
The Medieval Kingdom Topology: 
Peer Relations in Kindergarten Children 

Andrew Bennett 

McGill University 
Department of Educational Psychology 

Montreal, Quebec 
September, 1990 

A thesis Submitted to the Faculty of Graduate Studies and Research in partial 
fulfillment of the requirements for the degree of Master of Arts 

(c) Andrew Bennett 



'. 

( 

ABSTRAcr 

The forus of this research was to examine whether the Medieval Kingdom social 

role topology, as devised by Adcoek and Segal (1983), could be applied with 

kindergarten children, and to assess the association between the social roles ehildren 

assumed and seven non-bebavioral variables. One hundred and seventy-three children 

from ten kindergarten classes in two schools participated in the study. Hypotheses that 

the Medieval Kingdom could be distilled from a sample of kindergarten children and 

that specifie non-behavioral variables including cognitive ability, physieal attraetiveness, 

self-esteem, and chronologieal age were related to the assumption of leadership roles 

within the topology were eonfltIIled. Children's gender, birth order, and number of 

siblings were not found to influence status within the social hierarchy. The findings 

suggest that the Medieval Kingdom is a potentially useful heuristic for understanding the 

peer relationships of kindergarten children. 



1 RESUME 

Cette étude a analysé si la typologie de rOle social creé par Adcock et Segal 

(1983), pourrait être adaptée aux enfants de l'école maternelle. De plus, elle évalue le 

lien entre les rôles sociaux adoptés par les enfants et sept variables non-

comportementales. Cent soixante-treize enfants de 10 classes de maternelles provenant 

de deux écoles différentes ont participé à cette étude. Deux hypothèses ont été 

confinneés. D'abord que la typologie "Medieval Kingdom" peut être retrouvée à 

l'intérieur d'un échantillon d'enfants de niveau maternelle et ensuite que les variables 

non-comportementales incluant l'habileté cognitive, l'attraction physique, l'estime 

ii 

personnelle, et l'âge chronologique, sont reliées à l'adoption des rôles du leadership tels 

que définis par la typologie ont été confirmées. Le sexe des enfants, l'ordre de 

naissance, et le nombre d'enfants dans la famille ne semblent pas influencer le statut des 

enfants dans la hierarchie sociale. Les résultats suggèrent que le "Medieval Kingdom" 

est un instrument heuristique utile pour comprendre les relations entre pairs, des enfants 

de niveau materne 'Ie. 
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1 Chapter 1 

Introduction 

The processes through which children are transformed from relatively 

helple~s and demanding individuals into socially competent contributing members 

of society is a long and complex one. The majority of existing research has been 

concemed with how parental behavior supports children's learning to inhibit 

aggressive ?ction.5, while at the same time fostering the acquisition of positive 

social behavior including helpfulness and thoughtfulness to others, self-reliance, 

acceptance of responsibility, and the development of ::,ki11s that williater support 

successful adult functioning. 

ln short, how children become socialized has been and remains a central 

question for psychologists and sociologists alike. Experts in these two domains 

seek to understand in what ways and to what extent an individual's development 

and adult char acter is influenced by the nature of his or her familial interaction 

(Hartup, 1983). 

Over the last two de cades it bas beccme increasingly apparent, however, 

that parents are not the only important influence on the soCÏalization of the ehild 

(Burleson, Applegate, Burke, Clark, Delia, & Kline, 1986; Grusee & Lytton, 

1988). It is now widely accepted that the relationships individuals develop outside 

the family also have a powerful effect upon the development of social and 

cognitive skills (Burleson, 1986; Grusec & Lytton, 1988). Indeed, in most cultures, 
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the significance of the peer relationship as a context for socialization is rivalled 

only by that of the family (Bronfenbrenner, 1979; Hartup, 1983). 

2 

Access to other children and opportunities to Iearn from them is an almost 

universal characteristic of development (Bandura, 1977; Bronfenbrenner, 1979). 

As children develop, their exposure to peers becomes more extensive and the 

socializing influence of this group becomes more pervasive (Grusec & Lytton, 

1988). Peer relationships are distinguished by the developmentai equivalence of 

the participants and the egalitarian nature of their interaction (Hartup, 1983). 

The challenges children face when socializing with an individual of their own age 

are different and greater than those encountered in interactions with adults or 

children of different ages. As a result, relationships between peers foster the 

development of generai intellectual and social-cognitive abilities and physical skills 

(Grusec & Lytton, 1988; Kurdek & KriIe, 1982; Rardin & Moan, 1971). The peer 

group is also indispensable to the development and rehearsal of sex-role adoption 

and courting behavior (Mannarino, 1978; Fagot, 1977), social perception, (Grusec 

& Lytton, 1988), dimensions of cooperative, prosocial, and competitive behavior 

(Zahn-Waxler, Iannotti, & Chapman, 1982), moral reasoning (Damon & Miller, 

1982; Erikson, 1963; Kohlberg, 1969; Piaget, 1932; Sullivan, 1953), and expressions 

of aggression and dependency (Patterson, Littman, & Bricker, 1967). Similarly, 

tlte peer group supplies important confirmation and disconfirmation of self­

judgments of competence and self-esteem (Bandura, 1981). In this way children 

define their status in relation to others and learn both "follower" and "leader" 
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roles within the context of equality. This proC''!ss is most important in the 

formation of their identities (Grusec & Lytton, 1988). Finally, peer relations 

appear to have long-terrn consequences. Poor peer acceptance is characteristic of 

children "at risk" for emotional and behavioral disturbances during adolescence 

and adulthood (e.g. Cowen, Peterson, Babegian, Izzo, & Trost, 1973; Roff, Sells, 

& Golden, 1972). 

RecentIy, extensive examinations of the role of peer relationships have led 

to a number of innovative conceptualizations proposed for understanding the 

interactional process. Common to the se studies is a theoretical foundation 

inspired by the postulates of psychoanalytic theory and shaped by Bandura's work 

on sociallearning theory. Borne out of this knowledge base is Sroufe's (1983) 

work on early social interaction; Howes' (1987) examination of the behavioral 

milestones in the development of social competence; the delineation of the 

behavioral precursors of sociometrie status by a select group of developmental 

psychologists (Coie & Kupersmidt, 1983; Dodge, 1983; Dodge, Schlundt, 

Sch(\cken, & Delugach, 1983; Putallaz, 1983; Rubin & Daniels-Beirness, 1983); 

and Adcock and Segal's (1983) seminal description of play styles and social status 

in the preschool environment. Cumulatively, this research provides a 

comprehensive, sequential analysis of the behaviors that represent social 

interactional milestones at different ages. 

The work of Adcock and Segal (1983) is particularly noteworthy because it 

addresses the essential findings of Sroufe (1983), Howes (1987), Coie and 
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Kupersmidt (1983), Dodge (1983), Dodge et al. (1983), Putallaz (1983), and Rubin 

and Daniels-Beimess (1983) and incorporates them into one unique peer relations 

assessment paradigm. Adcock and Segal (1983) observed children between the 

ages of two and six and created a social status topology which consiùers both what 

individuals bring to social interaction (relationship history, behavioral skills and 

competencies, and personality) and how peers react to them 

(acceptancejrejection). In this way, it offers a more global and complete way of 

examining and understanding the interactions of preschool children. Adcock and 

Segal (1983) enhance the descriptive power of their social status hierarchy by 

metaphorically delineating it as a Medieval Kingdom. This analogy succinctly 

encompasses both the importance of leadership and the limited range of social 

roles in the preschool classroom; factors Adcock and Segal felt were crucial in 

understanding the social interactions of thi:oo age group. 

The primary purpose of this study is to examine whethel Adcock and 

Segal's (1983) social status topology can be distilled from a population of oider 

children, and to assess the possible influence of non-behavioral attributes such as 

cognitive ability, self-esteem, physical attractiveness, chronological age, and birth 

order as they relate to the child's social status. 
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lbere has been an exponential increase in researeh examining the role of 

peers in the social development of the individual over the last deeade (e.g., Asher 

& Hymel, 1981; Coie, Dodge, & Coppotelli, 1982; Hartup, 1983; Rubin, 1983). In 

order to understand this surge it is neeessary to eonsider the historieal nature of 

the studies conducted over the past 15 years. The late 1960's saw the emergence 

and proliferation of research longitudinally assessing peer status variables. An 

important finding that emerged was that there was great variability in the extent 

to which ehildren were accepted by their peers (e.g. Mednick & Sehlusinger, 1969; 

Roff, 1969). This variation was seen as being espeeially meaningful because peer 

relationships were believed to eontribute substantially to the development of 

social competence. Thus, it was anticipated that poorly aecepted ehildren would 

be more vulnerable to later life problems. 

Kohlberg, Lacross, and Ricles (1972), Roff et al. (1972), and Cowen, et al. 

(1973) were the most prominent of the early researchers who illustrated what 

these subsequent adaptational difficulties might he. Using large samples, each 

demonstrated that the quality of peer relationships in childhood was a powerful 

predietor of subsequent adolescent and adult psychopathology (inclnding 

aleoholism, juvenile delinquency, antisocial behavior, eonduet disorders, neurosis, 

------------- --
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and sehizophrenia). Based on these results, Cowen et al. (1973) concluded that 

young ehildren sueeessfully identified troubled peers at an early age and behaved 

differently toward them. This differential treatment Sf t in motion a proeess of 

isolation and negative exehange whieh exaeerbated early difficulties and increased 

the probability of later pervasive psychiatrie problems. 

Kolberg et al. (1972), Roff et al. (1972), Cowen et al. (1973) and others 

(e.g., Havinghurst, 1962; Roff, 1970; Roff, 1972; Sells, Roff, Cox, & Mayer, 1967; 

Watt, Stoloron, Lubensky, & McClelland, 1970; West & Farrington, 1973) 

provided the impetus for many current studies which have replieated and 

extended the evidenee on the effects of poor peer relationships in ehildhood. For 

example, poor childhood peer status has been linked to poor adult social 

adjustment (Janes & Hesselbroek, 1978; Janes, Hesselbroek, Myers, & Penniman, 

1979), juvenile delinquency (Roff & Wirt, 1984), loneliness and depression (Asher, 

Hymel, & Renshaw, 1984; Putallaz, White, & Shipman, 1985), sehizophrenia 

(Grubb & Watt, 1979; John, Medniek, & Schlusinger, 19"2), behavioral and 

somatie funetioning difficulties (French & Waas, 1985), aeademic difficulties 

(Green, Forehand, Beek, & Vosk, 1980; Li, 1985), and poor school adaptation 

(Ledingham & Sehwartzman, 1984). 

Despite some eogent criticisms (East & Lemer, 1987; Kupersmidt & Coie, 

in press; Parker & Asher, 1987) of the Methodologies employed by these seminal 

researehers, as well as many of their more recent counterparts, it has been clearly 
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shown that the quality of an individual's relationship with peers during childbood 

has a direct bearing on adaption as an adulte 

A second important result of the early research on peer relations was the 

recognition that limited positive peer relationships deprived children of the 

opportunity ta learn normal adaptive modes of social conduct and social 

cognition. Still further, because academic pursuit takes place in a social context, 

poor peer relations could potentially be detrimental to school success. The 

prevailing beHef was, as D.W. Johnson (1980) states, that: 

Experiences with peers are not superficial luxuries to be enjoyed by 
some students and not by others. Student-student relationships are 
an absolute necessity for healtby cognitive social development and 
socialization (p. 125). 

Theoretical Perspectives 

PSychoanalytic Theol)' 

A nurnber of hypotheses were proposed to explain the importance of the 

peer relationship, Many of which have provided essential insights into current 

study within the field. The main contribution of psychoanalytic theory to this 

body of knowledge was the impetus it provided to examine the early years of 

development. Sigmund Freud (1938), spurred by his discovery that patients 

inevitably dwelled on incidents from their early childhood, came to believe tbat 

those early childhood events, whether real or imagine d, played a primary role in 

the development of the adult personality. 

