the three-component defini tion and a word­

pair comparison task, Study 2 concluded that there was sorne 

overlap in the abili ties required by the two tasks, but that 

one task did not follow the other in development. Neither role . 
taking nor comparison totally incorporated the skills of the 

other but each invol ved something more than the other. Thus, 

the notion that role taking involves cognitive decentration 

plus sorne addi tional abili ty related to the self was not sup-

ported in Study, 2; otherwise the performance on the word-pair 

task, as a measure of nonsoc ial dec entra tion, wouid. have been . . 
acquired before role taking. 

A problem with Study 2, and with aIl previous attempts 

to relate role taking to other measures of cognitive decentra­

tien such as conservation and creativity (Rubin, 1973; Shantz, 

Note 1), renders these earlier conclusions tentative. The 

preblem is that none of these decentration tasks was comparable 

ta role takingj they therefore included ex~raneous variables. 

For example, the word-pair task developed lJy Cohen and Klein 

(1968) and u!]pd in ~)tudy 2 dif'fered greatly in content from the 

role-takinr; tar;k. 'rhiu makes it difficult to lnterpret the 

resul ts of their correlation and developmental ordering. 

, 
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Speci1'ically, the role-taking task used in Study 2 invalved 

emotionally charged stimuli whereas the comparison task used 

stimuli tha t were more neutral and more verbal in nature. In 

addi tian this word-pair task measuroo comparison in a social 

context and thus was not strictly a measure of camparison alone. 

The present study was de signed ta te st in a more controlled and 

systematic way the relation of role taking to comparison. 

In Study J therefore, a more strictly cogni ti ve compari son 

task was designed in order to study i ts relation to role taking. 

Several conditions had ta be kept in mind as comparison was 

operationalized so that i t could be campared ta raIe taking 

adequatelYI First, the distinction between nonsocial decentra-

tion and social decentratian, that is, centration versus 

egocentrism, had ta differentiate clearly the twa tasks. Sec-

and, to ensure that the tasks W8re comparable in aIl regards 

excepting the process being assessed, the tasks were designed 

to be as similar as possi ble in terms of the type of stimuli 

and re cponse measure usen. Finally, the tasks and response 

measures hall ta eliminate any reliance on verbal skills or 

memory so tha t chi Idren' s responsc s would reflec t the lr compari-

son and role-taking aoi11 tir.s rather than these othcr abili ties. 

To comply wi th the aoove r(}Gtriction~--; in trH' design of 

the tasks, T decided to use a percep tua) ra) e-to..k i ne; task 

rather than the affective one u~ed in Study 2. The stimuli in 

a perceptual role- taking task are more easily adaptable ta 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 

frorn that study suggested sorne degree of generaIizability 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 raIe taking 

involved something more difficuit. 

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 earlier, requires a speaker to deliver to a listener 
~ 

a message that will direct the particular listener's attention 

to one specifie 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 sure that one i8 addressing someone cIse and 

not one self, the 0 Lher person must be unlike the self. The 

latter component therefore hichlichts the skills involved in 

role taking. Decause of the slmilarities beLwcen these refer­

ential communication c'omponents and different aspec ts 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 ernpirically 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 bath necessary and perhaps sufficient for 

the success of this more complex social behaviour, or whether 

only one is necessary and sufficient. 

To determine the importance of bath raIe taking and 

comparison to referential communication, aIl three tasks were 

administered to children in the present study. l decided ta 

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 

inadequa te. The Gluck sberg et al. (1966) Stack the Blocks 

task emphasizes perhaps the speaker-listener distinction but 

definitely not the referent-nonreferent differentiation. The 

other task, the Rosenberg and Cohen (1966) word-pair task, 

emphauize s the referent-nonr'efer('nt di stine tion bu t not the 

differentl a tion lw twceT) Uw ;;poaker and Ij ~tener. The task 

used in thi:; ~Ludy met, llOth T't'qui rements of referential 

communi ca tj on. 1 n add i L"t on, the task was made as similar as 

possible in cuntent to the comparison and rolc-taking tasks to 

ensure that any commonalities or differences were due to the 

1 
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Thus, i~ .the--..present study sUbjects from grades two and 

five received a comparison task, a role-taking task, and a 

ref'erential communication task, each designed to meet the 

conceptual definition of that process. The following hypothe-
. 

ses were made in thi s study 1 First, there would be a develop-

mental increase in performance on aIl three tasks. Second, 

based on the resul ts of Study 2, i t 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 acquisi tion, i t was predicted that 

comparison would develop before raIe taking. These results 

would provide support for the idea that comparison involves 

( cogni ti ve decentration and that role taking invol ve s thi s form 

of decentration in addition to a more difficul t abili ty, namely 

social decentration. Alternate results would suggest the 

following 1 if role taking and compari son were rela ted to one 

another but one did not develop before the other, then this 

would suggest that, as in Study 2, even with a solely cognitive 

comparison task, decentering from the self i s not more di ffi-

cul t than decentering from a referent. This wauld imply that 

the tira forms of dccentration, al though f:d.milar, are not iden-

tical but that nei thcr ls dependent upon the other. If results 

showed tha t the two tasks were rela ted but comparison developed 

after role taking, then one might conclude that social 
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decentration is easier than decentering fram 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 pa ths. The third hypothe-

sis concerned the relation of comparison and role taking to 

referential communication. The order of development of 

camparison, role taking, and referential communication would be 

used to infe.v the necessity and sufficiency oi' comparison ànd 

role taking for referential communication. The particular 

hypothesis was that cornparison and role taking are both neces-

sary and suffici ent for referential communication, that i s, 

that referential communication would be mastered as soon as 

both comparison and role tflking had been acquired. Consequent­

ly, the predicted order of developrnent was cornparison and then 

both role taking 'and referential communication simul taneously. 

Method 

Sub,jects 

Fifteen 'second graders wi th an age range of 7 - 8 years 
, 

and 15 fifth graders wi th an age range of 10 - 12 years were 

tested. AlI came from lower-middle class families and. in 

addi tion to regular school, a ttended a part-tirne Greek school 
, 

where they were tested. Chi ldron were tested individually in 

Engli sh by an adul t male. 'l'he subj ects' partner in the role-

taking and referential communication tasks was an adul t female. 
" 

.. . 
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Both the experimenter and the listener were Greek but aIl 

pàrticipants were proficient in English. 

Experimental Tasks and Procedures 
f 

To make the comparison, role-taking, and referential 
. 

85 

, communication tâsks comparable, the nature of the stimuli and 

responses were common to aIl three. The stimuli consisted of 

various geometrical shapes (circles, squares, triangles) made 

of two layers of cardboard. ~hese stimuli varied in colour 

(eg., green, black~ red),' t~xture (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). These 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. 

AlI three tasks also required children to select rather 
,,1 

than generate clues. ThUs, any grade difference obtained would 

not reflect linguistic competence, nor developmental improve-
• 

men~s in the sampling process as discussed by Cohen and. Klein 

(1968). The clues consisted of words describing various 

attributes of the referent and nonreferent. Each ward was 

printed on a J x 5 in. (7.62 x 12.70 cm) index cardo The posi­

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

trial to trial. The comparison task and referential communi-

\ 

\ 
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cation task both involved nonsacial decentration in that 

subjects had to select clues tha t di scrimina ted refe.fénts from 

similar nonreferents, thereby shifting their attention from 
• 

referent to nonreferent with respect to a particular clue. The . 
role-taking task did not incorporate this,feature. Instead, 

the role-taking and referential communication tasks both 

~quired social decentration in that subjects were required to 

give clues to a listener wi th specifie perceptual needs, thereby . 
shit'ting their a tt~ntion from their own to the other' s infor-

mational needs. 

Ta test the generality of role taking, two different 

listener conditions were employed but in both cases the listen-

er was present and her perceptuâl needs were made salient. On 

halt' 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 t'rom examining the stimuli manually. The listener's 

condition was clearly described to the subject by the experi-

menter during the change in the listener condition. Each 

listener conditïon was run as a black; that is, for sorne sub­

jects all four blindfolded listener trials were conducted fi~st 
and for others all four tied-hands, or immobile listener trials 

were run first. 

Comparison test. The comparison task required subjects to 

1 

l , 
1 
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choose a word clue that would help them remember at a later 

time which of two stimuli was the critical one (referent). By , 

having th.e subject choose a clue :for himself/herself, nonsocial 

deqentration, that is, the need to compare the referent with the 

nonreferent on a particular dimension was assessed unconfounded i 
l 

by a social interaction. There were four simple and two i 

c~mplex trials; simple trials required subjects to consider 

onay one dime~sion, complex to consider two dimênsions. On 

each of the simple trials children were given two stimuli to 

handle and they were told which was the "right one" (referent). 

Th~ two stimuli in each pair were of the same shape but varied 

on ei ther the vi sua~ dimension (different cOlours), or tactile 

dimension (smooth-rough ~r iight-heavy). Three clues were pre-
, . 

sented"with each referent-nonreferent pair. After the childr.en 

read aloud each word, they were asked to choose a clue tha t 

would help them remember at a later time which was \he referent. 

Only one of the three clues was specifie to the referent; the 

other two described the .irrelevant dimension on that trial and 

th'e shape 0 f 'both stimuli. 

Exarnplel simple trial 

referent- a brown smooth square 

nonreferent- ~ blue srnooth square 

clues- brown, smooth, square 

. . 

'Î 
1 , 
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Example 1 c omplex trial -
referent- a green rough circle 

nonreferent- a green smooth circle 

nonreferent- a blac)c rough circle -.... -clues- green, rough, black" smooth 

1 
Childr~n using the comparison process.were expected to 

t select the clue "brown" as the only 'one exclusive to the refer­

ent in this simple trial. example. The correct clue on two oF 
the simple trials was a visual clue; on the other two trials 

i t ~as a' tactiie clue. .. 
Children were presented with three stimuli and four-clues 

on eachof the two complex trials.' The stimuli varied simul-
.. 

taneously on both the vis~al and tactile dimensions. Children 

were again told which was the referent and were asked to select 

as many clues as they needed to help them later identify 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 necessary. The child's score was 

the number of correct clues chosen on aIl six trials. 

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

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

other would u'se to describe a given abject. 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 chil~ren wore a blind~ 
1 

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 descri be this thing 

now that she cannat see (or canno~'use her hands)." 

\ 

Example. Blindfolded listener condi tion . 

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

light 

clues- red, blue, rough 

Example. Immobile listener condition 

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

heavy 

clues- smooth, heavy, 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 

vi~ual clue (yellow, in this example). The child's score was 

the number oÏ correct clues chosen out of four trials in each 

of the two listener conditions. 