---------------------------- --
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Though starting the trend toward a more detailed analysis of childhood, 

Freud's belief that personality was set by the end of the fifth year of life limited 

the role of peer relations to that of a secondary variable. His work however, 

opened the door for others to build from his theories. In the domain of peer 

relations, Harry Stack Sullivan and Erik Erikson remain the most influential of 

those inspired by Freud's hypotheses. 

Sullivan's viewpoint was that personality was "the relatively enduring 

pattern of recurrent interpersonal situations which characterize human life" 

(Sullivan, 1953; p. 111). He believed that individuals could not be studied in 

isolation from their interpersonal relationships. Sullivan contended that 

interpersonal relationships during childhood (ages six to 12), in part determined 

an individual's level of sociability, cooperativeness and competitiveness, and 

acceptance of authority. He also felt that the meaning of ostracism, 

8 

disparagement, and group feeling developed as a direct result of interactions with 

peers, and subsequently proposed a stage-like sequence in the development of 

interpersonal relations. 

Children were said to move from a stage (ages two to four/five years) 

dominated by a need for adult participation, to a stage (four to eight years) in 

which they had playmates but interacted with them in self-serving ways, and then 

to a third stage (8 to 11 years), the period of "chumships." In this third stage, 

children were described as being able for the first time to fomt an intense 

attachment, characterized by intimacy and reciprocity, to a same-sex friend. This 
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give-and-take relationship, according to Sullivan (1953), taught children to identify 

others' thoughts and feelings, and to behave in ways that were truly prosocial. 

Erikson (1963) also recognized the impact of friendship and intimate 

relations on human growtb throughout the life cycle. He believed that childhood 

was particularly important because it marked an individual's "entrance to life" 

(Coon, 1983, p. 370). Erikson (1963) contended that during the fourth through 

eighth years of lüe children started to learn skills valued by individuals other than 

their familles (i.e. peers, society) and that the success or failure of their 

acquisition had important consequences for psychological development. For 

example, a sense of acceptance and self-worth was often the result of praise from 

teachers and peers. However, when the child's actions were not well received, 

feelings of rejection and inferiority were the likely outcomes. Erikson (1963) was 

one of the first to contend that these peer responses were incorporated into a 

child's developing self-image and contributed to the formation of personality. 

This aspect of Erikson's theory remains one of the essential uuderlying rationales 

for sociometrie assessment. 

Erikson was aIso one of the first theorists, along with Piaget, to stress the 

importance of human play, an activity which is presently considered to be a 

significant force in the development of problem solving, language, thinking, self­

concept, and social adjustment (Rubin, Fein, & Vandenberg, 1983). According to 

Erikson (1977), children used play to devise and evaluate mental models of their 

place in their expanding worlds. He believed that the opportunity to practice 

, 
j 
'Î , 
i 
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various behaviors in a setting that was free of pressure faciUtated children's 

adaptation to the environment. This view of play is compatible with that of 

Piaget (1962), and bas been supported by the recent studies of Howes (1987) and 

Connollyand Doyle (1984), who found strong relationships between the 

developmental appropriateness and quality of children's play, and their adaptation 

to tbe social environment. 

Erikson (1977) further argued that play could not fulfill its purpose if it 

occurred in a solitary setting. In his view, the developing child could not achieve 

identity without the interplay between bis or ber self-image and the perceptions of 

significant others. Strong support for this notion is provided by Mueller and 

Lucas (1975) who propose tbat social knowledge and interaction skill emanate 

directly out of object play occurring in peer presence, and that young children's 

very awareness of peers as social beings emerges as a consequence of fortuitously 

mutual object play. 

Erikson (1977) himself found tbat in spontaneous social dramatic play, 

preschoolers had the;T perceptions of social roles, time and space, and right and 

wrong affirmed and clarified by other children participating in the drama. 

Erikson's (1977) work on play constitutes an essential element in Adcock and 

Segal's (1983) and Howes' (1987) assessments of the behavioral antecedents of 

peer status. 

A final contribution of Erikson to the study of peer relations is his work on 

the process he labelled "ritualization." Erikson (1977) believed that the first social 
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interaction in an infant's life, which focuses on their needs being met by their 

caregiver, was crucial to development, because through child care rituals 

(touching, smiling, talldng, etc.) a mutual mode of recognition and identity 

affirmation was developed. This rituaI serves as the foundation for aIl subsequent 

rituaIs of mutual recognition and bonding, including peer relationships. 

Erikson was not alone in placing great importance on the nature and 

quality of the child's first social interaction. Bowlby (1969; 1971; 1973), 

Ainsworth, Blehar, Waters, and Wall (1978), and Sroufe (1983) have speculated 

about the essentiality of the formation of affectional bonds between caregiver and 

child. Additionally, there is a large body of research demonstrating that the 

quality of attachment is predictive of a variety of social skills (e.g., Lieberman, 

1977; Londeville & Main, 1981; Jacobsen & Wille, 1986; LaFreniere, 1983; 

LaFreniere & Sroufe. 1985; Waters, Wippman, & Sroufe, 1979). 

Through their theories and research, Sullivan and Erikson stimulated a 

more concentrated focus on peer relationships in early childhood. In so doing 

they extended the influence of psychoanalytic theory and provided inspiration for 

modem proponents of the theory. 

Social l.earnin& Theory 

The most important contribution of social learning theory to the study of peer 

relations lies with the research of Albert Bandura. Bandura (1977) believed that 

learning occurred in one of two ways; either directly through the contingencies of 
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reinforcement, or indirect1y through the observation of appropriate models. In 

direct learning, the more rudimentary of the two, actions have positive or negative 

outcomes which determine whether the action is repeated. Bandura (1977) 

contended that by observing the results of their own actions, individuals developed 

hypotheses about which behaviors were appropriate in given settings, hypotheses 

that were subsequently confirmed or disconfirmed as they continued to guide 

action. 

Bandura (1977), however, also recognized that this process could be 

inefficient and possibly hazardous, and came to believe that much of human 

behavior was acquired through the observation of either live or symbolic models. 

He acknowledged that a crucial model was, of course, the parent, from whom 

c!t11dren learned an enormous amount. Yet, he also recognized that children 

could not acquire all the knowledge necessary for successful life adaptation by 

observing their parents alone. Bandura identified a number of other sources for 

observational learning, chief among which was the peer system. 

Other researchers (e.g., Hartup, 1983), have consistently supported 

Bandura's bellef that the peer group is essential to observationallearning and 

have also speculated about the various factors that influence children's learning 

from models. For example, it has been demonstrated that similarity to models in 

personal attributes (e.g. sex, age, skill level) can greatly affect observational 

learning and task performance (Schunk & Hanson, 1986). It has also been shown 

(Bandura, 1986) that children tend to believe that the more alike they are to 
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models, the greater the probability that similar bebaviors will produce comparable 

results. 

Another aspect of Bandura's (1977) tbeory focused on the process of self­

regulation. It was bis belief tbat a substantial proportion of buman behavior was 

govemed by seIf-generated consequences. He held that these self-regulatory 

mecbanisms maintained bebavior independent of extemal control. Once society's 

standards are adopted by tbe individual extemally administered consequences 

become less necessary. According to Bandura (1977), tbese standards of 

acbievement were originally established by modelling and througb direct 

instruction. Parents typically, are the fust to set tbese standards for the cbild, but 

witb age, the child's peers establisb a new set of normative behaviors. Children 

are increasingly required to reconcile tbeir own rapidly developing sense of 

appropriate conduct, witb those of both tbeir parents and peers. Bandura (1977) 

believed that the modeUing of self-control by others played a key roie in the 

maintenance, as weil as the origin, of the child's ability to self-regulate. 

Bandura (1977; 1981; 1986) also focused on the concept of self-efficacy. 

He bypotbesized that people developed beliefs about their own abilities, 

characteristics, and weaknesses, and these self-perceptions, guided their behavior 

by determining wbich actions they attempted to perforrn and how much effort 

they put into each performance. Bandura (1977; 1981) viewed self-perception as 

a framework against wbich information was judged. Beliefs about the self come 

from the individual's achievements, and the observation of what others are able to 
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accomplish. Bandura's (1986) view that peer comparison is an essential way in 

which children get feedback about their strengths and sbortcomings has received 

extensive support (Brown & Inouye, 1978; Festinger, 1954; Schunk, 1985a; Schunk 

& Hanson, 1986; Zimmerman & Ringle, 1981). 

Bandura's (1977; 1981; 1986) work cogently demonstrates why peer 

relationships are so important to development and leaming. It also highlights the 

need for a deeper understanding of how the nature and quality of relationships 

among peers are controIled by this learning and are in part determinative of il. 

Coupled with Erikson's (1963; 1977) work, Bandura's research provided the 

impetus for a number of studies focusing on how social interactions affect the 

child's early development. 

Social Interactional Milestones 

Infançy 

Uke Erikson (1963; 1977), Bowlby (1969; 1973) and Ainsworth et al. 

(1978), Sroufe (1983) believed tbat the first social relationship between infant and 

caregiver, influenced aIl other interactions whicb occurred during development. 

Sroufe's rationale borrows from many theories and may be seen as "an 

integration of psychoanalytic, evolutionary, and organismic theory" (Sroufe, 1983 

p.45). Sroufe's work on attachment (Sroufe, 1979; Sroufe, 1983; Sroufe & Fesson, 

1986) bas four keyassumptions: 
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1) Individuals are biologically disposed to form intimate 
(attachment) relationships, and development takes place in the 
context of these relationships. 

2) The earliest relationships are of special significance because 
they provide the context for the emergence of the self and 
because they represent prototypes for later relationships. 

3) Barly prototypes are carried forward through attitudes and 
expectations the child forms concerning the availability and 
likely responses of others and the outcome of their own efforts 
to cope with stress. 

4) A prototype behavioral organization will be manifest in 
different, though coherent forms, in different circumstances 
and at different points in development. (Sroufe, 1983, p.56) 

Sroufe (1983) viewed personality not as a collection of static traits or even 

behavioral dispositions, but as referring to the organization of attitudes, feelings, 

expectations, and behaviors of the individual across contexts. He held that this 

organization developed directly from child-caregiver interaction. Sroufe believed 

that the young child sought and explored new relationships within the framework 

of expectations for self and other that evolved from the attachment relationship. 

This is why he considered attachment to be so crucial to later social adaptation. 

Sroufe's (1983) perspective clarifies why the set of expectations the 

insecurely attached individual develops will be both distinct, and in some way 

debilitating relative to those of the securely attached child. There are a number 

of studies which strongly support Sroufe's (1983) view that attachment is the 

essential first step in social development and that se cure attachment promotes 

greater peer competence. For example, quality of the attachment relationship has 

1 , , , 
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been found to be predictive of problem solving ability (Matas, Arend, & Sroufe, 

1978), quality of play (Rosenberg, 1985), sociability (Jacobsen, Tianen, Wille, & 

Aytch, 1987), social competence and ego resiliency (Arend, Grove, & Sroufe, 

1979; Block & Block, 1979; La Freniere & Sroufe, 1985; Waters et al., 1979), 

hostility and antisocial behavior (Erickson, Egeland, & Sroufe, 1986; Rosenberg, 

1985), and curiosity and confidence (Jacobson & Wille, 1986; Lieberman, 1977) 

in preschool and early school-aged children. 

Barly Childhood 

Howes (1987) supported Sroufe's (1983) contention that attachment was 

the first social interactional milestone in the child's orderly, sequential progression 

toward social competence. She also agreed that early individual differences in the 

attainment of the se milestones predicted later social competence. Howes (1987) 

believed that individual differences between children occurred in the relative 

proportion of the time they engaged in the behavioral cluster representing social 

competence for their age period. 

According to Howes (1987), differences in the relative proportion of 

complementary play with peers represents individual differences in social 

competence in the early toddler period (13 to 24 months), differences in the 

relative proportion of cooperative social pretend play represents individual 

differences in the late toddler period (25 to 36 months), and differences in 
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sociometrie status represents individual differences in the preschool period (37 to 

60 months). 

Howes (1987) employed a variety of techniques to gather information on 

300 children between one and six years of age. Each child was observe a in his or 

ber day-care classroom and tbeir attempts to engage in social interaction with 

peers were assessed. Peer group entry, complemenLary and reciprocal play, 

cooperative social pretend play, affect, social participation, and friendship were 

the foeus of these observations. Additionally, teachers rated children's social 

functioning with peers and children three years or older completed sociometrie 

assessments of their classmates. 

Howes (1983; 1987) and others (e.g., Brownell, 1986; Mueller & Lucas, 

1975) bave argued that complementary and reciprocal interaction is an essential 

part of social exchange and that it is evidenced by the ability ta altemate tums, ta 

remain mutually involved in a dyad's activities, and to respond ta a partner's 

social eues. Toddlers engage in different activities, such as ron and chase, hide 

and seek, offer and receive, during the latter part of the second year. This allows 

them to become more adept at assuming complementary roles in interaction and 

ultimately enables them to exchange such roles reciprocally with a peer partner 

(Brownell, 1986; Howes, 1987). Complementary and reciprocal play represents 

the ability to assume the role of the other in action and therefore May mark the 

emergence of decentration (Bronson, 1985; Brownell, 1986; Piaget, 1954). 

( 
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In support of these assumptions, Howes (1987) demonstrated 

complementary and reciprocal peer play to be positively associated with peer 

social competence (as measured by cooperativeness and ease of peer group entry, 

and teacher ratings of sociability) in the early toddler period. Further, the 

proportion of complementary and reciprocal peer play in the early toddler period 

was strongly related to the proportion of cooperative social pretend play in the 

late toddler period. In fact, this type of play was the only obselVable factor, aside 

from chronological age, to contribute significantly to the variance. 

Howes (1987) contended that the communication of meaning; defined as the 

joint understanding of the theme of an interaction (Brenner & Mueller, 1982; 

Howes, 1987); represented social competence in the late toddler period. She held 

that the communication of meaning was evident in the context of social pretend 

play which followed from complementary and reciprocal peer play. 

Howes (1987) believed that these two forms of play were structurally 

similar because in both, the different but complementary role of the partner was 

acknowledged, and the action of the partner reversed. In complementary and 

recipl'Ocal peer play actions are reversed. In social pretend play, pretend roles 

(e.g. driver, passenger) are reversed (Doyle, 1988; GalVey, 1977; Rubin et aL, 

1983). During cl)operative social pretend play, the communication of meaning is 

required to achieve role reversai. Children must understand that their partner is 
1 

acting out a role. Children who are acquiring cooperative social pretend play 

build on the reversai structure, already established in complementary and 
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reciprocal peer play, by adding newly acquired nonliteral, symbolic content to 

existing play structures (Howes, 1987). 

Other research clearly reiterates the importance of social pretend play for 

successful adaptation. For example, this fonn of play has been linked to the 

development of perspective-taking and other cognitive skills (Burns & Brainerd, 

1979; Connolly & Doyle, 1984; Fink, 1976; Saltz, Dixon, & Johnson, 1977), group 

cooperation and participation ski11s (Smith, Dalgleish, & Herzmark, 1981; Smith 

& Syddall, 1978), language skills, impulse control, and rule conceptualization 

(Bruner, 1972; 1973; Vygotsky, 1976), intellectual and psychosocial growth (Curry 

& Arnaud, 1984) and social acceptance and peer popularity (Connolly & Doyle, 

1984; Flannery & Watson, 1987; Rubin & Maioni, 1975). Additionally, since 

social pretend play necessitates the exercise of such complex skills as role-taking, 

empathy, and cooperation, it has been consistently found to contribute to the 

development of social skill and overall social competence (Bruner, 1973; Connolly 

& Doyle, 1984; Connolly, Doyle, & Reznick, 1988; Doyle, 1988; Doyle & 

Connolly, in press; Garvey, 1977; Rubin & Maioni, 1975; Vygotsky, 1976). 

Howes (1987) also demonstrated tbat the proportion of social pretend play 

a child engaged in was positively associated with his/her social competence (as 

measured by teacher ratings of sociability, peer sociometrie ratings, ease of peer 

group entry, and overall peer play skills) in the late toddler periode In fact, 

children cIassified as rejected by their peers had by far, the lowest proportions of 

social pretend play of any group. Lastly, Howes research suggests that 
~ 
1 . 
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cooperative social pretend play in the late toddler period is highly predictive of 

sociometric status in preschool. 
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Howes' (1983; 1987) work is exceptional because it identifies and verifies 

behaviors that are essential to social competence among very young children. Her 

research, with this particular age group, which is both comprehensive and ground­

breaking, is an important contribution to the knowledge of peer relationships. It 

also provides an excellent framework from which to assess the work of Adcock 

and Segal (1983). 

Preschool and kjnderaarten 

The next developmental milestone in the chiId's quest for social competence 

appears to be the ability to acquire social knowledge of the peer group (Howes, 

1987). Once children are able to use symbolic behaviors in peer interaction, their 

range of potential playmates increases dramatically. Children who can 

communicate meaning in social interaction are no longer dependent on the 

routines and idiosyncratic communication patterns they developed with familiar 

peers. They can name a game or specify the design of play (i.e. You're the cop 

and l'm the robber). This enables three to four year olds to play with a wider 

range of playmates than a todd1er (Howes, 1983; Lederberg, RosenbIatt, Vandell, 

& Chapin, 1987). When children play with peers, they acquire knowledge of the 

characteristic behaviors of others, different play styles, and behaviors that are 

necessary for successful social interaction (Howes, 1987). 
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Sociometrie interviews, assessing individual differences in social 

competence with peers, are one means 'lf measuring a child's social knowledge of 

the peer group (Hartup, 1983; Howes, 1987; Hymel, 1983). In order to reliably 

complete a sociometrie interview, a child must be aware of group membership, 

bave knowledge of behavioral characteristics of individual group members, and 

bave the abiüty to make stable personal judgments about these characteristics. 

It bas be.~n widely and reliably demonstrated that, from the preschool 

period on, children are capable of completing sociometrie ratings (e.g., Bukowski 

& Newcomb, 1985; Coie, Dodge, & Coppotelli, 1982; Coie & Dodge, 1983; 

Hartup, 1983; Hymel, 1982; Rogoscb & Newcomb, 1989). They are also able to 

adequately generate descriptions of the characteristic and typical play behaviors of 

their peers (e.g., Coie et al., 1982; Coie & Dodge, 1983; Bukowski & Newcomb, 

1984; Rogosch & Newcomb, 1989). 

This does not, however, provide a complete assessment of a child's social 

knowledge of the peer group. ~ore important to tbeir development of social 

competence is the child's own knowledge and demonstration of the behaviors 

necessary for effective social interaction. Thus, it is not sufficient that children 

are able to identify when others behave inappropriately, tbey must aIso be able to 

leam and demonstrate the behaviors requisite for successful social interaction 

themselves. 

Howes specified that one such behavior during prescbool May be the ability 

to successfully enter peer groups. This skill was shown to be associated with a 



• child's level of social competence (Howes, 1987). Other research has more 

directIy assessed the role of this and other behaviors in the determination of 

preschool and kindergarten children's social competence. 
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In speculating about the behaviors that may be related to a child's social 

competence, it is essential to be cognizant of the issue of cause and effect (Dodge, 

1983). For example, if low status children are observed to be more aggressive 

than high status children (Dodge, Coie, & Brakke, 1982), the most obvions 

conclusion is that these behavioral tendencies may have originally contributed to 

the status differences. Yet, it is also possible that these same children were acting 

out of the frustration and self-consciousness that comes from already having 

attained a low-status and that the status may have resulted from other causes, 

such as physical unattractiveness (Kleck, Richardson, & Ronald, 1974). 

Research seems to clearly indicate that there are real differences between 

the behaviors associated with the emergence of social status and those associated 

with its maintenance (Coie & Kupersmidt, 198~). In order to address the 

question of cause or effect, research has concentrated on the entrance of children 

ÏDto new social settings, such as preschool, activity groups, camps, or elementary 

school. As children are often unknown to each other in these situations, their 

behavior during the school day detennines the reactions of peers toward them, as 

well as the social status they subsequently achieve. 

Examining a sample of predominantly unacquainted children, Rubin and 

Daniels-Beirness (1983) discovered that children who became popular evinced 
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more prosocial and cooperative bebaviors, coupled with fewer aggressive or 

negative peer interactional behaviors, than tbeir less popular peers. Children who 

became rejected, on the other band, were more likely to beeome involved in 

negative peer interaction, to display aggressive bebavior, and to employ non­

adaptive forms of play. Specifically, they displayed significantly greater tendencies 

toward solitary exploratory activity (cautious investigations of aspects of the 

environment) and parallel-constructive play (play wbich is eonstructively near but 

not with peers) when bigh proportions of such bebaviors were developmentally 

inappropriate. 

Both exploratory aetivity (Rubin, et al., 1983) and parallel·constructive play 

(Rubin, 1982) have been found to correlate positively with sociometrie status in 

preschool, nonsignificantly with status in kindergarten (Rubin & Daniels·Beimess, 

1983), and negatively with sociometrie status in Grade 1 (Rubin & Daniels-

Beirness, 1983). This May retlect, as Rubin and Daniels·Beimess (1983) suggest, 

a developmental trend, witb solitary exploratory activity and parallel constructive 

play reflecting maturity in preschool, normality in kindergarten, and irnmaturity in 

Grade 1. This hypothesis is further supported by evidenee that the proportion of 

these two behaviors increases from preschool to kindergarten (Rubin, 1982) and 

declines thereafter (Rubin, 1983). 

Rubin and Daniels-Beirness' (1983) assessment of the relationship between 

social problem solving skill and verbal maturity, and sociometrie statu s, revealed 

that popular kindergartners suggested more relevant prosocial strategies and fewer 
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agonistic ODes to solve hypothetical object acquisition problems than did their less 

popular agemates. They also performed significantly better than any other group 

on a test of receptive vocabulary, indicating greater verbal, and perhaps cognitive 

maturity. 

Rejected kindergartners evideneed lower levels of verbal ability which 

coupled with their tendency toward aggressive behavior May have contributed to 

the development of the negative "reputations" that eharacterized them in Grade 1 

(Rubin & Daniels-Beirness, 1983). 

Other attempts to isolate distinctive behavioral patterns among young 

children of varying sociometrie status levels have also been made (Dodge, 1983; 

Dodge, et al., 1983; Putallaz, 1983). Dodge et al. (1983) completed two studies, 

one with 50 kindergarten ehildren (aged five to six), and the other with 56 Grade 

2 boys (aged seven to eight). The goal of both studies was to identify behaviors 

which led to suceessful social outcomes and subsequently differentiated popular 

from unpopular ehildren. 

Similar to Sroufe (1983) and Howes (1987), Dodge et al. (1983) proposed 

that the quality of attainment of certain social behavioral eonstructs at different 

ages was related to later social adaption. They considered, as does Howes (1987), 

that peer group entry was the behavioral construet most relevant to the 

developmental stage of their subjects. 

Peer group entry, which is the manner by which children attempt to join 

the informai social groups of their agemates, has been studied under a variety of 
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names including assimilation (Phillips, Shenker, & Ravitz, 1951), initiation 

(Vandell & George, 1981), access (Corsaro, 1981) and social approach (Dodge, 

1983; Putallaz, 1983). The results of this body of research suggest that the peer 

group entry process is often; a) difficult to master (Corsaro, 1981), b) distinguishes 

between popular and unpopular children (Howes, 1987; Putallaz & Gottman, 

1981a, 1981b), and c) requires different actions and greater sophistication across 

time (Lubin & Forbes 1981). 

Dodge et al.'s (1983) study is unique because it was one of the first (see 

also Putallaz, 1983) to discriminate between the two groups of unpopular children, 

something Rubin and Daniels-Beimess (1983) did not do, and use peer hosts who 

were not previously acquainted with the children. The latter consideration 

ensured that, unlike Puta11az & Gottman (1981b) whose peer hosts were known to 

the children, children's social behavior would be an antecedent to, rather than a 

product of sociometrie status. 