Referential communication test. The referential ~mmuni-

cation ~ask re9uired subjects to select a word clue that would 
" 

" 
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help ei ther a blindf'olded or an immobile li stener 'identrf'y 

which of' two objects was the cT'itical one (referent). In this 

way the task operationalized both componen~s in the def'inition 
-of' ref'erential communication, the referent-nonreferent differ7 

entiation and the speakcr-listcner differêntiation. There were 

two blocks of four trials in thi s task, four trials wi th a 

blindfolded Iistener and four w). th an immobile listener. ( On 

each trial children were presented ~ith 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 

four clues, all "of which described the referent, but only,two 

of which (one visual and one tactile clue) were specifie ta 

the referent. They were instructed te select the ?lue that 
. 

would help the Iistener find the "right one" (referent) now 
, \ 

that she could".'Tlot see (or use her hands). 

Example 1 BIindfolded listener copdi tien 

referent- a blue and red square which is bath heavy and 

rough 

nonreferent- a blue and yellow square which is bath Iight and 

rough 

clues- blue, red, heavy, reugh 

• 

This task bath required children ta f~nd the clues specifie 
Il 
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to the re:ferent (red and heavy, in thi s example) and also to 

de:fine the dimension appropria te :for the li stener' (heavy, in 
~ 

this example). The 'child's score was the total number of 

correct clues out 0'i\. :-our trials chosen in each Iistener 

candi tion. l 
Design 

\ , 
Each subject perforrned aIl three tasks 1 a cornparlson, a 

role-taking, and a referential communication ta~. Thus, this 

study consi sted of one ·between-subjects factoi- of grade (gra~es 

2 and 5), and the two wi thin-subjects factors bf task (compari- III' 

son, raIe taking, and referential communication) and listener 

condi tion (blindfolded and immobile). 

tasks was randomized aèrass s,ubjects. 

The arder of the three 

As weIl, wfthin e~ch o~ 
the role':ftaking and referential comrnuni ca tian tasks, half the 

( . 
subjects were' assigned ta the bNndfolded listener condition 

first, the remaining half first received the immobile li~tener 

condi tian. 

.1 Results and Discussion 

Development of Comparison, Role Taking, and Referential 

C ommuni ca t ion 

The first hypotheses tested cancerned the developrnental 

nature of the three tasks rneasured in thi s ·study. Specifically, 

i t was predicted that cornparison, role taking, and referential 

cornmu~ication would aIl improve(with age. The nurnber of 
.. 
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correct clues selected by a cl1ild Qn each task was th~index 

of acc\lracy. 1 •• 

'1 
II 

The ffrst task analY~,ed was the comparison task. Because 

of problems wi th the data analysis (see Footnote 1), the scores 

for the second graders werf di~notamized and -children were 
1 

gi ven a score of 6 if their score was eq ual ta, or greater than 

J, and a score of' 2 if the3,r ~çore was le ss than J. A t-te st 
1 

for unequal variattces 'was -tlhen performed comparing the 

. .4' 
dichotomized data for the s~cond graders wlth the contlnuous 

,data for the fifth graders. Even wi th the second graders' data 

dichotomized so as to bias against the hypothesis, a signif'i­

caTit difference emerged between th"e)two groups, .1(14)= J.71: 

12. < • OS; fifth graders performed better on the, comparison task 

than second graders, wi th means 

).1. respectively. 

.:for the two .groups o~5. 3 

~ 

and 

These develapmental .data are consistent with ear1ier 

findings tha t comparison, as measured by the ward-pair tech'::' 

nique, irnproves markedly after second grade (Asher, 1976; 

Asher-& Parke, 1975; Cohen & Klein, 1968). 
< • 

In thIS study, 

however, the improvement of comparison with age was demonstrated 

wi thout thre confounding effects of the real or imagined 

presence of' ~ Iistener. Second graders in 'the present·study 

failed to compare their clues to both the referent and nonrefer-

ertt ta assess the relative associative strengths of the clues 

. . 1 . (' to each stimulus. Almost aIl fIfth grade chlldren theIr mean 

J 
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score was 5-) out of a possible 6.0 ) had both the cognitive 

capacityand an awareness of the need to make the necessary 

comparisons. 

To test whether role-taking performance improved wi th 

age, a 2 x 2 (grade x'listener condition) analysis of variance 

was performed. There were significant main effects for both 

grade, 1::(1,28)= 16.)2, Q (.01, and for listener conditio'n, 

F(1,28)= 20.02, ~ < .01. These main effects were qualified, 

however, by a significant grade x listener condi tion interac­

tion, since the listener condition was a repeated measure, 

Satterthwaite's degrees of freedam were used to test the pooled 

error t~rm (Winer, 1971) ~ revealing the significant interaction, 

F(1,45)= 11.57,,2< .01. Table 4 shows the pattern of means in 

this interaction . Breaking down thi s interac'tion into i ts 

simRle main effects showed that in the blindfolded listener 

condi tian fi:f'th graders were more accurate than second graders, 

F(1,45)= )1.99, l2. < .00.1. Ther~ were no grade differences in 

role-tak~ performance, however, in the immobile listener . 
condition. Further, second graders performed equally poorly 

in both' the blindfolded and immobile listener conditions; their 

mean performances in these two condi~ions of a possible total 

of 4.0 were 1.5 and 1.1 , respectively. Fifth graders, by 

contrast, performed significantly better in the blindfolded 

listener cond i tion compared tO\ the immobile listener condition, 

F(1,28)= 30.63, .12.< .001; their ~ean role-taking scqres for 
,i 
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Tablel 4 

Mean Number o:f Correct Trials for Second and Fifth Graders on .. 

the Role-Taking Task under Both Listèner Conditions . 
.. 

Grade List~ner Condition 

Blindfolded Immobile 

2 1.5 1.1 

5 ).6 0.7 

Note. The maximum scor~ is 4. 

• 

\ 
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\ 
these two conditions were ).6 and' 0.7 re specti vely. 

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 and also with the develop-

mental resul ts of previous studies in which sorne of the role­

taking components were measur~d (Fishbein et al., 1972; Gove & 

Keating, 1979; Kurdek & Rodgon, 1975). Fifth grader~ in this 

study successfully inferred the viewpoint of the blindfolded 

listener but not of tpe immobile listener. Two factors might 

explain this diffcrence in role-taking performance. First, the 

blindfold mlght hâve 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 

immediate, high1y visible stimulus pcrtaining to the listener's 

needs is still required for role taking. This explanation 

pl~ces a certain limitation 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 sorne perceptual learning is 

required in the s.pecific modali ty for which one is making the 

Inference. • 

The developmental 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 bath grade, F(1,28)~ 7.59, 
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J Table 5 

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

on the Referential COrrlmunication Task under 

Both List~ner Conditions 

Grade 

2 

5 

Listener Condi tion 

Blindfolded 

1.7 

2.9 

Immobile 

o. 9 

1.5 

Note. The maximum score i s 4. 

• 

• 
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u 

~< .05, and for listener conditipn, !(1,28)= 14.12, .12< .Ol. 

The twa-way interaction was nansignificant. Table 5 shows 

these means. Fifth graders per:formed signi:fican,tly better than 

second graders; of a possible total o:f 4.0 , fifth graders had 

a mean score o:f 2.2 whereàs second graders had a mean score 

of 1.3. Children in bath grades selected better clues for 

the blind.folded listener than for the immobile listener. Mean 

scores :for the blindfolded and immobile listener conditions 
. 

were ~.J and 1.2', respectively. 

Thi s developmental trend evident on the referential 

communica tian task i s consi stent wi th that :found in the earliér 

studies (Asher,& Oden, 1976; Glucksoerg et al., 1966). Unlike 

these earlier studies, 'however,' the present task fulfilled the 

defini tion of referential communication by featuring bath the 
( 

1. 

re:ferent-nonreferent differentiation and thè speaker-listener 

differentiation requirements. Subjects had to compare referents 

wi th nonreferents in order to, select an appropriately discri­

minatIhg clue for a listener who differed from themselves in 

informational needs. 

Relation between Compariso", Role Taking, and Referential 
\., 

Communica tian 

Guttman scalogram analyses were used first ta test the 

hypothesis that comparison develops before role taking and 

second tha t the acqui si tion of both cornparison 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 ta have passed 

that task, were as followsl for the comparison task, at least 

three of the six trials, and for each listener condition in 

bo\h the role-taking and rëf~rential communication tasks, the 

criterion was at least three out of the four trials. Unfor-

tunately, it was not possible to set the comparison passing 

c~iterion at four out of six trials (Whie) would more closely 

approxirnate the 75% criterion of the other tasks) sinee data 

for tre second graders were split-at only the 3 score. One 

possible alternative, given -the way the data h~d been scored, 

was to set the passing criterion at rive out of six trials; 
) 

thisowould have required success on one of the two complex 

trials and therefore did not seem an appropriate criterion 

with which to judge comparison ability. Thus, the eriterion 

mentioned above was selected for the comparison task. Using 

these'criteria for the three tasks, the Guttman analysis for 

the blindfolded condition (see table 6) revealed a Guttman 
" 

scale with a coefficient of ieprodu~ibility ?f .87 indicating 
, . 

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

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

c. 

• 
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Table 6 

Frequency o~ Children Evidencing Success (+) and Failure (-) 

on the Com~arison, Role~Taking and Referential Communication 

Tasks in the Blindfolded Listenér Condition 

Response 
Patterns' 

l 

2 

J 

4 

Error 
Patterns 

5 

6 

7 

8 

Comparison 
1 

+ 

+ ," 

+ 

Role 
Taking 

,-
+ 

+ 

+ 

+ 

Referential 
Communication 

+ 

+ III 

.+ 

+ 

Frequency 

6 

5 

4 
'" 

1 

4 

0 

1 

Note. Co~f~icient of reproducibility = .87. CoefficIent of 

\ scalabili ty = .71 •. 

-." 

-; 

, 
1 , 
, 

\ 

f 
1 

... 

, 
1 !, 



( 

( 

100 

coefficient of scaIabiIity was .71 which indic~tes that the 

scale was also cumulative and unidimensional; that iB, prior 

skills are maintained when new ones are acquired and these 

earlier skills are always learned. before the latter. The 

analysis revealed that the order of the tasks from least to 

most difficul t was eomparison, role taking, and then re,ferential 

communication. Twenty-four of the )0 subjects showed this 

respons~ pattern. Since tasks were equated as much as possible 

on other task demands~ these data intlicate that the comparison 

process dèveloped earlier th art role taking. Further, 9 out of 

.' 14 'subjects who passed the referential communication did so 

having also passed the comparison and role-taking tasks. This 

supports the hypothesis that comparison deveIbps before role 

takîn~ and that both types of decentration are necessary for 

referential communication; nonsocial decentration in the form 

"of comparison i8 not sufficient without social decentration 

in the form of role taking. Since 4 subjects passed both 
. 

cornparison and role-taking tasks without also passing the 

referential communication tàsk, this suggests that though 

necessary~ these two processes are insufficient by themselves' 

to acco'unt for this morl? complex social behaviour. 

The scalogram analysis performed on the data for the 

immobile listener condition (sec table 7) yielded a "Guttman 
-

scale with a coefficient of rcproducibility of .89, and a 

coefficient of scalabi'lity of .55. Although overall fewer 

• 
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Table 7 

Frequency of Children Evidencing S,uccess (+) and Pailure (-) 

on the qomparison, Role Taking and Referential Communication. 

Tasks in the Immobile Listener Condition 

Response Comparison Role Ref'erential Frequency 
Patterns Taking Communication 

/' 
1 ... 10 

2 + .. '12 
1 

J + +. 1 

4 + + + 2 

Error 
Pattetns Il 

5 +- 2 

6 + 0 

7 +' + J 

8 + + 0 '. 

. 
Note. Coefficient of reproùucibili~y = .89. 

scalability = .55. 

Coefficient of 

! • 
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subjects passed these tasks compared to the blindfolded listener 

condition, the developmental sequence ?f the three skills was 

the ~amel comparison, then role taking, and finally referential 

communication. Twenty-five out of )0 sUbjec\s 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) as weIl 

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 t&sks existedl 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 ~ to shift 

attention from one object to another to consider both. Eecause 

role taking develops after comparison, sorne skill beyond the 

cognitive dccentration mcasured in the comparison Lask is 

required for raIt; takin€::. These data support the prcvious 

contention thaL noncgaccntrism warranLs scparatc treatment 

from nonso~ia] dvc~ntratjon, perhaps because of the salience 

of the self. 'rh i::; issue ('will be di scussed a t length in the 

generai 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, sUl3cestine; either that sorne other as yet unnamed 

ability i8 also an intucral component of referential communica-

tion, or that llcf;ide,; h,W1 nr: cornparison and role-taking 

abilities ohe must alsa be able Lo integrate thasa processes, 

or more precisely, ta intecrate the Qorpitive requirr.;ments 

of' these proces~;eé~ ln arder ta use them simultanpously in a 

referential communication task. This latter posslbil1ty seems 

very likely when one consicterl"> ar;ain the dcfini tion of referen-

tial communication; that 15, the idcnLUïcation o:f a clue that 

discrimjnate,; the rrfcrent from simllar nonreferents for a 

parti culaI' li :;ten(l!r. Two rule s, cach ~;p('cl fying di fferent 

\ requiremcnL!] 0:1' a r:;ood clue rnur;t be Lntcgrated :for success on 

reÎerential communicat10n. lf the two l'equjrements are 

integra ted ,-~equcnti ally, t.hen the proce 38 j~:; very slow; if they 

are simui tancou~;ly integea ted lhen rel'erential communication 

is faster and more se]cctive. 'ro be ah] e to select a clue 

while at the ::,w.rne tirno ùeing aware 01' one' s listencr implies 

that one has lhe uùility la inteBrate the requircments of.both 

comparison and l'ole tak~n~. 

study 4 was dcsi~ncd in part to test this proposition 

that intor;ration, lhe ability ta interrelate differentiated 

concepts, i s importan t for rcfcrentia'l communicati on. In 

addition, Study 4 sought to measure directly the role of 

" 
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decentration in both comparison apd role taking. To this 

point, decentration has been considered a major process under­

lying comparison and role iJaking, based in part on the dêfini-

tions of these skills and ln part on the finding that the two 

are correlated 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 cbmparison and role taking, respectively, and 

their combined importance to referential communication. 

" 

1 
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STUDY 41 THE IMPORTANCE ,,~F DECENTRATION AND INTEGRATION 

TO ROLE TAKING AND THEIR RETJATION TO COMPARISON 

AND TO REFEREN'l'IAIJ COJVI]VJUNI CA'T'ION 

Study 4 was designed to stre~gthen and expand what was 

demonstrated in the previous studies regarding aIl three aims 

ôf this research. Thus, in addition to assessing age-related 

changes. the effects of decentration and integration on role-

taking were examlned. F'inally, the relation of role taking and 

comparison Lo rcforcntial communication was studied in terms of 

their bein~ similarly affecLod by the underlylng nbilities of . , . 

decentra t..1 on and intogra ti on. A more detailed di scussion of 

how the so three ~ürnf3 were addre sscd in thi s study will be 

presented in turn. 

With rCGpoct tn agr-related changes in role taking, 

Studies 1, 2, and J demonstrated that role taking begins to 

develop in children around 6 years of age and continues 

throughout rniddle childhood with sorne children reaching pro-

ficiency lly ag(; 11. 'l'his (::;tudy soU{~ht tp replicate these 

developmental "l'indings and then to pxplain them in terms of 

the developrnent of underlying abilities. 

Wi th respec l to th1 G second ;:dm of' iclentifying and examin-

ing abilities jrnportant to rolc-taklng development J th~s 

research has thus far studied the importance ta role taking 

of decentration, that i8, the ability to consider and coordi-
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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 ,;howing that compari~;on was a prerequisite 

for role taking. One explanation i8 that comparisbn may be 

a necessary but insufflcient skill for role taking because 

besides cognitive deccntration, one must further master nonego-

centrisrn in order to role take. The relation to l'ole taking 

of decentration as an ability has bcen found not only using 

comparison as a measure of co(';nitive dcccntration, but also 

\A{ith tests of conservation (Feffer & Gourc>vitch, 1960; Rubin, 

1973), and of creativity (Shantz, Note 1). Decerrtration has 

also been regarded as an abili~y which can be traincd. Cox 

(1977), for examplc, uRed a traininG procedure durinG which 

children werc confronted with the o\her's visual perspective 

of an array while they still held thej r own perspcc ti ve; tha t 

i8, while obscrving an array SUl)j(~ctf; wcrr> Lold or chown a 

picture of what the> 0 UlfT (~ü1l1c1 ~;(>c. H('p(~a Led practice wi th 

a ttending to bo Lh perfJpCC Live f-; 'mJlroveci :;U11:;(;Q tH'n L 1'0 le taking. 

however, bu t al :;0 a~-; a proces" which can he 1'aci li t,éltcd by a 

situational manipulation. In the present ;;tudy, J ~;tudied 

decentratlon a,; éJ. prüC8S~; by d("Jjl~njn{: a ~,et ot' int3tructions 

to manipulatc decentration direct~y in a role-taking task. 

'\ 
( 
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1 

Defining decentration as the ability to shift attention from 

o~e object to another and to integrate these differentiated 

objects, the present decentration manipulation involved direct-

ing children's attention equal~y 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 i8 in keeping with Piaget'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 incapable 

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 possibilities Jead ta 1'ole-takine; e1'rors; 

the concern here in with the bacis of these errors. Consequent-

ly in the present study children's role-taking abilities were 

assessed under two conditions: The first wa3 the usual situa-

tian whcrcjn the ~~l'l]'éJ p('r~;p(;ctlve jr; madf> saJient. 'rhe second 

condition drew children':; aLtc~ntion cqually to the self's and 

other's orientations ln the role-taklne task. If children 

failed to l'ole take undor bath theue inst1'ucLional sets then 

their pOOl' performance could be attrihuted ta a lack of the 

cognitive ability to attend to two stimuli. If children's 

performance was siGnificantly improved, howcvcr, by directing. 

thei~ attention also to the stimulus not usually salient, then 

\, 
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their usua+ 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 irnpeded after it has been 

acquired. Alternatively, it might be seen as an ability which 

is acquired or ma.stered gradually and which during i ts develoP-: 

ment is used perhaps reluctantly unless facilitated. One of 

the aims of this study therefore was to determine whether 

" 

decentration could betler be understood and explained either 

strictly as an ability or as a gradually developing ability 
1:. 

that perhaps initially needs facilitating circumstances to be 

used. This knowled~e would provide insight not only into the 

nature and the developmEnt of decentration but also how -

decentratlon rnanifests itself in social (role-taking) si~uations . 

In addition lo decentration, this study examined another 

ability a180 hypothesized to underlie l'ole taking, namell 

integration. This was discussed earlier as a part of the second 

romponent of ro1e taking, the coordination of mental elements, 

but one tl1at could be rnea"ured independently of decentration. 

To Werner (Langer, 1970) the func-tion of integration i s tha t 

it allows one to see differontiated elements in terms of a 

part-whol e ,; truc ture; tha t i s, one c an consider not only each 

differpnt part 0 [ the !Jy n tem but also how aIl the se element s 

interrelatr> to form a whole. 1n a roJc-laking ,;ituation, the 

subjec L and the other pen;on hold dlfferent perspectives toward 

the saine ovent; thi s abili ty to interrelate concep"ts, or to 

,. 
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perce ive compatibility among different concepts (Morse & 

Gergen, 1970), may be 'necessary for raIe taking if simu~taneity 

is essential to consider the self's and other's perspectives. 

Various operatianal measures of integration have been 

used with children and adults. For example, when children's 

descriptions of others shift from concrete ta abstract terms, 

this has been taken as an index of integration since ta use an 

abstract descriptor, presumably they have seen the compatibility 

or commonalities among different pieees of physical and behav-

ioural evidence (Scarlett et al., 1971). Scott (1974) has 

used four measures of integration in adults, each of which 

attemp~s ta dcmonstrate how subjects use a single principle 

to organize many clements within a particular domain. The 
1 

operational measure df 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 hirnself/herself; the more 

compatibility a person sees amonE these different aspects, the 
" 

more integrated iG thaL pcrson's self-concept. Although used 

ta test integration of the self-concept, this task can be 

madified and applied to any ather target. Ta experience 

different qualitjes of oneself or of any other target as belng V , 

compatible implies that one has formcd sorne higher cognitive 

structure which can incorporate these differentiated qualities. 

',j 
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In this respect, this measure most closely captures the essence 

of the simultaneity of perspectives being studied here. There­

fore, i t is hypothesized here that integration will increase 

with age and, more importantly, that it will be significantly 

related ta role taking. 