The procedure employed by Dodge et al. (1983), in the first part of their 

study, aime::: at creating groups of either one popular, one rejected, or one 

neglected child and two average status children (who acted as hosts). They 

assessed the behavior of the target child as he or she attempted to join the host 

ehildren's play. Attempts to join the group were labelled as entry tactics. Seven 

mutually exclusive and exhaustive tactie types including; "wait and hover", 

"attention getting", "group-oriented statement", "question", "self-referent statement", 

"disruption", or "other" were isolated (Dodge et al., 1983). 
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While the tactics employed by cbildren of different social statuses 

frequently o~erlapped, important differenccs emerged. The popular children were 

less likely to use tactics that brought attention to themselves; such as self­

statements or disruptions of the group's activities; and instead used a tactic that 

involved making statements about the peer hosts or the group's activity. This 

tactic was found to be the most effective in leading to positive peer responses. It 

has previously been demonstrated (Lubin & Forbes, 1981) that this strategy is 

more likely to be employed by older children, suggesting that it May be acquired 

over time and that the Piagetian process of decentration, may underlie its 

expression (Dodge et al., 1983). Not surprisingly, Dodge et al. (1983) found that 

tbe peer bosts responded more favorably to the entry behaviors of the popular 

children than to those of any other child. For this reason, they concluded that the 

peer group entry behavior of popular children was more competent than that of 

their peers. 

The peer group entry behavior of rejected and neglected children aiso 

differed in significant ways. Rejected children engaged in ten times as Many entry 

behaviors causing disruptions of the peer group as did neglected or popular 

subjects. Rejected cbildren were also more likely than others to respond 

negatively to the statements initiated by the peer hosts, and the hosts, in turn, 

were more prone to respond negatively to the entry behaviors of rejected children 

than to those of any other group. This result is consistent with the findings that 

rejected children act more aggressively in naturalistic settings (Dodge, 1983; 
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Dodge, Coie, & Brille, 1982) with peers viewing them as more disruptive and 

aggressive (Carlson, Lahey, & Neeper, 1984; Coie & Dodge, 1983; Coie et al., 

1982). 
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Conversely, the neglected children refrained from disruptions but employed 

a tactie of waiting and hovering around the peer group. Typically, peer hosts 

ignored sucb bebavior. This non-assertive approaeh is consistent with Coie et al. 

(1982) and Bukowski and Newcomb's (1985) findings that peers perceive these 

children as quiet and shy. 

Dodge et al. (1983) noted that even when members of the different 

sociometrie groups employed the same tactic, peers respond more favorably to the 

popular group. The experimenters offered two possible explanations: a) either 

peers were favorably biased toward popular children beeause of a nonbehavioral 

variable, such physical attraction (Coie et al. 1982; ~odge, 1983), or b) there were 

subtle differ~nees among status groups in the execution of the same entry tactics 

that were undetected by the coding system. 

The goal of the second part of Dodge et al.'s (1983) study was to 

determine whether the entry behaviors observed in the laboratory also occurred in 

boy's initial social encounters with peers during free play, and secondly, whether 

these patterns had a significant impact upon sociometrie status over time. They 

found that, although the process of peer group entry was more subtle in natural 

settings, it could still be distilled. Dodge et al. (1983) further determined that 

children's behavior during an entry attempt usually involved more than one tactie 
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and that popular children generally moved from low risk ta higher risk tactics. 

Low status children on the other band, generally either remained at a stage of 

employing low-risk tactics (neglected) or immediately moved to higb risk tactics, if 

their original peer group entry attempt was not embraced. 

Dodge et al. (1983) postulated that this indicated tbat the socially 

incompetent ehildren had not leamed the effective entry strategy of progression 

from low-risk to high-risk tactics. They failed to aecurately read, or were 

inattentive ta, response eues from peers concerning whetber they sbould withdraw 

or proceed. This fallure ta effectively perceive their peer's behavior has 

previously been found to be characteristic of socially incompetent cbildren 

(MeFall & Dodge, 1982; Putallaz, 1983). 

In a study sinri!ar ta Dodge et al. (1983) Putallaz (1983) examined whether 

the ability of a cbild to fit into a peer group was predictive of subsequent 

sociometric statu4i, and whether the relationship between fitting in and future 

status was strongest for children who aecurately perceived the group's behavior. 

The peer group entry behaviors of a small sample of boys who were about to 

enter Grade 1 and their sociometrie status four months Jater were measured. 

In the procedure of this study a target subject entered a room where two 

children were playing a game and his/her attempts to join the interaction of the 

dyad were evaluated. The host children were confederates of the examiner, 

following a bebavioral script and, in an improvement over Putallaz and Gottman 

(1981b), they were unacquainted with the subjects. 
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Putallaz found that a child's ability to enter into a peer group was 

predictive of sociometrie status four months later. In addition, she found that the 

children who were most adroit at assuming the frame of reference of the group 

(i.e. contributing relevant comments), and whose perception of the group's 

activities was most accurate, subsequently received the highest sociometrie ratings. 

Consistent with these studies, Burleson et al. (1986) examined the 

correlation between peer acceptance and communication skills (including 

referential, persuasive, comforting, and listener adaptation skills) in first and third 

grade children. Like many other studies (e.g., Gottman, Gonso, & Rasmussen, 

1975; Rubin & Borwick, 1984; Rubin, 1972; Tesch & Ode~ 1981), Burleson et al. 

(1986) found that children who were rejected by their peers had less adequately 

developed communication skills. This is consistent with Dodge et al.'s (1983) and 

Puttalla2.~s (1983) conceptualization of the importance of being able to contribute 

relevant comments to group interaction and to accurately perceive group 

behavior. Children who are unable to convey their intentions clearly, or who are 

poor at identifying group concems, are frustrating interactional partners. 

Repeated difficulty with a poor referential communicator may result in peer 

rejection. 

Burleson et al. (1986) aIso found that rejected children lacked age 

appropriate comforting skills. This tendency to respond insensitively to distressed 

peers May have contributed to their low peer standing. 
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In a study similar to Putallaz (1983), but including a consideration of the 

role of physical attractiveness, and a more detailed description of the behaviors 

related to each of five sociometrie groups, Dodge (1983) examined the behavioral 

antecedents of social status. In this experiment unacquainted second grade boys 

were brought together and assigned to play groups where their free play 

interactive behaviors were assessed. The result4i indicated that peer group entry 

behavior and peer-directed aggression were the critical variables determining 

sociometrie status. Inappropriate play (i.e. outrageous, disruptive, solitary) and 

physical attractiveness were also shown to be important factors. 

Dodge (1983) reported that boys who came to be rejected displayed the 

highest frequencies of aggressive behavior (Le. rough and tumble play, hostile 

statements, and exclusions of others). During the early stages of the play group, 

rejected children (and their negleeted counterparts) made the greatest llumber of 

attempts at peer group entry. Their social approaehes Most often led to rejection 

by their agemates and over time they became more isolated. 

Neglected children were characterized by their inappropriate play 

(outrageous, disruptive) in the initial sessions and consistently inept peer 

interaction in the absence of aggressive or antisocial behavior. They were more 

physically attractive than rejected ehildren, and tended to be perceived as shy by 

their peers. 

The boys who became popular were quite physieally attractive. Although 

their behavior was not greatly different from that of the average-status boys, they 
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did engage in bigh rates of cooperative play and social conversation while 

refraining from inappropriate and aggressive behaviors. They displayed low 

frequencies of peer group entry attempts, but high rates of success. They tended 

to become involved in long interactions whieh they were not likely to terminate. 

Peer response was the most positive ta popular ehildren, and this was the case 

even when ehildren from other sociometrie groups behaved in a manner identical 

to them. Popular boys were viewed as being leaders who are willing to share 

(Dodge, 1983). 

Average status boys behaved similarly to their popular peers, differing only 

slightly in frequency of prosocial behavior and the degree of their physical 

attractiveness. 

Interestingly, children classified as 'eontroversial' engaged in even more 

prosocial behavior than popular boys. They displayed high frequencies of 

interpersonally skilled behavior and received very positive peer response. 

Conversely, they demonstrated the greatest amounts of aggressive play, hostile 

statements, exclusion of peers, and other antisocial acts whieh were responded to 

most negatively. Further, their physical attractiveness surpassed that of only the 

rejected group. Since the controversial children were actively involved with peers 

in both very positive and aggressive ways, the perceptions held by their peers were 

mixed. 

The work of Rubin and Daniels-Beimess (1983), Dodge et al. (1983), 

Putallaz (1983), Burleson et al. (1986), and Dodge (1983) provide a 

1 
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comprehensive summary of the behaviors that are important to the development 

of social competence among kindergarten and early elementary school grade 

children. The distinctiveness from and the partial overlap of these behaviors with 

those already described for preschoolers (e.g., Howes, 1987) illustrates the 

developmental processes through which social skills emerge in this age range. 

Forms of play appear, and are developmentally appropriate for a given period and 

then must be refined or replaced in order for adaptation to be successful in the 

next developmental stage. 

Later cbildhood 

While the focus of the present study is on social adaptation among 

kindergarten students it is nevertheless important to illustrate that competence in 

peer relations is an ongoing process. A brief review of selected studies assessing 

the social interactions of older children is included to provide insight on the 

variables which May contribute to status during later childhoorl. 

Coie and Kupersmidt (1983) assessed emergent status in older groups of 

boys (Grade 4) and examined the correlation between their relative standing in 

two independent but coexisting social groups. They discovered that not only was 

social status re-established when children entered mto new peer groups but that 

its process required a surprisingly brief time span. Coie and Kupersmidt also 

demonstrated that the behavioral patterns leading to the sociometrie classification 
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of nine to ten ycar old boys were strikingly similar to thosc for seven year-olds 

(Dodge 1983). 
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Related to Coic &. Kupersmidt's (1983) work are studics addressing the 

self-perpetuating nature of social reputations (Boivin &. Begin, 1989; Cilessen, 

Ferguson. Van Uer &. Hoeben, 1987; Ladd, 1983; Rogosch & Newcomb, 1989). 

This research suggests that the labelling of children by their peers, beginning 

around the age of seven or eight, has the effect of maintaining social status, even 

when the behavioral patterns which contributed to the original acquisition of the 

status have disappeared (Dodge, 1983; Hetherington, Cox, & Cox, 1979). 

The construction of reputations is intluenced not only by the characteristics 

of perceived children but also by the social cognitive process and capacities 

utilized by other children trying to understand them (Rogosch & Newcomb, 1989). 

Social reputations regulate the types of social interaction that peers engage in 

with a specifie child, and May cons train the social experiences available to that 

child. Older children, for example, have been found to maintain and use 

reputations as a way of screening social relations in order to interact only with 

peers with whom they are likcly to have positive encounters (Rogosch & 

Newcomb, 1989). Further, perceptions maintained by peers are more likely to 

bring about behavior that is consistent with the reputation of the targeted child 

(Snyder, Decker-Tanke &. Berscheid, 1977). 

Thus, while there does not seem to be great differences in the behaviors 

that lead to acceptance/rejection in middle and later childhood (Coie & 
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Kupersmidt, 1983), it appears that a child's social reputation develops and 

assumes great significance over this age span (Boivin & Begin, 1989; Ladd, 1983; 

Rogosch & Newcomb, 1989). The formation of the reputation has added 

importance because it is believed to be an essential contributor to the long-term 

negative outcomes associated with poor peer relations (Cowen et al., 1973; 

Hartup, 1983; Roff et al., 1972). 

MethodoloKicallimitations and concerns 

Although the studies reviewed are seminal in Many ways they are not 

without sorne limitations. One obvious weakness is the failure of all but Howes 

(1987) and Rubin and Daniels-Beirness (1983) to include female subjects. 

Evidence that the patterns of behavior which contribute to sociometrie status in 

males necessarily parallels those for status in mixed or entirely female groups 

have not been shown. Second, while others have referred to it's possible impact, 

only Dodge (1983) provided an analysis of the importance of physical 

attractiveness upon sociometric status. Although he concluded that, once the 

behavioral interaction measures were partialled out, the correlation between 

attractiveness and status became nonsignificant, Dodge note d, that the trend 

towards differential responsiveness to the more physical attractive was clearly 

evident. Indeed, it has been demonstrated in numerous studies that physically 

attractive children enjoy higher status in both preschool and elementary school 

peer groups (Dion & Berscheid, 1974; Langlois & Stephan, 1981). Thirdly, aIl the 



c 

( 

· . -. --.- -- ---.- .-- -. ---------.-----1 

35 

experiments, with the exception of Dodge et al. (1983) and Howes (1987), 

evaluated children's social behavior in experimental rather than natural settings. 

While an experimental setting is advantageous in terms of facilitating the 

occurrence of infrequent behavior or events, providing more complete control 

over potentially influential variables, and enabling easier video taping, it may limit 

the generalizability of the findings. What occurs in the laboratory may not be a 

replica of what occurs in the real world (Dodge et al., 1983). 

Finally, this research is largely based on the interaction of children with 

different sociometrie status in very small groups. For example, Dodge (1983) 

studied play groups of eight boys, Coie & Kupersmidt (1983) groups of four, and 

Putallaz (1983) groups of three. The degree of representativeness of these 

settings to the traditional classroom is unknown. 

In spite of these criticisIDS, these studies demonstrated that behavioral style 

is a cause of status, not just a consequence. Further, they illustrated the swiftness 

with which status develops (Coie & Kupersmidt, 1983) and demonstrated that 

later sociometrie status can be predicted from a very small sample of behavior 

(Putallaz, 1983). 

The final contribution of this research, and the one which is of central 

importance to the cunent study, is that it specifies the behavioral constructs that 

are essential to effective social interaction during the preschool (ages three to 

five) and early elementary school (ages six to nine) years. It demonstrates that; a) 

the quality and proportion of a child's play behavior, b) the extent of their 
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repertoire of peer group entry behaviors, e) their skill at sequencing these entry 

taetics, d) their ability to assume the frame of reference of another individu al or 

group, e) the aceuracy of their social percept;ons, and t) their ability to regulate 

behavior, are crucial factors that determine social standing among peers. 

The Medieval Kinidom 

The unique information provided by Sroufe (1983), Howes (1987), Coie 

and Kupersmidt (1983), Dodge (1983), Dodge et al. (1983), Putallaz (1983), and 

Rubin and Daniels-Beirness (1983) is contained, in a somewhat more intuitive 

form, in the work of Adcock and Segal (1983). Adcock and Segal (1983) make 

direct reference to the importance of serure attachment and implicitly support 

Sroufe's (1983) theory concerning the processes by which it operates. Their work 

is similar and complimentary to Howes (1987) and to that of Coie a.nd 

Kupersmidt (1983), Dodge (1983), Dodge et al. (1983), Putallaz (1983), and Rubin 

and Daniels-Beirness (1983), in that it views specifie behaviors and abilities at 

different ages as being essential to successful social adaptation. Additionally, 

Adcock and Segal emphasize how the nature and quality of children's 

relationships with peers de termines individual social development. 

What distinguishes Adcock & Segal's (1983) research is its foeus on a more 

global examination and differentiation of social status groups. Their 

classifications are not solely contingent upon children's relative standing among 

peers. In falt, they attempt to include children's personality (i.e., temperament. 
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attac:bment behavior, motives, feelings, etc.), their behaviors, and the reactions of 

their peers into one gestalt. Similarities between gestalts then determine the 

social status topology. Eaeh ehild has a distinct, persona! style of meeting and 

playing with others. Given the unique qualities of each child's personaHty, no two 

styles are ever identical. However, the social style that a child adopts is also a 

function of the limited range of roles available in a preschooi class. Adcock and 

Segal suggest that social styles fall into five distinct types and children who adopt 

sunilar roles will display broad similarities in tbeir behavior. 

This is an improvement over the sociometrie view of social style which 

seems to mass children into categories without giving much recognition to the 

uniqueness of their personalities. The impression is, too frequently, that all 

rejected or popular children are homogeneous. Adcock and Segal provide a much 

deeper understanding of wbat it is like to be a member of a certain social status 

group. 

Additionally, by examining large mixed samples of boys and girl's in natura! 

settings, Adcock and Segal's work addresses many of the weaknesses of the 

existing research on the behaviors associated with sociometrie status (e.g., Dodge, 

1983; Putallaz, 1983). 

Adcock and Segal (1983) contend that in preschool, social status is distributed 

aecording to leadership ability. Leadership is a scarce resource critical in 

organizing play, the g Jal of "preschool society". To encompass both the 

importance of leadership and the limited range of social roles, Adcock & Segal 

--------------------------------------~ ---~-
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(1983) use the "Medieval Manor" as a metaphor for the preschooi classroom. 

They observed 100 children, of both sexes, aged two to six years, as they 

interacted during free play. Children in seven classrooms were observed for three 

months. From these observations Adcock and Segal (1983) were able to provide 

extensive descriptions of the roles in the Medieval Kingdom. Segal, Peck, Vega­

Lahr, and Field (1987) later supplemented Adcock and Segal's (1983) work by 

demonstrating that the Medieval Kingdom can reliably be observed in a variety of 

different preschool settings and by further confirming the behaviors that are 

associated with each social roie. 

The backbone of Adcock and Segal's (1983) Medieval Kingdom are the 

Lords. These are the children who mold the miniature society into different 

cliques. Their status is maintained through hard work. The success of the Lord is 

determined by his/her diligence and need to control, rather than by a 

preponderance of natural talent. Assuming Sroufe's (1983) perspective, their 

personal forcefulness presupposes a secure attachment history. The Lord has 

mastered both complementary-reciprocal play and cooperative social pretend play, 

skills that positively affect social status (e.g., Doyle & Connolly, 1988; Howes, 

1987). Other children recognize the Lords as individuals who initiate and 

maintain play and are drawn to them (Segal et al., 1987) Lords tend to use their 

popularity as a means of maintaining control. They confer status on certain props 

(i.e. a play house) and control children by limiting access to these objects. Lords 

have to be flexible and versatile because to maintain their retinue they must 
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judiciously blend commands, compliments, and a sense of humour. The archetype 

Lord is the domineering mother in a pretend family. This role allows the Lord to 

control others through the organization of play. 

Lords are not always successful, however. Unsuccessful Lords tend to 

dismpt rather than organize play. Their attempts at interaction create tension 

and often lead to conflict. They lack direction in their play and appear unable to 

accurately interpret social situations, a shortcoming that has been shown to 

predict rejection (Putallaz, 1983). There are two types of unsuccessful Lords 

whose profiles are striking similar to those of rejected and neglected children. 

The trusted lieutenant to the Lord is the Vassal. Vassals follow the Lord's 

every lead and are in tum favoured with special attention. The Lords need the 

Vassals' loyalty just as the Vassals require the leadership of the Lords. Each 

brings out the full range of the other's personality &.ttributes. 

Vassals are in the middle of the social hierarchy. They prefer to be 

followers and confidants of Lords but lower status children occasionally look to 

them for leadership. Their social role is marked by their adaptability since the 

are often required to assume the altemating roles of favored follower and leader 

in the same play episode. In this way they are likely to have strengths in their 

ability to assume the frame of reference of another and in their perceptual 

accuracy (Dodge, 1983; Putallaz, 1983). While seeking to be favored subordinates 

Vassals seem to be trying to create a peer bond simiJar to the parent-child 

attachment relationship (Erikson, 1977; Sroufe, 1983). In effect, they are like 

\ , 
1 
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infants who receive special recognition and protection from adult-like Lords. The 

Vassal's need for support and reassurance paired with the ability to lead is 

somewhat evocative of an ambivalently attached child (Ainsworth et al., 1978). 

Unsuccessful Vassals can be conceptualized as either attention-seeking or 

aggressive. The attention-seeking Vassal is very much like a controversial child in 

that their goal is to gain attention of either affective dimension. These children 

are treated like public nuisances because they lack the cognitive ability to read 

situations accurately. The aggressive Vassal is marked by an inability to self­

regulate (Dodge, 1983). This inability to control themselves leads to conflict with 

other children. 

Although the term "Serf" invokes images of helplessness and servitude, 

Adcock and Segal (1983) did not intend it to be disparaging. Being a Serf does 

not Mean that the individual is disliked or unhappy since the role often neatly fits 

the personality and needs of a child. Serfs are distinguished by two primary 

characteristics: (a) theyare at the bottom of the social scale, being followers with 

the least power, and (b) their positions within the social system are generally 

tenuous as they are on the periphery of group activities in which they participate 

only sporadically. As a result of these characteristics Serfs tend to play alone 

most of the time (Segal et al., 1987). Their profile is very much like that of 

negleeted ehildren in the sociometrie system (Bukowski & Newcomb, 1985). In 

preschool, where the social system is in constant flux, most Serfs wander from one 

activity to another. They are not true members of any social clique, and lack the 
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peer group entry tactics (Dodge et al., 1983) that would allow them more control 

over group inclusion. The role of Serf is not however trivial, because for the 

social system to work there bas to be submission. Serfs will follow and therefore 

provide ballast for the system. 

According to Adcock and Segal (1983), there are three types of Serfs; the 

happy Serf, the shy Serf, and the frustrated Serf. The happy Serf is satisfied with 

his/her low level of social involvement and status. The shy Serf makes no 

attempt to lead, and does not demand reasonable treatment in interactions with 

peers. These children seem to feel fortunate just to be included in anyone's play. 

The frustrated Serf does not want to be left out of peer play, but lacks the skills 

necessary to join. Like rejected children (e.g., Carlson et al., 1984; Coie et a1., 

1982) frustrated Serfs disrupt games and try to cali attention to themselves. 

ln Adcock and Segal's (1983) Medieval Kingdom, Bishops are generally 

children of distinction. They have high status among their peers and yet they are 

somewhat quaint and old·fru,hioned. While most children are preoccupied with 

playing, Bishops are attuned to a higher plane. They tend to look down on the 

classroom, monitoring and supervising like an adult, while at the same time they 

remain children, occasionally overcome with the vitality of youth. In many ways, 

Bishops resemble little teachers. They remind other children about the mies of 

the classroom and report them when they misbehave. This should not be 

considered as an act of malice, but rather the result of a strong identification with 

the teacher's role. In fact, in play Bishops usually adopt the role of teacher or 
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that of some other equally directive adulte They are very good and subtly 

imaginative when assuming these roles because of their adult orientation. 

The language of Bishops tends to be quite sophisticated. Their vocabulary 

is advanced, and they often demonstrate an unusually good understanding of 

discourse mies. These strong verbal skills are prerequisites for carrying out their 

adult orientations and have been found to be associated with high social status 

(Burleson et al., 1986; Rubin & Borwick, 1984). 

Bishops try to find common ground with their play partners and seek 

compromise in conflict situations. They defend themselves with skillful verbal 

reasoning and ü that fails they defer to a higher authority, the teacher. Bishops 

are not generally aggressive but they are not easily intimidated either. They 

model ways of resolving conflicts that are appropriate and mature. Their behavior 

helps to teach important discussion techniques to other children. Bishops possess 

interesting play ideas, and are also wiUing to compromise and share which makes 

them successful leaders in dyadic situations. They play equally weIl with members 

of both sexes, and with a wide range of children. Their leadership, however, tends 

not to be as effective in larger groups. Bishops often have difficulty with rough 

and tumble play because the wild humour and physical exuberance is too far 

removed from the se date world of adults to which they aspire. Their leadership is 

also too timid and flexible to control a larger group of children. 

Kings and Queens are the unquestioned masters of the preschool society. 