With respect ta the third aim, determining the status of 

role taking in other social-cognitive behaviours, this research 

has examined refererttiai communication in terms of the way it 

incorporated both role taking and comparison. The purpose of 

examining these two skilis 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 betwcen raIe 

taking and referential communication. Referential communication 

was first introduced in this research ln Study 3 in which both 

comparison and role takjne; were found to be necessary but 

insufficient skills for re:ferential communication. 'l'he present 

study extcn<led thrse :fi ndings by directly cxarni nine; the rala ... 

tian to refercntial communlcation of the abilitics underlying 

role taking é\nd companf~on. n8.rncly dece.nLr"aLinn and integra­

tian. Thur; i t. Wh" ponsi bIc Lo Dlcacurp the impact upon referen­

tial communlcatjon of nonr~oclal and ~;ocial decentration. 

Regardinr, the ro1e o:f lntqr,ra:Llon in referenLial communication, 

it is suggested that thls 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 referential communication; 

it was proposed that the further ability to integrate the 

requirements of these two skills might be important for refer-

ential communication. This hypothesis, that integration was 

related ta referential communication, was empirically tested 

in this study. 

Thus, this study attempted ta provide information regard-

ing aIl three aims of this thesisl First, the age-related 

changes in role taking wcre examined in children from 6 to 11 

years of age. Second, the importance of bath decentration and 

integration were examined in terms of their ability ta account 

for role-taking development. Third, the status of role taking 

in explaining social behaviour was examined by looking at the 

relation of raIe 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 

tirst and second graders were treated as a single group, as 

were the ïourth and fiJth graders. The mean ages for the two 

groups warc as f'ollown' Gl/2 haq a mean age of 7.2 years and a 

range from 6 - 8 years; G4/5 had a mean age of 10.2 years and a 
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. ; ... 
range ,from 9 - 11 years. Approximately 14 of the children 

were Chinese, 8 were Greek, 7 were White, and the remaining 

3 had other ethnic origins. The children attended an 

English-speaking school in a lower to middle tlass area'of a 

large city. Children were te sted indi vidually in one '25-minute 

session in an empty classroom by a White female adulte 

Experimental Tasks and Procedures 

~. 
AlI children received the. fo~lowing tasks& two fprms each 

" . 
of a comparison. role-taking, and referential communication 

task and an integration task. AlI subjects received ,the 

comparison. role-taking. and referential communication tasks 

first but the order of th~se three tasks was randomized across • 

subjects. Within each of'these -three tasks aIl subjects 

received the "C~tering" instructlonal set before receiving 

the "Decentering" instructional set. AlI subjects then 

received the integration task. 

The stimuli for the comparison, role-taking. and refere~­

tial communication tasks were si'milar in design to those used 

in Study 3. For al~ three tasks, subjects' choices of clues 
l, I~ 
were recorded. There were four trials on each task and sub-

--
jects' number of correct clues out of four was their score for , . 

each task. Two blindfolded dolls'wére u~ed as the partners 
" or listeners in the role-taking and re'ferential communication 

tasks . 

. Comparison tests .. Stimuli consisted of pairs of geometri-
\ 

,\ /' 

. , ' .. 

Q-
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cally":' shaped objects which on h:;tlf the tri,als diff~red in 

, colour and on the remaining tria,ls differed in texture (rough­

smooth). Children selected ~rom three printed clues placed in 

front of them the clue tha,t would help them remember the 

referent. AlI three clues described the referent but only one' 

of these reliably discriminated it from the nonreferent. The 

correct clue on half the trials referred ta the referent's. 

colour; on the other half, ta its texture. 

This task was administered under the following two instruc­

tional sets, each of which consisted 'of four trialsi 

1) Comparison-Centering. This task was given under the usual 

condi tions of drawing subjects' attention to the, referent. , , 

Subjects were given two objects ta look at and handle. The 

experimenter then placed the two objècts upon an 8, in. x 5 in'. 

1 

" 1 

1 
1 

-, ,! 

, 
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(20.) cm x 12.7 cm) cardboard -rectangle diviq.ed, into halves. l 
The outline around one half was painted: purple. The referent \' 

"right one" was plac~d into this purple box 'and the nonreferent 

was placed on the other side. Subjects were told to remember 

the right o~e and were-then asked to ind'icate which'object had 
..... ' , 

be.en designated the iight one. AlI subjects c9rre'ct;Ly chose 

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

asked ta choose the clue ta help him(her rem~mber tne right one. 

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

other two trials it was a texture. 2) Comparison-D€centering. 

This task was inténded to draw subjects' attention equally to 

" 

l 
. ,t 

1 , 
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. 
the referent and nonreferent.' The cardboard rectang+e was 

turned over, revealing an o,range box surrounding one 0+ the 

halves. Subjects were ~i,en two stimuli. As the.experimen~er 

1 placed them on the cardboard, she said, "The Ohe that goes in .' ~ 

the orange box is the wrong one,' l want you to remember the 

right one. l don't want you' ta remember the wrong one. Which 
, 

is the right one?" AlI subjects ·correctly identi:fiecr the 

referent. When subjects were given the threeclues they were 

told, "Choose a clue that will help you to remember th~ right 

one. Don 1 t remember 1 the wrong Q,ne. Il The correct clue" was a 

colour on two trials: for the other two trials the correct clue 

was a texture. 

Role-taking tèsts. The stimuli were similar to ,those used 

in Study J in the blindfolded li stener condition. Eac·h stimu­
'Ii. 

lus was painted two colours and was either rough ?r. smooth in 

texture. The three clues referred to the two colours and to, 

the texture of the stimulus; thus,'the correct clue was the 

texture. 

Xhis task was given under twa sets" of instruétionsI the 

:first highlighted the subjects ' perceptual abilities;, the 

second set highlighted both the subjects ' sight and the other's 

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

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

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

• chifd. The doll's eyes had been completely éovered. The dol! 

CI 
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was introduced and subjects were asked to pretend the doll was 

a real person. Subjects were gi ven a stimulus and were told to 
. 

"havè a look a t i t. Il The three clues were placed in front of 

them. The cxperimenter said, "Gan you see them OK? You look 

at, the three clues and pick the clue that Holly would use to " 

de scribe this thing." Bef'ore subjects responded they were 

quizzed to ensure they understood that the clue was for Holly; 

aIl subjects responded appropriately,. 2) Role Taking-Decenter­

/ ing. The Holly Hobby doll was put out of sight and a new l-ft • 
't1 

{.3 m} high doll was introduced as Susan. Subjects were asked 

to pretend this doll wa~ The experirnenter th en said, 

,''l'm going to putthis blindfold on Susan so she can·t see. 

Can you se e wha t' s happening to her? . 'There, now l' ve covered 

~p her eyes so she can't see anything." SUbjects,were given 

an o,bject "to have a look at." Placing the three 'clues down, 
4 . 

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

·that Susan would use.to· describe this thing now that she cannot 

see." When asked, aIl pubjects respontled correctly that 'the 

clue would be for Susan. 
, .J , 

Referential communication tests. These tasks involved the 

subject sending a message aboue a specifie referent to a 

listener with restrictcd perception. The stimuli werc pairs of 

same-shaped objects, one of which was rough, the other smooth. 

Each object was painted two colours; one coloùlr was cornmon to 

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

" 
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pbjects. Four clues aIl describing the referent were gîven'to 

subjects. These four clues described the colour common to both 

objects, the colour that was unique to the referont, the shape 
\" 

cornrnon to both objects, and the texture of the reforent. 

_The two instructional sets undcr which this task was given 

each consisted of four trials~ The two conditions differ~d in 

that the Îirst emphasized the reÎerent and the subjects' ability 

to see, whereas the second placèd equal e.mphasi s on both 

reÎerent and nonreferent and on the subjects' sight and the 

listener's lack of sight. 1) Referential Communicatiqn­

Centering. The Hol,ly doll wearing the blindfold was seated 
, . 

near the s'ubject and he/she was asked to pretend the doll was 

real. The cardboard with the purple box was introduced. Sub-

jecis were handed two objects. The experimenter said, "Can 

you see thern OK?" Placing the objects on the cardboard, élhe 

tl1en said, "Th,e one tha t goe s in the purple box i s the right 

one. Which is the right one? (AlI 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 éLnd pick the clue that w:i.ll help Holly find the, 

righ t one." AlI su bj PC t~~ rc ;;pond od corr8e Lly, when asked, tha t 

they wcre ChOO~Ü1) the clue 10r Holly. 2) R()fcr(mtial .communi- \ 

cation-Deccnt0ri ng. 'T'h0 Holly doll wa,; n?movpù anù the eard-
. 

board wi th the orange llOX wac placcd" on the table. The Susan 

doll was, introdUC). and subjects were asked to pretend she was 
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" a real person. While putting a brightly-coloured blindfoId 

over the doll' s eyes ,. the experimenter said, "1 'm going to put 

this blindfo~d on Susan sa she can't see. Can you see what's 

happening to her? l've covered up her eyes so she can't see 

anything. " Subj ec ts were gi ven two obj ects. The experimen ter 

then said, "Can you see thom OK? The one Lhat goes in the 

orange box is the wrong one. Which is the right one? (AlI 

subjects pointed to the rf;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 cannat see. Don't let her guess 

the wrong one. Help her fïnd the right one, no t the wrong one. Il , 

AlI subjects replied correctly that the clue was for Susan. 

Integra tion te st. ' 'rhc i ntegra tian task measured the 

degree ta which subjects perceived positive and negative 

~ttributes to be compatible. The task first required subjects 

ta select four self-descriptive items from each of four lists 

cantaining positive adjectives (eg .• happy), negative adjectives 

(eg .• angr~), 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 sulJjects respondcd by saying "yes" 

ol:' "no" as to whe ther that item appl ied Lo th\?m. 

The next step was ta acquaint subjects with the response 

rneasure. A 14 in. US. 6 cm) cardboard . Hard-Easy' scale 

containing seven circles was placed on the table and the 

'-J 
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meaning of the seven circles was explained. From left to right 

, these circle s corysi sted of three blue circles progressi vely 

decreasing in diameter, a fourth circle whi ch was the smalle st 

and which wa s painted half blue and half yc) low, and then three 

yellow circlcs proeressively increasing in diameLer. Subjects 

were told the yellow circJes meant somothing was easy and the 

bIde circles meant something was hard or difficult. The words 

1 Easy 1 and 'Hard' were pl' illted in large Ietters under the 

appropriate c irc1e s. Subj oct s were told, "Thi s li ttie yellow 

one means a li ttle bit easy. This [next] one means pretty 

easy. And this big yellow one means really easy. This little 

blue one moans a little bjt hard. This [next] one means pretty 

hard. And thi s big blue one meallS re~lly h-ard. This (fourth] 

circie i s yellow and blue. l t rncans a 11i t easy and a bi t hard; 
l, 
'1 

i t 1 S right in the middIe." Subjccts were thon asked -to indicate 

by pointing to one of the circles how easy or how hard it was 

for various pairs of descriptive clauses ta describe the same 

person. 

Subjects thon received two practice trials during which 

the experimenter ensured subjects grasped the rcquirements of 

the task. They were rominded of the instructions und were theA 

g:l'ven eight trials 1n 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 pail?ings consisted of two pai~ings each 

. ! 
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oi' a positive and negative adjectivè, a posi trve adjective ,and 

a negative behaviour, a negative adjective and a positive 

behaviour, and a positive and negative behaviour. The number 

of ~he circle ~)ubjects pointed to (1 meaning ha rd and 7 meaning 

easy) otO\ShOW how hard or eacy thcy thought i t wacs for each ", 

pair of items to describe the same persan, was recorded. Each 

subject's total score for aIl eight trials was used as the 

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

ResuJ, ts and Discussion 

The resul ts of this study will be presented i'TI the follow-

ing ord'e~ 1 First, the da ta pertaining ta the effect s of grade 

on comparisan. role talüng, and refcrential communication will 

be discussed. Second, the ordering round among comparison, 

role taking, and referential communication will be presented. 

Third, the effeets 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 

Communica tian 

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 firth 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 (Gl/2 vs G4/S), and instructional set 

(Centering vs Decentering)j this latter variable was a repeated 

measure. The means Îrom these three two-way analyses are 

presented in table 8. Bere l will discuss only the rcsul ts 

pertinent to e;rade eïfects. , On the compari son task there was 

no significant main eïfect for grade, with means oï 2.8 and 

3.J for the younger and older grades, respcctively. There was 
11 

also no -grade x inst.Fuctional set interaction. A siJ:inificant 

grade eÎfect did emerge on Lhe role-taking task, however, 

E(1, JO) = 4.83, .Q < .05, wi th rneans ïor the younger and older 

grade s 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, 

E(1,30)= 16.81, 12.< .001, with means of 1.2 and 3.0 for the 

yàunger and older grades. Th~s grade effect did not interact 

with instructional set. 

Focusing on the Centering condition'in the present stuciy 

(see table 8), these data provide a'partial replication of the 

developmental results of the previous study' both role-taking 

and referential communication perïormanc e lmproved wi th age. 

Unlike t~e previous study, this study found no significant 

developmental increasc on the c9mparison task, although the 
<". 

direction oï the rueans is consistent with the hypothesis. 

Group'means indicate that this failure to detect a significant 

1 
1 
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Table 8 

Mean Number of Correct Word Choices in the Three 

Grade x Instructional Set Interactions 

Task Instructions Grade 

1/2 4/5 Mean 

Centering 2.8 ).0 2.9 

Comparison Decentering 2.9 ).6 ).3 

Mean 2.8 3.) 

Centering 2.5 3.6 J.1 

( 
RQle Taking Decentering 2.6 3.6 ).1 .. 

Mean 2.5 3.6 

. 
Cèntering 0.9 ' 2.7 1.8 

Referential Decentering 1.5 3·3 2.4 

Communication Mean 1.2 3.0 

Note. The maximum score is 4. 
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developmental effeet was not due to-a ceiling effect being 

obtained on this task. Rather, compared ta their counterparts 

in Study J, the children 1n the yaungcr samplc here seemed to' 

perform a li tUe bettct' on the campari f,on tafjk whcreas the 

older ch"i1drcm here ~3ec'mcd to peri'orrn a li ttle wonw. It is' 

unclear why thi;, é;hould bc 80 buL i t doc s i rnply tha t in the se 

younger children the dccenterine ability hypothcsized to under-

,1ie comparison wns weIl developed. 

Relations among Comparison, Role Taking, and Referential 

Communication 

The next step in the data analyses was ta determine whether 

the results of Study J were replicated insofar as the ordering 

among the three tasks was concerned. Guttman scaloE,ram analyses 

were performed ta test th~ hypothesis that comparison would 

precede role taking which would precede refercntial cOMnunica-

.tion. Two scalograms were pcrformed, one on the Centering 

instructional sets of the tasks since this represents the task 

situation similar ta Study J, and the other on the Decentering 

instructional task sets for further corroooration. The same 

passing criterion of thrce out of four correct trials was used 

as in Study 3 for eaeh or the thl'cC ta:jk::;. 

Consiclc:ring fjrst the Ccntcr111g task sets, (see table 9) 

moderate supporL wa:; obtained for the hypo thesj s. The obtained 

coefficienL of reproducibiliLy was .AS indicating that this 

ordering of the tasks was moderately consistent across sub-
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Table 9 . 
Frequency of Children EvidJncing Success (+) and Failure (-) 

on the Comparison, Role-Taking and Referential' Conimuhfcation 

Response 
Patterns 

1 

2 

:3 

4 

Error 
Patterns 

5 

6 

;, 

Tasks in the Centering Condition 

Comparison 

+ 

+ 

+ 

+ 

Role 
Taking 

+ 

+ 

+ 

.:.. 

+ 

, Referential 
Communication 

+ 

+ 

+ 

+ 

Frequency 

4 

3 

9 

9 

4 

o 
o 

Note. Coefficient of reproducibility = .85· Coe'1'ficient of 

scalability = .53. 
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jects; that is, knowing a subjects scale score (how many tasks 

were passed) was a rela ti vely rel iable indi cator of which of 
~ 

the three tasks con-tri buted to hisjher scale Dcore. The 

coefficient oÏ scalabili ty was .53 indicati ng again both that 

the .orderirl[:; oï Lhe threo La~~k;; was compari. ,::;on, then role 

taking, and :fir18.11y. refcrenLial communication and that these 

abilities were moderately cumulative. Thi s sequence confirms 

what was found in Study :3 doopi te the higher passing criterion 

for the compari "on task. 

The Guttman Gcalogram analysis performed on the Decenter-

ing tasks (Gce table 10) served to strengthen the above find-

ings. The obtalned coef:fic'Ïent of reproducibili ty for the 

Decenter~nc; ta sk f.) wa s .90 and the cap .ffic1 ent of scala bili ty 

was .70. Sine e the Dec(~nte rine j nstruc ti on E3 were intended to 

maximize Gubjc;,cts' performance on thepe tasks, these results 

indicate tha"t the Dccentering manipulation did not change the 

order of Las1\: difficul ty but perhaps made the tasks less 

difficul t. 

The Role of Decentration in Comparison, Role Taking, and 

Referential Communi cation 

One 01' the mélin pUrpOfJeS of this study was to determine 

whether decen"tration ropresents an abiIlty which a child either 

possesses or doc" not, or a r;radually cmcrcing and strengthen-
• 

ing abili Ly which' can be facili tated or impeded. 'fhe data 

concerning the effects ob-tained under the two forms of task 

/ 
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Table 10 

Frequency of Children Evidenc ing Suc cess (+) and Failure (-) 

on the Comparison, Role-Taking and Referential Communication. 

. 
Response 
Patterns 

1 

2 

J~ 
4 

Error 
Patterns 

5 

6 

7 

8 

Tasks in the Decentering Condition 

Comparison 

+ 

+ 

+ 

Hole 
Taking 

+ 

+ 

+ 

+ 

Heferential 
Communica tion 

+ 

f 

+ 

+ 

+ 

Frequency 

o 
o ' 

2 

Note. Coefficient of reproducibility = .90. Coefficient of 

scalabili ty::: .70 . 

. -

1 

1 
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inst;uc~ionS- provided sorne evidence ,to support the former 

claim. The effect of instructiônal set was tested ~or each 

task in the three two-way analyses of 'variance, (see table 8). 

Resûl ts' showed that on the comparison task the mai'n effect for 

instructional. set was not significant, wi th rneans of 2. 9 and 

J.) for the Centering and Décéntering instructions: Thus, 

Decentering instructions did not improve children's cornparison 

scores to a significant degree', There were also no s'igrlifica~t 

effects for the decentration manipulation on the role-taking 
, ~ 

task .. Children performed at the same level regardl'ess of 

whether they r~ceived Centering or Decentering instructions, 

wi th means of J,land J. 1 , respecti vely, for the two f?ets of 

instructions. It will be recalled that nei ther graqe x 

instructional set interaction was significant. Therefore, even 

though a ceiling effect could account for the lack of instruc­

tion e!fect on the G4/5 c~ildren, it could not account for 
-

there being no effect on the Gl/2 ~ildren. The decentration 

manipulation was successful in significantly raising children's 

referential communication scores, F(l,JO)= 4.76, ~< .05. . -. , 
Children gave the listener poorer clues when they received 

". . 
Centering instructions than when the y received the Decentering 

instructions, with me ans for ~he two sets of instructions of 

~8 and 2. 4,' respecti vely. 
. ~ 

These data suggest that neither form of decentration as 

measu~ed by comparison or role-taking tasks can be facilitated 

• 

, ' 
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by instructiops.· It seems t~at dec~ntration is an abili'ty 

which may be trained (Cox, 1977) but which is not affected by 

temporarily drawing subjects' attention to two elements. 

Referential communication, however, can be faeilitated ~y 

instructions to attend to the referent and nonrefere~t as weIl • 
, • 1 

as to one's own and another's perceptuaï abilities.· This 

impl-ies that when both forms of décehtration must be used 

simultaneously, sUbjects perform below the level of their 
." 1 _ .. r . . 

abili ty , and sa performance' i s facili t'ated bY:,instruct.ions. ' 

Thus, it seems ~hat only the ability to integrate the two ,fo~s . " .... . . -
of decentration is impeded by C~ntering instructions or . , 

facilitated by Decentering instructions. This 'issue wiil be 

di~cussed in more depth -in, the general di~Qussion fOlIowi'ng' 

ihis study. .'. 

Development of. Integration and its Relation'to Comparison. 
l • 

Role Taking, and Referential Communication', 

The final step in the ,artaIysi~ was to 'exploré the relation 
, ' 

. 
of integration to comparison ~n? role taking as weIl as to 

, , 

referential communication .. As a preliminary 'step, the develop~ 

mental nature of integration it~e~ was tested sinee if it 

showed no change with ,age it'coul~ hârdl~. ~~ used to eXPIa~ 
developmental phenomenon., The hypothesis that younger children 

~ould have a Iower leyel of integration'th~n older children 

was tested -and anaIyse.d wi th a one-tailed.,1-test,' Resul ts . . 
supported the hypoth.esis; ·means for the younger and plder 

" ~ 
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groups were )1.0 and 34.9 , respectivel,y, 1(30)= 1.73, E< .05. 

Both the younger and older ehildren aCk'nowledged po si ti ve and 

negative aspects of themselves; the older children, howe~er, 

saw these qualities as be~ng more cornpatiblè than the young~r 

child~en. That is, older children were better able,to.integrate 
.., 

positive and negative eharaeteristies. 