They mIe by virtue of their wit and charm and by their commitment to vigourous 



.. 
but peaceful play. These "monarcbs" are socially gifted cbildren who assume 

their position without any special effort. They are extremely highly regarded by 

peers and constantly sought after. This level of popularity is a somewhat rare 

occurrence and not every classroom will have a King or Queen. 
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The most striking cbaracteristic of Kings and Queens is their supreme 

confidence. Instead of asking permission to join or staying around the periphery 

of the action, they enter a group with boundless enthusiasm and immediately 

adopt its frame of reference; much like popular children have been found to do 

(Dodge et al., 1983; Putallaz, 1983). There are no social opportunities that the 

monarchs are afraid to tackle and they accept rejection without feelings of 

recrimination or self-plty. They do not disrupt, caU attention to themselves, or 

antagonize, which distinguishes them from children of low social status (Dodge et 

al., 1983). The intentions of the King or Queen are honorable, and they are 

confident that their contributions will be acceptable. Their attitude is "let me join 

and rll malee it more fun for ail of us". NaturaIleadership ability rather th an an 

insistence on controlling everything propels them to dominance. Being self­

confident, they accept tbis dominance openly, without making other children feel 

demeaned or oppressed. They play frequently with both sexes and will interact 

with all of the children in the class. Kings and Queens can engage in highly 

verbal intimate activities or they can organize the play of a large group. 

While the leadership of Lords tends to be restricted to select groups of 

cliques, a monarch's orientation is toward inclusion rather than exclusion. Just as 
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they expect other children to accept them, they expect that different children can 

be induced to accept each other. They enjoy and direct broad play themes which 

include many children. As part of their inclusive orientation, Kings and Queens 

seem especially trusting of their classmates. They readily share toys and in tum 

trust others to share with them. 

In order to preserve peace, monarchs must possess great skill at handling 

conflicts. They seek compromise but unlike a Bishop they try to do so using a 

child's, rather than an adult's, frame of reference. They are adept at using 

imaginative play to resolve children's conflicts. Kings and Queens often use their 

power to create pretend settings in which real conflict and violence become acts 

of play. They possess great skill at play fighting, and will initiate it even when 

there is no conflict just to make the interaction more entertaining. Kings/Queens 

are talented entertainers whose good natured temperaments and zest for life can 

become contagious. 

Adcock and Segal's (1983) descriptions enable the reader to form very clear 

and detailed impressions of the social lives of each type of child. Even the 

layman can observe a preschool class and get a strong sense of what the authors 

are referring to. In this way, Adcock and Segal have provided a method for 

understanding and conceptualizing the nature of peer relations and the 

composition of social competence in preschoolers. The Medieval Kingdom 

classification topology is distinctive both in its descriptive charm and because it 
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considers and encornpasses the behaviors which other researchers have identified 

as being essential to successful social adaptation. 

Despite these strengths, there are limitations to the Adcock and Segal 

paradigm. Forernost among these limitations is the fact that the Medieval 

Kingdom topology has only been assessed with samples of preschool children. It 

remains to be demonstrated that the topology is observable in the peer 

relationships of oIder children. Evidence that the Medieval Kingdom can be 

delineated in school-aged children will expand the applicability and increase the 

power of this conceptualization process. 

Furthermore, Adcock and Segal have not examined the influence of 

specifie non-behavioral variables as they relate to the determination of social 

roles. Characteristics such as a child's cognitive ability, physical attractiveness, 

self-esteem, and birth order have been demonstrated to effect children's social 

status in other studies (e.g., Dion & Berscheid, 1974; Hartup, 1983; In-Sub & 

Hatti, 1984; Maccoby, 1980; Z~ionc, 1976) but as yet have not been included in 

this type of topology. 

-------------------- -- ---
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Chapter m 

Rationale 

The review of research has suggested that children's competence in peer 

relationships is developmental and is influenced by certain behavioral attributes 

and abilities. Adcock and Segal's (1983) work has contributed a unique and 

innovative means of examining children's social competence. Their 

conceptualization, referred to as the Medieval Kingdom topology, provides 

detailed descriptive summaries of both typical behaviors, and the range of 

personality attributes incorporated into five distinct social roles. These roles are 

broad enough to encompass individual variation but remain sufficiently narrow to 

meaningfully differentiate between children. 

Adcock and Segal's topology provides an efficient means of conceptualizing 

preschool children's play and social interaction. Yet, the very approach that 

makes it so valuable for studying young children May limit its applicability to 

older age groups. The Medieval Kingdom is a simple conception of children's 

social relations because the preschool child's interactions appear "relatively" 

straightforward, uncomplicated, and limited by the number of social roles that are 

available. Children do not remain so unaffected for long. Developmentally, 

social interaction becomes increasingly more eomplex and subtle. Clearly, the 

peer relationships of older children cannot be understood and explained by a 

simple metaphor or be limited to merely five social roles. Situationally specifie 
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behavior may come to he dominant and global assessments of behavior May cease 

to be readily observable. 

This study will attempt to determine if Adcock and Segal's (1983) topology 

exists in a relatively more structured setting with a group of older (kindergarten) 

children. The kindergarten class, wl1ere dema&1ds for self-control and rule 

conformity are interspersed with fr~quent opportunities for nee and rambunctious 

play, provides an interesting environment to test the generalizability of previous 

findings. 

The study will also endeavour to evaluate the role of cognitive ability and 

specific non-behavioral variables in the determination of children's status within 

the topology. Children's cognitive ability has been shown to affect their skill at 

assuming the perspective of others, communicating and cooperating (Maccoby. 

1980), as weil their facility at moral reasoning (Sullivan, 1953), abilities which 

have in tum, been found to affect social status (Burleson, 1986; Dodge, 1983; 

Dodge et al., 1983; Putallaz, 1983). Variables such as chronological age (Hartup, 

1983; Hetherington & Parke, 1979), birth order and family size (Miller & 

Maryuma, 1976; Payne, 1975; Sells & Roff, 1964; Zajonc, 1975, 1976), physical 

attractiveness (Dion & Berscheid, 1974; Langlois & Stephan, 1981), and self-

esteem (In-Sub & Hatti, 1984; Russell, 1989) have also been found to affect an 

individual's status among peers and therefore will be inc1uded in this study. 

TItus, the principle goals of the present study are to determ.ine if the 

Medieval Kingdom topology can be extended and generalized to the kindergarten 
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classroom and to examine what interactions exist between cognitive ability, self-

esteem, physical attractiveness, chronoIogicaI age, gender, number of siblings, and 

birth arder and the different roles within the topology. 
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One hundred and seventy-three kindergarten children (83 males and 90 females) 

from ten classes in two suburban Montreal public elementary schools participated in the 

study. The children were English speaking caur.asians, from middle to upper-middle 

class socio-economic backgrounds. At the initial time of testing the mean age of the 

children was seventy-four months (sd= 3.5 mo.). AlI observations and testing were 

carried out over a three month period in the latter part of the school year. Thus, at the 

time of testing the children were quite familiar with each other. 

Oelineation of Topology 

In a qualitative study of preschool peer interaction, a framework was developed 

by Adcock and Segal (1983) for classifying children's social styles within the hierarchical 

structure of group play. Five social styles were identified based on repeated 

observations. Since these styles were reminiscent of a feudal society, the authors used a 

medieval kingdom metaphor to label the styles. The three leader styles were called 

Kings or Queens, Bishops, and Lords. The follower styles were delineated as Vassals 

and Serfs. The five styles can be summarized as follows: 

Kin~s IOueens are the unchallenged leaders of the preschool class. They tend to be 

socially gifted children who possess a very high degree of natural leadership ability which 



is characterized by benevolence rather than by a need to control. Kings/Queen.; are 

supremely confident, bave no social fear, and deal with rejection easily and effectively. 

They play equally weIl in dyads and peer groups of any size but prefer more active 
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games. They possess excellent conflict resolution skills and in a sense combine tbe best 

attributes of all the other leadership styles. They are talented, energetic entertainers 

whose attention is desired by all children and who bring out the best in their playmates. 

Bishops are also children of distinction who enjoy high peer status. They are calm, 

reserved, and subtly imaginative. Bishops are beavily focused on dyadic fantasy play and 

enliven these interactions with excellent verbal ability and creative ideas. These skills 

coupled with tbeir characteristically flexible, fair, and nurturant social style make them 

desired playmates. Bishops are very sophisticated, adult-oriented children who often 

seem like litde teachers or small adults. They frequently attempt to enforce class rules 

in the teacher's absence and often report on tbeir peers for behavioral transgressions. 

Bishops are very successful at maintaining intimate interactions and resolving conflicts, 

talents which contribute to their mature appearance. 

~ are diligent, focused, and assertive children. They have attained their position as 

leaders through hard work rather than through a preponderance of natural ability. They 

are adept at blending commands and compliments in order to influence and control their 

followers. Lords are recognized as individuals who initiate, organize, and elaborate play. 

They pre fer cooperative social pretend play in small groups of three to five children. 
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The theme of the Lords' fantasy play frequently focuses upon the family where they 

assume the role of domineering and controlling parent. 
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Vassals are in tbe middle of the social hierarchy. They are very successful followers 

who are aImost a1ways closely linked to a child witb high social power. Vassals enjoy 

social pretend play in dyads or groups and typically fill the role of "favourite offspring" or 

"partner in crime". They are highly regarded by their chosen leaders and often receive 

special attention and consideration. While Vassals prefer not to initiate social activities, 

lower status children occasionally seek their direction thereby placing them briefly in a 

Ieadp.rship role. 

~ are at the bottom of the social scale. They are followers with little, if any, social 

power. They exhibit very high proportions of peripberal behavior (Le. hovering around 

social groups, proximal observation of peers) and solitary play. Of any group, serfs are 

the Ieast involved in pee~ interaction and the least successful at maintaining it. Many 

serfs, however, are not distressed by their low levels of social involvement and their role 

of casual follower seems to compliment their personalities quite weIl. 

Dependent Measures 

Canadian CO&JlÎtive Abilities Test (CCAD- Prinuu:y Battery - (Thomdike, Hagen, & 

Wright, 1984), was used to assess the development of cognitive abilities related to verbal, 

quantitative, and nonverbal reasoning and problem solving. The CCAT provides a direct 
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assessment of children's ability to a) classify, categorize, and order familiar objects, b) 

use quantitative and spatial relationships and concepts, c) hold information in short-term 

memory, d) compare stimuli and detect similarities and differences in relative size, 

quantity, position, shape and time. It also provides an estimate of the child's fund of 

general information, verbal concept formation and ability to employ effective strategies 

for scanning pictorial or figurai stimuli to obtain information. 

The CCAT is based on the Cognitive Abilities Test (CAT) developed by Thorndike 

and Hagen (1978). In order to make the CCAT more relevant for a Canadian 

population, certain minor modifications in content were made. As a result of this 

adaptation, the test maintains the quality of measurement found in the older edition 

(CAT), with the additional advantage of being more suitable for a Canadian population. 

The Primary Battery is a single-score, untimed, nonreading test of general 

cognitive skills, administered at a pace suitable for the group being tested. It uses 

pictorial mate rials and oral instructions and is divided into four subtests: Rational 

Concepts, Object Classification, Quantitative Concepts, and Oral Vocabulary. 

The Kuder-Richardson 20 reliability estimates by levels and grades for the 

Primary Battery were reported to be .87 (Costantino, 1989; Cummings, 1989; Mclnnis. 

1986) suggesting a high level of internai consistency (McInnis, 1986). The concurrent 

validity of the Primary Battery is fairly high, correlating at .75 with the Canadian Tests of 

Basic Skills (crBS). The CAT has been found to correlate at .75 with the Iowa Test of 

Basic Skills and the Tests of Academie Progress (Ni chois, 1985). Correlations of the CAT 

with the Stanford-Binet were reported to be .65-.75 (Hopkins, 1985). The predictive 
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validity coefficients for mid-year CAT with teacher's final marks show .50-.65 correlations 

(Hopkins, 1985). Three year retest correlations were generallyaround the .50s (Nichols, 

1985). 

The CCAT was chosen because it provides a reliable estimate of kindergarten 

childrens' cognitive abilities; is standardized for the population of interest; and was 

requested by the administrators within the two participating schools. 