Having shoWP'that lntegration itself was developmental 

in na1jure', l the!1 'a tte~Î>ted to find the E{xtent to which i t was 

related to the d~velopment of comparison, role taking, and 
, . . 

, referential communipation. ,To thls end, both zero~order'and 

partial'eorrelâtional analyses were perforrned on ,the, Centering , . 
" ' , . . 

~nsttuetion~l sets of the thre~ tasks. . ' . 
sig,nifieanc;.e"we'ré used sinee a posi tiye 

• J 

One-tailed tests of 
~ 

relation was predi.cted 
. . , 

b~~w~en ~ntégrati;n and each' of the three 'tasks . 
< ' 

'. , 
. Oonside~ing firsx the'comparison task, there was no 

1 ~' ~ , 

... ~ ~ ~ 1 

signif,icant relation 'betwe'en comparison and integration .. 
j 1 • ) • 

. r(JO)~ -;05. Thus, the hypothesis that integration might be 

related ·to cornparison failed to receive suppo~t in this studY. 

Th~ hypothesis,that integra~ion would be related to role 
1 " ' 

taking 'ree e i ~ed sUPPQ:rt frQm the. ,pre s,eDt~ ~~ ta. ' Fir.st.. the' 

, , 

" , 

correlation 'between role taking and iptegra t,ion" was significant, , 
\ . 

,'i()o)= .47, ~< .01. 'Since both rore taking and integration 

: ~also e6rrelated with age, however (~(30)~ .43, Q (.01, and 

r(30)=; .37, 12.< :05, respectively), age was partialled out as a 

variable and a flrst-order partial eorrelat~on was. the~ per-
. ~-._----------. 

" 

f 
, , , 
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,~ormed on the role-taking and integratipn data~ Even with the 

effects due to age removed, there was stil~ a significant 

correlation between role taking and integration, r(29)= .)8, 

]2.( .05. The cognitive skills involved in role taking to a 

certain extent overlap with'the skill required for perceiving 

compatibility among apparently contradictory self attributes. 

This ,suggests that an important cognitive skill in role taking 

is ~he ability to acknowledge sim~ltaneously contradictory 

perspectives. This notion will be discussed 'more fully later. 

Finally, the hypothesis that referential communication 

,~ would be related to integration was tested. A significant 

correlation was found betw'een these two variables, .r(JO)= .52, 

]2.'< .01, thus providing support for' the prediction. Because 

referential communication and integration were both signifi-' .~ 

, , 

, , 

èantly related to age (1:()0)= .53, :2." .01 and r(30)=' .37, 

]2. < .05, respectively) and to role taking (.r(30)= .49, :2.< .01 

and 1:()0)= .47, :2. < .01, respectively), the' effects of age and 

role taking were eliminated and a second-order partial 

correlation co'efficient was calculated. Hesults showed that 

even with the effects of both age and role taking removed, the 

relation between referential communication and integration 

remained significant, r(28)= .J?, .2 (.05. rphese data suggest 

tha t integra tian is rela ted to ro fc;ronti al communi cati on beyond 

its involvement in role taking. Thus, the two most difficult 

tasks here, role taking and referential communication, are 

• 

\ 
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related to integration. Role taking may require an integration 

of the seli's and the other's perspectives; referential 

communication may requirc this inte~ration of perspectives 

as weIl as an intccralion of the two forms of decentration: 

That referential communication correlates with this measure 

of intee;ration is consistent with my earlier argument that these 

two nonsocial and social processes are cqordinated simultaneous-

ly and not sequentially. Thus, as it takes sorne integrative 

, ability to consider two contradictory attributes simultaneous-

ly and say that they could both describe the same persan, it 

alsa takes an integrative ability ta 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 aIl 

three aims of this research. First, the finding that raIe 

taking is a developmental phenomenon was supported. Second, 

there was sorne support that social decentration was an impor-

tant abili ty for raIe taking and tha t thi s fonn differed from 

the nonsocial form used in compari [;on. Tt wa[] alfio found 

that intef,ratiCJn 1 [3 ana Lhor' alJl ]'1 ly r""]:-II.f'd to role taking. 

Finally, re{':;~l rd i n{~ tlw thj l'ri al m, mode; ra te flupport was found 

for Study J ln tcrm~; of the: d('v(' l oprnvn LaI sequence of 

comparison, then role takjn~, and thon rcferential communica-
r 

tian, ae;ain attesting 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 integrate was also related to referential communication 

development perhaps insofar as it is necessary to integrate 

the requirements of comparison and role taking in arder to \ 
succeed at referential communication. These issues and others f , . 
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 mindl First, l wanted to describe role-taking 

development using tasks that fulfilled a concise three-

component definition of l'ole taking. My second aim was to 

identify sorne of the variables that might oxplain or underlie 

role-taking development. Specifically, the raIes of decentra~ 

tion and integration were tested. Tho involvoment of decentra-

tion was studied first by looking at the relation of raIe 

taking ta a process that was comparable but nonsocial, namely 

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 children's 

attention on role taking and on related abilities. The other 

ability hypothesized to be related to role taking, namely 

Integration, was assessed and its importance to role taking and 

,other related abi li ties was measured. The third coal of the 

present rcsearctl was tG tpst f:mpirically the central sta tus 

of rolo takjnf~ in expLünjnc; othf'r fioci.al-cof,nitive behaviours 

such as refèrcnLial communicatjon. 1'0 th18 end, the relative 

importance to rcforon LiaI comrnuTl.i ca ti on of bath role taking 

and compari son was ,-; tuù i cd, there by prov iding information 

J 
regar,ding the contr i butions of' bo th soci al and nonsocial 

( 
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decentration to this more complex behaviour. In order to 

specify further the nature of the relation of these skills to 

communication, the variables proposed to underlie role-taking 

and comparison development, namely decentration and integrqtion, 

were examined as they also related ta ref'erential cdmmunica-

tian. The cbntribution 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 de~inition 

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 have 
1 
" 

been operationalized. Therefore, the fir~t step in this thesis' 

was to define a priori the components of raIe taking and 

subsequentIy devise tasks which met these requirements. 

Higgins'(1981) three-component definition of role taking 

involved an inference, the interrelation of at least two-mental 

elements, and the inhibition or control of the self's perspe6-

tive. The tasks designed for the four studies here aIl met 
• 

these criteria. 

l 

1 

1 
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With respect ta inferences, for example, the affective 

role-taking task used in Studies 1 and 2 required subjects ta 

go beyond the given information to respond that the experimen-

ter would have a certain emotional reaction to a particular 

object or activity( th~ 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 

) 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 listene; would a~d WOUld~O~ have. 

Both tasks alsa required subjects to in~errelate at least two 

mental elements, namely t~iewpoints. In the affective 

role~taking task of stu('es _1 an 2, for example, subjects had 

to consider someone else's feelin s toward events about which 
/ 

they themselves had very differe emotional reactions. Simi-

larly, the perceptual tasks requ'red a consideration of one's 

own and the other's different spa ial orientations (Study 1) 

and perceptual abilities (Studies ) and 4). Finally, in aIl 

tasks the perspectives of the subjects themselves were involved 

and were made salient. This was done by having subjects first 
~ 

make affective ra,Lings for themselves or l)y drawi ng attention 

to their OWll percer) Lual abili lie sand anly thon confronting 

them with the other's activity line-up or percepLual limita-

tions. In this way the third role-takinc requirement was also 

fulfilled; subjects had to control their own salient perspec~ 

" 
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tive to respond correctly on each task. 

As important as meeting role-taking task requirements is 

minirnizing the involvement of other skills or processes which 

are extraneous to role taking. When children fail role-taking 

tasks it is essential to be sure that their failure reflects 

their inability ta role take and not their failure to meet sorne 

other task demande Since role taking must be assessed within 

a specifie context such as a task setting, however, these other 

task dernands, relating less to the process of role taking than 

to its rneasurement, will necessarily be present. Since they 

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 sorne formaI knowledge might 

also be necessary for success on these tasks. It was sugges­

ted that the knowledge in this instance could be a familiarity 
1 

with spatial relations and the ability to rotate thern mentally. 

In addition, Study J revealed that subjects could better take 

the role of a blindfolded listener than of an immobile listener. 

Presurnably, the more past expcrjencc one has had with the state 

to be inferred, the casier will be the infcrence, that is, the 

first role-takinE camponent. Ta the extent that the mental 

rotation of abjects or the knowledge of otl1ers is lacking in a 

subject, role laking rnay suffer because of inaccurate 

inferences. 

, 

1 
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The important point here is that to sorne extent this 

problern of extraneous task dernands iG unavoidable sinee any 

context will bring certain other skilJs ta bear on the rneasure-

~rnent of role takinG. 

be rninirnlzed, however, 

'l'he influence of Lhese other skills can 

The first way ta reduce this problern 

is by beinE aware of the other skills or knowledge required in 

a given task and enGuring that the younr,est children tested 

have these skills 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 redubed as much as possible in the present studies, 

though as elsewhere, this remains a limitation. 

Minirnizing the involvernent of sktlls other than ro1e 

taking in the present tasks was accornplished by lirniting both 

linguistic and mernory demands upon subjects. This was done in 

studies 1 and 2 by using nonverbal response measures, such as 

pointing to pietures representing one's choice of affective 

reactions, or by reconstructlng the other's perspective rather 

than verbally describing it. In Studies 3 and l~ verbal produc-

tion dernands wrre reduced by usinr, one-word clueG, thereby 

requi rinG on 1 y ~3imJJlC' ward C omprche n~~j on élnd 1.'0 C agni tion. 

Finally, by worclill{~ ln~]truction0 jn aJl ta~;1\8 ln a very simple 

manner, the use of lingui~~Ljc 0kjJl~; WeU] furthor rninimized. 

The importance of memory skilJs was rrduced in the present 

tasks as well. For example, ln the affective role-taklng taSk 
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of Studies 1 and 2 the experimenter's line-up of activity or 

event cards was left intact during the sUbjects' role-taking 

judgments. During Studies 3 and 4 the listener was present 

throughout th~ ta~~s, thuG ensuring that subjects did not have 

to rely on thcir mcrnory of her perceptual limitations. 

HavinG met the a priori requirements of raIe taking and 

having roducod as much as possible the potential tha t any role­
l' 

taking failures would be attri1J1üable to other deficient 

abilitles not directly pertinent to raIe taking, one can be 1\ 
relatively confldent that the present studics are indeed 

measuring l'ole taklnE. Thcreforc, with these tasks more than 

with previous tasks whlch have falled ta rneet the role-takîng 

requirement f3 or to reducc 0 Lhcr tar;k dc'mands, one i s j n a 

'better position to addross the firet imporLant rolc-taking 

issue regarding the age at which role taking 10 acquired and 

the nature of the course of its development. 

In the present series of experlments the youngest age 

groups tcsted were first and second graders and the oldest 
, 

group te stcd was fj fth cradcrf:~. AlI four studic s indicated 

that roh:-Lakinc, performélTlce improved wlLh age acros:=; this age 

range. Hc{r,ard i ng thf' ow;ot 01' role taki ne;, :;ome children a t 

the youngcst élges LeGt~d fajled to show any indication that 

they could i nfcr [;omeone ('1 :;0' s di fi'ercn t pcrr;pecti ve, others 

had acquircd f~ome 1'010- takine; c;kil1s. and still othcrs had 

already acquired fu]l 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 eompletely egoeentrieally, 

that is, they attributed lhcir own affective reactions to the 

experimenter; 45.1% had acquircd nome roJe-takine skills; and 

the remaininf~ )2. J% of Lhe children re~;ponded complctely 

correc tly by accura teJ y i nl'crri ng Lh,_' pxpcrimpn Le r'e feelings 

toward vad our; aeti v i Li es. ;)j milarly Ül thc 0 Lher three 

studicr:;, the rnRjori ty al' iïrst and second {~radC'r~; rCf]ponded 

either cornpJctply ecocentrically.or with sorne deerec of role-

taking abili Ly. rrhus, in t(;rm~; of th!? a[~(' of onset of role 

taking, for Cl f(~w childr~n Lhi~; L3.kc:3 placc: befol'c; the age of 

6 or 7 but for the va~]L ITlilJori ty of chlldren the abili ty ta 

infer a diÏÏcrent Jlcr~;pective 18 just bc[sinnjnf, to develop 

around thcse ages and continues 1,0 devclop over the next few 

years. 
,; 

Even by fifth grade sorne children had not fully mastered 

role takin&. Rcferri ng again to the affective role-taking 

task in Study 1, althoueh 75.0% of the fifth graders accurately 

inferred the C'xpcrjrrwnLcr'~j view, the remainine; 25.0% of the 

Similarly j n Llw rem;) in i n/~ stud ies the firth c;rad (~rs a s a group 

never reached a celline lovel of role-takinr, performance. 

Thus, it would appc~r that in the majority of children l'ole 

taking begins ta appear around the age of 6 or 7 and is mastered 

by many but not aIl children by age 11. This finding is 
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support~d by many other 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 dcr;rce to which extraneous vad able s were control1ed 

(Chandler & Grecnspan, 1972; Cox, 1978; Flavell et al., 1968; 

Kurdek & Rodgon, 1975; Nigl & Fishbcin, 1974; Rubin, 1973; 

Urberg & DochcrLy, 1976), 

These data are incoDsistent, however, with those of other 

studies which claimed to have documented raIe taking in chi1-

dren much youneer Lhan 6 years of age. What these other 

studies have Ln cornmon wi th one another i8 that they did not 

require childrcn to make inferences allout the internaI dispo-

sitional qualities of another. Borke' G (1971) task, for 

example, could be performcd simply by projecting one's own 

feelings onto the other or on the hasis of social knowledge. 

This latter poss3biliLy was aino a crjticism against Zahn-Wax1er 

et al.'s (1977) gjfL-~election task wlth which it had appeared 

childrcn under 6 years of age could role takc. Another study 

(Masangkay, McCluf,ki'Y, McTntyre, Sim[~-Knight, Vaughn & Flavel1, 

. 197'-i-) c1aiminc: t.o clf:m()nsl.rat(~ perccptual role-taking skills in 

2- to 5-y()ar-oJ d ch1] tiren, îound that very young chi1dren knew 

tha t whcn another person i c; fac i ng in a different direction 

than they are, tIti S other persan i s laoking a t different things 

than they arc. As in the above studies, inferring the other's ~ 

psychological state is unnecessary to perform this task. Thus, 1 
t 

1 
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'it appearè 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 
-

easier skills than role taking. When role-taking tasks are 

faithful to the three-cornponènt definition, as in the present 

research, one finds that role taking begins to emerge,for most . 
children at approxima~ely 6 years of age. Having documented 

J) 

'the age of acquisition and course of role-taking development, 

the next issue to be addresse~ co?cerns the identificatio~ 

and examination of the abilities underlying the development 

of this skill. 

Abilities Underlying Role-Taking'Developmênt 

The. second goal of this thesis was to determine the , .. 
abilities that underlie role taking. Two abilities were 

1 

,examined in this regardl decentration and integration. Results 

'showed both abilities were important in the development of role 

taking. 

The question as to whether decentration, or the ability 

to deplny attention over several stimuli, is critical in the 

de~lopment of role taking was approached by two strategies 

in this the sis research. The first strategy in~olved Iooking 

~ at the relation between .the development of role taking and a 
, 

similar but strictIy cognitive ability, riamely comparison. The 

second strategy involved directly manipulating decentration by 
" 

dir~cting children'~ attention equally to the two element~ in 
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the role-taking situation that needed attention, the selr's 

and other's perspectives. 

Regarding the first strategy, on a conceptual level both 

comparison and role-ta~ing processes require subjects to 

.differentiate between two mental elements and to coordinate 

these differentiated elements. In the case of a compa~ison 

task;J subjects liIluSt attend to both a referent and a nonreferent, 

distingulshing between them along sorne dimension; in a role-

taking task, subjects must differentiate their own salient 

perspective rrom someone else' s different perspective of the 

sarne 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'taek 
1 

requirements or whether decente'ring from the self requires the 

sarne skills as decentering from a referent. The present 

studies indicate that the two tasks do differ in the types or 

skills they require. 

On an empirical level, Study 2 supported the suggestion 

that the two tasks wé~e r~lated; comparison and role taking 

were found ta be significantly correlated. Since the correla-
• , 

tion was only .J1, comparison and role taking were related 

but were not entirely overlapping processes. One must conclude 

that in addition to certain common abilities sueh as decentra-

tion, one or both tasks also required other distinc\ti ve 

abilities. The distinctive ability in role taking 1s often 

1 
" 'j 

1 
1 
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assumed to be social decentration qr non~gocentrism 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 role taking, study 2 failed to show any sequence of 

development of the two processes. Since this study used the 

word-pair task as the measure of comparison, it seemed that 

the available tasks which confounded comparison with a social 

interaction were limiting our understanding of this process 

as ~ell as of the ~ole-taking process. Discerning whether 

there indeed was a relation and deveIopmental sequence between 

comparison and role taking was i~portant: thus, as a result of 

Study 2 l designed a new task in Study 3 which measured 

comparison as a nonsocial 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 task than role taking. Children mastered the 

nonsoci'al comparison process before_ they mastered the more 

social role~taking process. This tàsk ordering received 

~oderatê suppprt in Study 4. By fifth grade, however, both 

~rocesses had been acquired to the same degree, though not 

necessariIy fuIIy. 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, even 

though comparison may be somewhat easier than role taking in 

the beginning, neither process was fully mastered byall 

children in fifth Grade. 

Thus far the data have shown that comparison and role 

taking share sorne properties yet remain distinct from one 

another. This conclusion differs radically from others encoun­

tered in the role-taking and 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 the rela-

tion between the two processes. The present conclusion also 

differs from the decentration theory of role taking. The 

decentration theory (Piaget, 1967), it will be recalled, 
, 

e~ained FoIe taking in terrns of the child's increasing abili-

ty to shift attention from one aspect of a situation, that 

is, mental element to another.. This theory would maintain 

that the self is like any other element from which one shifts 

one's attention, and therefore that comparison and raIe taking 

should be performed by the sarne process or involve the sarne 

skills. The decentration theory i8 partially accurate in that 

it seems that what role taking and comparison do share is the 

ability to differentiate between elements. However, the 

present data i~dicate 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 
1 

~ 
; , 

1 
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more difficult skill than does decentering from a referent. 

In other words, the present research indicates that soci~l 

decentration is different from nonsocial decentration. 

To under8tar~ this difforence between the nonsocial and 
" 

social forms of decentration it may be beneficial to consider 

the elements involved in these processes; that is, différentia-

tion and integratian. The differentiation component was 

emphasized in the decentration manipulation used in Study 4. 

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 

y needed attention, that is, to the referent and nonreferent~in 

the comparison task and to the self' s and ether' s perspec'tives 

in the role-taking task. Results showed that neither compari-

son nor role-taking performance improved as a re8ult of the 

decentration manipulation. We can conclude from these data 
, 1 

that decentration, and in particular the differentiation 

component of decentration, 8eems to be an ability which onfu 

either has or does not haVE; when decentration is acquired it 

18 already at its hi~hest Ievel of expression. Since the bulk 

of the present research shows that bcith comparison and raIe 

tak~~g are deveIopmental 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 raIe taking. This is consistent with the correlational 

findings of study 2 in which these two processes were found 

to overlap in the skillc they rQquired but only to a de~r~e. 

The other abili ty studicd hcrc as it mi[';ht help to explain 

role-taking and pcrhaps comparison clcveloprnent was integra tian. 

As was menti oncd earli er, intc[';ro. tion con~üdercd ta be a 

part of decentration but one that may be studied independently. 

In Study 4 a test of inte[';ration ViaS admini~;tered which in-

volved assessjng the degrec ta 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 ta comparison. A 
. 

possible explanation then of the relation between cornparison 

and role taking is that they bath require sorne decentration, 

that is, sorne ability to shift attention frorn one thing to 

another, but that role taking requires more integration than 
o 

does comparison. Unlike a role-takïng situation, in a com-

parison task one can simply inhibit one element, that is, the 

referent and then canGider the nonrf'ferC'nt and i ts attributes; 

simultaneaus intcf,ration i~) unn('c(',~,)élry for thlfJ ta accur. l 

am suggesting tho.t in role takin{~, by C()ntraf~t, the self's 

perspective cannat be inhj bi t(~d and mu~.:;t therefore be integra-

ted, that is, simultaneously coordinated with the other's 

perspe cti ve . 