Behavioral Academie Self-Esteem (BASE) Test- (Coopersmith & Gilberts, 1982) 

assesses children's academic self-esteem on five factors: self-initiative, social attention, 

success/failure, social attraction, and self-confidence. These factors were derived from 

factor analyses of the Coopersmith Behavior Rating Fonn (BRF). The BASE includes 16 

items drawn predominantly from the BRF and revised to describe academic related 

behaviors. Teachers rate how frequently a child behaves in a particular way, using a five 

point Likert scale varying from "Never" to "Always". Due tO the age of the children in 

the study this method was selected ovek' the more traditional approacb of measuring self­

esteem based on respondents' self-reports. 

The BASE was normed on 3,055 children in grades K through 8 who were 

representative of lower-middle to upper-middle class populations. Internai consistency 

coefficients were based on correlations of individual items in tbe total score and ranged 

from .37 to .76 with a Mean Z transformation correlation of .61. Intercorrelations of 

factor scores with the total score range from .71 to .94 with a Mean of .84. Inter-rater 

reliability was reported as .71. The authors contend that construct validity of the BASE 



derives from Coopersmith's self-esteem theory and tbat the five factors reflect those 

personality traits most gennane to academic self-esteem. 

The BASE was selected as a reliable, teacher-referenced assessment of young 

children's self-esteem which could be completed quickly and easily scored. 
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Pbysical Attractiveness- was appraised based on a global assessment by two independent 

raters. Children were rated using a five point Likert scale (a score of one referring to 

very unattractive cbildren and a score of five referring to very attractive children). When 

disagreements between raters occurred, the mean of the two scores was entered as the 

child's physical attractiveness score. 

Demo&l'aphic Yariables- several variables inc1uding sex, date of birth, chronological age, 

birth order, number and age of siblings were obtained through school records and a 

parent completed questionnaire (Appendix A). 

Procedure 

Trainini procedures 

Iwo researcb assistants, naive to the hypotheses of the study, observed each of ten 

classes for three weeks. Prior to the observation period, each observer was given a 

global qualitative description (as it appears in Adcock & Segal, 1983, pp. 55-133) of the 

five social styles (King/Queen, Bishop, Lord, Vassal, Serf) and an abbreviated 

delineation of each social role. 
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The research assistants were trained to an interobserver reliability level of .90 on 

the Medieval Ki.tïgdom social role topology. This was accomplished, first by repeating 

Many of the anecdotal examples of children and their social roles provided by Adcock 

and Segal (1983) with the experimenter, and then by practising the classification process 

in a pilot kindergarten classroom. 

The practice sessions focused on ten children. Research assistants observed and 

rated children's behavior until they achieved 90% agreement on role classifications. The 

experimenter was available to answer any questions and to discuss the behaviors which 

separated one role from another. When disagreements occurred during the actual 

classification process, a meeting was held between the research assistant and the 

experimenter and a consensus was achieved. 

Physical attractiveness ratings by the two research assistants were averaged to 

provide a single score for each child. Agreement between the two observers was .61. 

Discrepancy between the ratings of the two observers did not exceed one point for any 

given child. 

pata collection procedures 

Observations were conducted during the free play sessions of ten classes, within 

two schools. AlI kindergarten classrooms featured a number of learning centers and 

special play areas partitioned by dividers or bookshelves scaled to the children's height. 

These interaction areas included art, book, sand and water centers, and block, Lego, and 

playhouse areas. The teacher-child ratio ranged from 1:10 to 1:21 with the average ratio 
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being 1:16. The free play sessions were scheduled at different times throughout the day 

in the various classes and were characterized by minimal teacher intervention and 

direction. 

Over the three week observation period each child was observed daily for a 

minimum of five minutes during free play. In the initial phase of the observation (week 

1) research assistants completed physical attractiveness ratings of each child and focused 

on conspicuous play episodes involving groups of children. During the latter phase 

(weeks two and three) they observed the social interactions of specifie children. Peer 

interaction was transcrlbed in note form as it occurred. The research assistants recorded 

the name of each child's playmate(s) when interaction was observe d, noted instances of 

conflict and included a reference to the technique the child employed to resolve it. At 

the end of the observation period, the research assistants rated each child's predominant 

affective behavior (happy, sad, or serious), noted the child's MOst frequent playmates, 

and recorded their impressions of the primary role each child assumed during 

observation, as weIl as the roles their playmates assumed. 

During the last week of each three week observation period the experimenter 

administered the CCAT to the class and each classroom teacher completed the BASE. 

Parents completed a questionnaire addressing demographic variables relating to their 

child. 
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An examination of the data generated through the implementation of the 

Medieval Kingdom topology indicates that a more thorough representation of the 

results requires a preseatation of both the qualitative and quantitative data. 

Descriptive analys:s of actual social interactions, highlighting integral behaviors 

specific to children in each of the various social roles are included in order to 

convey the richness and detail encompassed by the topology. 

Ouantitativ~ data 

The Medieval Kingdom topology, which classifies children into one of five 

roles (King/Queen, Bishop, Lord, Vassal, Serf) based on their free play behaviors, 

was implemented in ten c1assrooms via the categorizations of two trained 

observers. AlI 173 children in the sample were classified into one social role by 

both observers. Interobserver agreement occurred for 91% of the children 

(156/173) and in the cases (n = 17) where it did not, a conference with the 

experimenter led to a mutually agreed upon classification. For the purposes of 

the analyses, the social roles were assigned a numerical value ranging from one to 

five where the highest number corresponded to highest social status; King/Queen 

(5), Bishop (4), Lords (3), Vassals (2), Serfs (1). 

The distribution of social styles appears in Table 1 and indicates that 35% 

of the children assumed "leader" social roles (King/Queen, Bishop, and Lord). 
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Table 1 

Distribution of Social Raies by Gender 

Gender 

Social Raies Male Female Total 

King/Queen n 6 5 11 
%bygender 7.0 5.6 
% overall 3.5 3.0 6.4 

Bishop n 19 12 31 
% bygender 22.9 13.3 
% ove rail 11.0 7.0 17.9 

Lord n 8 10 18 
% bygender 9.6 11.1 
% ove rail 4.6 5.8 10.4 

Vassal n 18 31 49 
% bygender 21.7 34.4 
% overall 10.4 18.0 28.3 

Serf n 32 32 64 

1 
% bygender 38.6 35.6 
% overall 18.5 18.5 37.0 

~ 
i 

1 
Total N 83 90 173 

% ove rail 48.0 52.0 10C 

1 
f .. -
~-

t 
L 
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Kings/Queens composed 6.4% of the sample; Bishops 17.9%; and Lords 10.4%. 

The "follower" social roles of Vassal and Serf accounted for 28% and 37% of the 

sample respectively. There was a slightly higher but nonsignificant percentage of 

males in leadership roles (55% vs. 45%) caus~d by the greater number of boys in 

the Bishop category. While the role of Serf was evenly distributed by gender, 

more females assumed the role of Vassal which accounted for the higher 

percent age of females in "follower" roles. 

In order to assess the relationship betNeen social role and the dependent 

variables a correlation matrix was generated. Intercorrelations between the scores 

appear in Table 2. The correlation matrix reveals moderate correlations between 

social role and cognitive ability (r= .40, p < .(01), physical attractiveness (r= .44. 

p<.OOl), self-esteem (r=.54, p<.OOl), and age (r=.34, p<.OOl). No significant 

correlations were apparent for social role and birth order or number of siblings. 

Mean scores and percentile ranks on the dependent variables, for the five 

social roles (KingjQueen, Bishop, Lord, Vassal, Sert) are presented in Table 3. 

The data illustrates that the mean score for the students in the present study 

exceeds that of the standardization sample on both the CCAT and BASE tests 

and surpasses the expected mean for the physical attractiveness measure. 

Inspection of the percentile ranks suggests that KingsjQueens (92nd 

percentile) and Bishops (86th percentile) performed at very high levels on the 

CCAT, while Lords (68th percentile) and Vassals (65th percentile) achieved 

moderately high success. Serfs (50th percentile), however, performed al the mean 

1 

1 
i 
\ 



Table 2 

Intercorrelatjoo Matrjces 

Variable 

(1) Social Role 

(2) Cog. Ability 

(3) Phys. Attract. 

(4) Self-EsteeIlt 

(5) Age 

(6) Dinh Order 

(7) # of Sibs. 

.p < .05 
•• p < .01 

••• p < .001 

n (1 ) 

173 1.00 

166 

173 

1"''' lM 

173 

1 ''t 1.-

173 

(2) (3) 

.40··· .44··· 
1.00 .26··· 

1.00 

60 

(4) (5) (6) (7) 

.54··· .34"'·· .01 .01 

.37··· .17* .11 .04 

.30-•• .06 .02 .03 

1.00 .15* .01 .07 

1.00 .06 .11 

1.00 .65*** 

1.00 
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Table 3 

Mean Scores and Standard Deviations for Social Boles by Dependent 
Measures 

DEPENDENT King/ Bishop 
MEASURE Queen 

CCATI y 63.00 60.90 
sd 4.40 6.75 
n 11 31 
perœntile rank 92 86 

Self Esteem2 x 63.73 62.00 
sd 5.31 7.43 
n 11 31 
percentile rank 79 72 

Phys. Att.3 X 3.82 3.53 
sd 0.75 0.69 
n 11 31 

Age - 77.45 75.39 x 
sd 2.07 3.52 
n 11 31 

#Sibs. J: 1.45 1.48 
sd 1.13 0.93 
n 11 31 

1 Standardization population Mean = 51.0 
2 Standardization population Mean = 56.4 
3 Expected sample Mean = 2.5 

ROLE 

Lord Vassal Serf 

56.00 55.47 51.20 
9.73 8.99 10.19 

17 47 60 
68 65 50 

59.17 57.90 49.14 
7.07 6.50 8.71 

18 49 63 
59 56 27 

3.08 3.19 2.57 
0.96 0.83 0.68 

18 49 64 

75.06 73.37 73.19 
3.93 3.09 3.45 

18 49 64 

1.44 1.60 1.45 
0.70 0.91 0.78 

18 49 64 

Range of possible scores = 0-84 
Range of possible scores = 16-80 
Range of possible scores = 1-5 

61 

Total 

55.50 
9.71 
166 
68 

59.94 
9.24 
172 
63 

3.05 
0.86 
173 

74.10 
3.53 
173 

1.49 
0.85 
173 
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for the population. Percentile rank scores on the BASE reflect moderately high 

self-esteem levels for Kings/Queens and Bishops, normative levels for Lords and 

Vassals, and low self-esteem for Serfs. 

The Kruskal-Wallis Mean rankings of each social group on the dependent 

measures (Table 4) suggests that the children who assumed social roles 

characterized by peer leadership (King/Queen, Bishop, Lord) were somewhat 

older and possessed higher average cognitive ability, self·esteem, and physical 

attractiveness levels than children who adopted "follower" social styles (Vassals & 

Serfs). No differences between the social roles were noted for sibling number or 

birth order (see Table 5). 

Nonparametric post hoc analyses were employed to examine social role 

group differences with respect to r.on-behavioral variables. The Kruskal-Wallis 

Analysis of Variance for two or more independent groups was employed because 

of its robustness with respect to small and unequal groups. This analysis rcvealed 

significant main effects fo::, cognitive ability [X2 (166) = 62.26, p< .001], physical 

attractiveness [X2 (173) = 40.73, p<.001], self-esteem [X2 (172) = 62.26, p<.0011, 

and chronological age [X2 (173) = 21.55, p<.OO1]. 

Further post hoc analyses utilizing t-tests for independent samples were 

performed on the variables where signiEcant main effects had been obtained. 

The small number of subjects in the King/Queen and Lord categories required 

that, for the purposes of the se comparisons, the leader and follower social roles 

be collapsed into two separate groups. The results of the analyses indicated that 
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Table 4 

Kryskal-Wallis Mean Banks (ma for Social Groups 

Dependent Measures 

Bole CCAT Self Esteem Phys.Att. Age #Sibs. 