\",' 
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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 sorne 

tendency for people to think of themsel ve s as being di ssimi lar 

from othcrs, a tend l'ney Lha t l S further cnhnnced j n role- taking 

tasks in which the other' s di -fferent pcrceptual nccd~~, for 

example, are made visually obvious. Studios in other areas 

h~ve found that when the self i8 involved in a task, informa-

tion is proces8ed differently than when the sel~' i8 not con-

cerned (Kuiper & Rogers, 1979; Rosenbach, Crockett & Wapner, 

1973), this difference depending of course upon the type of 

task. What aIl these tasks point to i8 the notion that the 

self is a particular salient entity. In a role-taking situa­
l 

tion, the effect ofrthis overwhelming salience of the self 

is that it cannot be inhibited; rather the self's perspective 

must be controlled, that is, coordinated simultaneously with 
(, 

the other's perspective. It was subjects who could bring this 

ability to bear upon the role-taking situation when the task 

itself did not encourage the integration of the two perspec-

tives who were successful in role taking. In conclu~ion, it 

seems that it is intcgration that makes the dirfcrence between 

nonsocial comparison and social rolc-t:lkjnr; La~3ks, and that 

the reason intc[';ra tion i s more invol ved in role taking is 

because of the involvemcnL of the self. 

This interpreta tion bas a very important implication for 

a theory of role taking. Regarding the traditional theories, 
"'~ 
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the present data seem ta offer sorne support for both theories, 

The decentration theory was supported in that this ability 

seemed ta be rela ted to the acq uistion of' l'ole taking. Thi s 

theory was 'not Gupported in tha t the i nvol veinent of the self', 

as one of the elements from which subjec ts had ta decenter, was 

f'ound to make thls a differcnt and more dii'ficult task th an 

tasks of nonsocial decentration. In this respect the present 

research supported the nonegocentrism theory of' ro)e taking. 

As children became botter able to consider simul taneously both 

their own salient perspective and anothcr's perspective, their 

rale-taking performance increased. Thus, the present research 

implies that a behaviaur as complex as role taking cannat be 

explained by a theory that takes into accoun, only one abili ty, 
'---1 

A theory of role ~aking, to be comprehensive, will have to 

account for both ~trictIy cognitive abilities and more social 

abilities which S:em ta be involved in role-taking development. 

The Relation of RaIe Taking ta Ref'erential Communication 

The final aim of this research thesis was ta determine 

the involvement of l'ole taking ta another social behaviour, 

communicn tion, there by empirj cally Le stin{~ the c la i m tha t role 

taking i s central to sod al. c agni Lion (Kohl berlj, 1969), and 

especially to communication (Gluckeberr; ct al., 19G6; Piaget, 

1926), Of particular interest was determining ta what compo-

nent this relation could be attributed. By comparing the 
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involvernent of' role taking wi th comparisor: in the communica­

tion process, the opportunity was present to see whether the 

involvernent of' the self in the role-taking process made a 

unique contribution to the communication situation or whether 

this process was redundant wi th a similar nonsocial process. 

In Studie s J and 4, therefore, tasks weTë-<teveloped 

specifically to address '~he issue of the importance of the 

self to communication. The tasks for camparison, raIe taking, 

and referential communication were very similar in content so 

that the only 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 re sul t of shared 

method variance due ta high verbal demands. Tfle tasks develop~d 

in this research the sis 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 this"issue. 

The other important feature of the tasks useâ here is that 

each was developed to meet aIl the' requirements determinèd by 

their conceptual definitions. For exampIe, as described ~ 

earlier, the refcrent in the comparison task was presented wi th 

similar nonreferents. Further, sinee the interest was in the 

com:parison process i tself, the necessi ty of subjects using 

sampling skills in generating relevant clues was eliminated by 

( 
\ 
\ 
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providing them with clues and requiring them ta select the 

apprapriate clue. Similarly, as previously diseussed, the role­

taking test used in these studies requircd an inference, the 

coordination of at least two mental clements, and the control 

of the self' s perspective. Finally, the referen tial communica­

tion' task used required subjects ta deli ver to a li stener wi th 

different informational needs a clue that would distinguish 

between a referent and similar nonreferent. 

Resul ts of Studies J and 4 indicated that bath eomparison 

and raIe taking were necessary for referentia~ communication . 

This provides support for the status attributed ta raIe taking 

within social cognition (Flavell, 1977), but relegates it ta r 

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 raIe taking'are 

both important for social cognition (Kohlberg, 1969) and for 

communication in particular (Asher & Wigfield, 1981). The 

present studies contradict, therefore, earlier studies that 

claimed role taking was not very critical ta communication 

developmcnt (Asher, 1979; Asher & Oden, 1976; Shatz & Geiman, 

1973). In part this conclusion had becn based on the finding 

that very young children alLer their ~tyles of speech for 

different aged listeners; this arcument i8 flawed sinee this 

type of task confuses social knowledge with role taking. 

, ' 
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The present research also contradicts thos~ studies in 

which referential communication was explained solely from a 

task analytic approach (Asher & Wicfield, 1981; Dickson, 1981). 
, 

While important, comparison processes wcre not sufficient for 

the acquisition of referential communication; role taking was 

~lso important to this more complex bchaviour. Thercfore, we 

can conclude that the involvement of the self ln role taking 

made a significant and unique contribution ta the communication 

process beyond the contribution of strictly cognitive compari-

son processes. 

The present research takes a much larger step toward a 

fuller understanding of social-cognitive behaviour, however, 

than simply demonstrating that both comparison and role taking 

are necessary skills for referential communication. In Studies 

J 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. Study 4 provided an 

insight into what the other ability necessary for referential 

communication might be. In this study, integration waf3 found 

ta be corre lated wi th re fercntial c ommuni co. Li on .i ndopenùently 

of its relation ta role to.kin~. l wouLd ~;U{~I:('~;t, lh;lt ~~ubjects 

first devclop the alJility lo compare, lh0.L 1;;, ta (\.;lc·ct 

differenc e s be twee n f]lm i lar' ~: li rnuli; Lhey Uwn cl f>VC lOI> the 

ability ta control the sclf'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 wilJ Guccecd in a referential cornrnu-

nication task. Others have Huggested an Integration of the 

comparison and role-takj ng approaches to refercntial communica-

tian (eg., Asher & Wigfield, 1981) but this research i8 the 

. first properly controllcd empirical test of the neccssity and 

sufficiency of the~~c skills. l t was necessary ta devise new 

tasks to ovcrcornc the methodological inconsistencies and 

weaknessos which had impoded and stifled our understanding of 

these processes and their interrelation. 

To summarize, in addi tion to the purely cogni ti ve skill 

( of cornparison, role takinG was found ta be a necessary precur-

sor to the more cornplex social skill of referential communica-

tion. This was interpreted as furthcr evidence that the self's 

involvement in role taking i s what provides raIe taking' s 

unique contribution compared to a strictly nonso~ial comparison 

measure. Re~nrding rcfcrcntial communication as an example of 

a social-coc;ni Li vc behaviour Lhon, raIe taking can help account 

for i ts dove] oprnent bu t not ('xclu~d voly. A nonsocial proce S8 

was also ~ precursor. Moreover, Lhese two processes were not 

sufficient for cuccocsful performance on this more complex 

communiea tion task; i t appeared tha t the further abili ty to 

integrate the cognitive requlrements of these processes was 

also required. 

1 
;. 
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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 i8 that otlly determining which abilities correlate with a 

given social behaviour cannot provide enough information as to 

how this behaviour is performedj one must also attempt to exam-

ine and understand how these abili ties are combined wi th res-

pect to one another when one is performing the more complex 

behavi our. 

To conclude, the present research has advanced our under-

standing not only of role taking but also of how i t relates to 

a comparable, strictly cognitive comparison process. The re-

sults indicated that decentration is important for both compar­
~ 

ison and role taking but that in 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 difficul t 

than comparison. 

The pre sent re search also advanced our knowledge of how 

both comparison and role taking are involved in a more complex 

social-cognitive behaviour, namely communication. Though 

.. , 
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. 
important 1 role taking doea not entirely explain referenttal 

communication; rather i t, and more precisely i t.s requirements. 

must be integr.ated wi th the requirements of' the nonsocial 
v 

comparison process before referential communication is mastered. 

-These findin~s put us in a better posi tion to understand the 

possible roots of role-taking and communication failures" 

Moreover, they have shed sorne light on the nature of successful 

role-taking and referential communication development. 

. . t 
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FOOTNOTES 
" 

Unfortunately, after the data had been scored and coded for 
1 

one of the analyses the raw data fo~the second graders' com-
Il 

parison task was lost by a research assistant. l knew from the 

coded data that four second graders had successfully performed 

at least three of the six comparison trials and that the other 

11 children had scored l~ss than ~hree out of six on this task. 

Witn this information still available, l chose to reconstruct 

a set of data for the second graders but in a way that would 

bias these fictitious data aga~nst my developmental hypothesis: 
. 

that is, l chose the most conservative and- stringent path. The 
• four subjects whom l knew had 'scored at least th~ee were given 

~~ores of six out of six trials; the remainèng subjects who 

had scored less than three were also given the highest possible 

scores for th~m, that is, two out of six. This was the most 

conservative estimate of'the lost raw data, biasing the data 

against finding a deve~opmental improvement in comparison. 

Whatever the real scores were for the second graders, they 

could have been no higher than these reconstr~cted 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. 

"ô,l , . 
" 
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Face Board (Sadness), Study 2 
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Face Board (Fear), Study 2 
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APPENDIX C 

Word Pairs, Study 2 

""-
Practice trials'.i hO'jse - apple 

table bird 

1. walk - .!:.!!!:! 16. shirt - sweater 

2. cake - cookie 17. mitten - glove* 

J. s,E0on - fork 18. balloon - baIl 

4. triangle - square 19· pencil - pen 

5· watch - clock* 20. zebra - horse 

6. butterfl;y - spider 21. helmet - hat 
..... 

7. hill - mountain* 22. T.V. - radio 

: 8. plant - flower* 2). bus - car 

( 9. skate - boot 24. chair - stool 

10. teeth lips 25· g~ass cup* .. 
ll. door - window 26. bread - banana 

12. sock - foot 27. sheep - lion 

13. cat - kitten 28. moon - star 

14. boat - ship* 29. green - yellow 

15· scissors - knife )0. ai;;:plane - kite 

* :t'rom Cohen and Klein (1968).. 
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APPENDIX D 

PQsitive and Negative Adjectives and Behaviours, Study 4 

c 
cry 

A 

happy \ 

lucky 

smart 

loved 

proud 

:funny 

have baJ dreams 

spill t~ings 
sIam doors 

tease people 

D 

laugh 

B 

angry 

sad, 

a:fraid 

unlucky 

embarrassed' 

lonely 

play'with friends 

tell jokes 

have lots of toys' 

help people 

\ 

lose thilhgs 

hi t people 

know the right answer. in school 

,throw things against a wall 

break thi~s 

steal things 

hug your mother 

have good manners 

share things with'friends 

have nice birthdal parties 

stick your tangue out at people find money 

say bad words win games ",-

pull anyone" s hair listen ta the teacher 

have bad 'manners do homework 
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