KinglQueen mr 125.86 132.77 129.68 134.36 78.00 
n 11 11 11 11 11 

Bishop mr 113.60 119.81 116.50 105.00 85.74 
n 31 31 31 31 31 

Lord mr 85.97 106.03 87.11 100.78 86.72 
n 17 18 18 18 18 

Vassal mr 81.01 95.31 95.73 77.26 92.80 
n 47 49 49 49 49 

Serf mr 61.43 49.60 58.66 73.73 84.80 
n 60 63 64 64 64 

( 
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Table 5 

Distribytion of Social Bgles by Birtb arder 

Role 

Kin~Queen 

Bishop 

Lord 

Vassal 

Serf 

Total 

n 
% 

n 
% 

n 
% 

n 
% 

n 
% 

n 
% 

First 

4 
36 

16 
52 

10 
56 

17 
35 

26 
41 

73 
42 

Second 

5 
45 

9 
29 

5 
28 

17 
35 

28 
44 

64 
37 

Birth Orcier 

Third 

1 
9 

4 
13 

3 
17 

12 
24 

10 
16 

30 
17 

Fourth 

0 

2 
6 

0 

2 
4 

0 

4 
2 

Fifth 

1 
9 

0 

0 

1 
2 

0 

2 
1 

64 

Total 

11 

31 

18 

49 

64 

173 
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"leaders" significantly exceeded "followers" in cognitive ability [t (164) = 4.57, 

p<.OO1], self-estep.m [t (170) = 6.38, p<.OOl], physical attractiveness [t (171) = 

4.69, p. <.001], and had a higher chronological age (t (171) = 4.48, p< .001]. 

Absence or illness of children on the day( s) of assessment rcsulted in 

6S 

missing data in a small number of cases. Seven children (one Lord, two Vassals, 

and four Serfs) were not available ta complete the CCAT, and BASE ratings were 

not obtained for one child (a Sert). Prior observation of these children indicated 

that their absence would not contaminate the analyses. 

Oualitative data 

ln the observation of the ten different class "kingdoms" it became apparent 

that certain behaviors and social interactions were very typical of each social raIe. 

These representative bebaviors and definitive interpersonal exchanges can be 

imparted by means of anecdotal descriptions of each. 

When present in a classroom, Kings/Queens were easily identifiable as 

much because of how their peers responded to them as it was for any specifie 

behavior(s) they displayed. The uniqueness of Kings/Queens cao be illustrated by 

sorne anecdotal evidence. Observation of a King named Andy and a Queen 

named Monica provide representative examples. 

1 
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In one observational episode Andy was involved in directing play in a far 

corner of the classroom when conflict arose in the building block area. Five boys 

had been playing without cohesion when Mike (a Bishop) noted that the standing 

class rule that "only four children at a time allowed in the area" was being 

violated. It was clear that the play space was over-crowded but they could not 

agree on who was the last to joïn, and nobody would volunteer to leave. The 

teacher was occupied with a visitor, 50 Jim (a Serf) was dispatched to get Andy to 

help resolve the conflict. Andy temporarily left his game and accompanied Jim 

back to the block area where he listened patiently as each boy recounted his 

perception of the incident. From the available evidence, Andy determined that 

Jim was the child who should leave the game. Jim, who was at first disappointed, 

was appeased by Andy's proclamation that he would be allowed to play with the 

blocks tomorrow, and by an invitation to join Andy's ongoing play. 

This anecdote demonstrates both the extremely high regard with which 

other children hold Kings/Queens and provides an idea of sorne of the behaviors 

that are associated with this preeminence. As Adcock and Segal (1983) have 

demonstrated, Kings/Queens possess very high social status and excellent conflict 

resolution skills; a profile that Andy's behavior clearly reflects. 

The supremely confident behavior of Monica provides another example of 

the attributes of Kings/Queens. Monica had been involved in helping the teacher 

with a number of errands while the other children were partaking in free play. 

The play was loosely centered around the play house. As such, it involved a large 
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number of boys and girls and was not very cohesive or focused. Monica was faced 

with the task of integrating the play of both the boys and girls around one physical 

structure. 

Characteristically, Kings/Queens are motivated toward inclusion of 

children into large active play groups and Monica's behavior upon joining the 

interaction clearly reflects this. She entered the peer group with grea~ enthusiasm 

and immediately changed the play house into a "post office". The boys were 

assigned the role of mailmen and were given "letters" to deliver around the room, 

a suggestion they embraced with eagemess. The girls who metamorphasized into 

"clerks" under Monica's "postmaster", each seem pleased with their new identities. 

Monica's supreme self-confidence enabled her to enter a large group of peers and 

successfully reorganize their play benefiting aIl involved. Her talented, creative 

leadership appeared to elicit happiness and interest in her playmates. 

The characteristics that were the most representative of children 

categorized as Bishops were their verbal ability and des ire to become involved in 

dyadic fantasy play. David, an archetypal Bishop, exemplified this in his play 

behavior. During one observation period he was absorbed in the construction of 

a building block fortress. Joff, a Vassal who was David's favored playmate, 

happened by. David described at length what he was doing and an interested Joff 

asked to be included. David readily accepted him and the two boys became 

engrossed in their construction activity. David directed the fantasy play but 

willingly accepted Joffs suggestions and elaborated upon them. 
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" • At one point Joff proposed that their fortress was being attacked by 

monsters. David integrated this idea by tuming Joff and himself into 

"ghostbusters" who were pursued to the fortress by ail manner of monsters and 

apparitions. These invisible adversaries and their menacing actions were 

described in exciting and creative detail by David to the delight of Joff. Other 

children hovered around David and Joffs game but David refused to invite any 

other participants. Children who asked to join were informed that "only two could 

play the garne". 

David's elaborate and imaginative descriptions during fantasy interaction 

and apprehension about extending the game to include more children provide a 

clear example of behaviors essential to the conceptualization of a Bishop. 

The Lord can be viewed as a diligent assertive child driven by a need to 

control; the Vassal as a highly successful follower linked to a child with high 

social power; and the Serf as a low status child with no control over social play. 

Personification of these roi es in the current sample were provided by the 

observation of a stable pretend family during one play episode. 

During this observation period Laura (a Lord) assumed her usual position 

at the oven in the playhouse. Her regular retinue, which included Carolyn (a 

Vassal), Melanie (a Sert) and Tom (a Sert), followed her and assumed the fantasy 

roles of favorite daughter, younger daughter, and father, respectively. This 

interaction began with Laura making breakfast for her family and then sending 

her husband off to work. While Tom wandered aimlessly about the classroom, 
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Laura, Carolyn, and Melanie engrossed themselves in the task of preparing the 

family's dinner. Laura assumed total control over aU details; only she had access 

to the stove, she decided what they were preparing and which ingredients could be 

included, and she detennined the sequence of events that occurred in the play 

episode. 

At one poînt Carolyn stated that she was making a birthday cake although 

to that point no mention of such an occasion had been made. Because Carolyn 

wa~ her Vassal, Laura accepted and incorporated this suggestion jnto the fantasy 

play. Laura decided that it was Tom's birthday and that they would be giving him 

a surprise party when he came home. Melanie then declared that she was making 

Tom a sweater as a gift. Laura did not appreciate this unsolicited contribution to 

the play from a low-status child and informed Melanie that Tom already had eight 

sweaters and did not need any more. Melanie's protests to the contrary were 

ignored by both Laura and Carolyn and she soon accepted Laura's suggestion that 

she "buy" Tom something from the store (class dress-up box). 

In the meantime, Laura and Carolyn interacted happily at the stove 

creating a feast for the birthday dinner. When Melanie retumed from purchasing 

her gift she tried to help with the preparations. This was met with only mixed 

ernotions from Laura who begrudgingly assigned her to a task and then ignored 

most of her input. When Tom retumed from work, an activity which had actually 

included observation of sorne of the boys playing with Lego and solitary play with 

toy cars, he was given bis surprise party. Tom accepted the dinner and gifts with 

i 
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bemused detachment as Laura provided a detailed description of the proceedings. 

The play episode ended with the teacher's cali for clean-up. 

This pretend family epitomizes the characteristics of the Lord, Vassal, and 

Serf. Laura is extremely controlling, accepting suggestions only from Carolyn. 

She organiz~s and ritualizes the group's play. Her followers are assigned pretend 

roles and given a limited amount of latitude within them. Nothing "new" happens 

to the family without Laura's approval. She is very much in control. 

Carolyn is Laura's favorite playmate, and as such she receives the vast 

majority of the Lord's attention. Her play suggestions are generally accepted and 

only minimally altered by Laura. Carolyn is happy to follow Laura's lead and 

enjoys her role as supportive best friend. Since Vassals are in the middle of the 

social hierarcby they are frequently pressured to maintain their special position 

with their chosen leaders. This motivation was apparent in the Carolyn's 

interactions with Melanie. 

When Laura is not present, Carolyn and Melanie often play together 

happily. However, once Laura arrives and the family is formed, Carolyn !leglects 

Melanie and in concert with the Lord, often active~y rejects her. Carolyn's 

behavior toward Melanie May be motivated by an insecurity with her own status 

which leads her to repudiate anyone who is in a position to potentially supplant 

her. 

Melanie and Tom's actions within the context of the pretend family 

exemplify the predominant behaviors of Serfs in the present study. In Many ways, 
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Melanie is a frustrated Serf. She would like to become attached to a leader but 

lacks the cognitive and verbal skills tbat would allow her to realize this desire. As 

a result, Melanie is forced to accept ber secondary raIe in social interaction. 

Tom, however, seems to be a bappy Serf, readily accepting the role of the 

neglected father in the pretend family. "Going to work" allows him the freedom to 

pursue his other common activities; such as observing peers and solitary play; 

whlle still being peripherally attached to a stable peer group. Tom rarely seems 

lonely ()r sad, bis low social involvemeat seems to be accepted. The role of Serf, 

while low in the social hierarchy, is not necessarily negative, and as a result Many 

children who occupy it are content. 

Taken together, the results of the quantitative and qualitative analyses 

provide valuable information on the abilities and attributes children possr,ss and 

give an indication of how these skills May manifest themselves in their social 

styles. They suggest that differences in cO&n-~tive ability, physical attractiveness, 

and self-esteem may be associated with behavioral differences reflecting 

leadership and submissiveness. The qualitative analyses provide further support 

for the trends and generalizations that are apparent in the observational data. 
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Chapter VI 

Discussion 

In the present study, support was found for the utilization of Adcock and 

Segal's (1983) Medieval Kingdom social role topology with kinderganen children. 

Independent observers were coru;istently able to make stable categorizations and 

the proportions of children they assigned to each social role were similar to those 

obtained by previous research (Adcock & Segal, 1983; Segal et al., 1987). 

Furthermore, the types and nature of the social interactions observed were very 

similar to those anecdotally described by Adcock and Segal. 

Certain behaviors were found to typify each of the five different social 

roles included in the topology. Kings/Queens exhibited extremely high levels of 

self-confidence, organization ability, and conflict resolution skills. Bishops were 

less out-going than Kings/Queens but also enjoyed great popularity within their 

smaller circles. Adult-orientation and high verbal ability / creativity were the 

predominant characteristics of the Bishops in this sample. The Lords were the 

hardest workers in the social interactions of the class. These children usually did 

not appear to be as talented as Kings/Queens or Bishops but their determination 

to direct others enabled them to assume leadership over their less assertive peers. 

Once this leadership was achieved, Lords were very conscious of their ability to 

control others and were dedicated toward its maintenance. 
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The majority of Vassals epitomized tbe ideal of a ''best friend". Their 

typical social goal was to become closely attached to a child with high social 

power. Once this relationship was developed they became dependable playmates 

who bappily followed their chosen leader's direction. Most of the Vassals 

observed in this study were very responsive interaction partners who understood 

what was expected of them in social exchange. While all the Serfs were readily 

characterized by low social status and power, there appeared to be dichotomy 

within the group regarding how children reacted to their low peer status. One 

group of Serfs were quite content with peripheral involvement in group activities 

and seemed to enjoy quiet solitary play. The other group of Serfs seemed 

dissatisfied with their limited social experiences. Unhappy being the secondary 

playmate to a higher status child, these Serfs aspired to greater social involvement 

and seemed to covet the Vassal's role. Unfortunately for such children, they 

usually lacked the rp.quisite skills necessary to achieve this goal. 

These findings are not only consistent with those of Adcock and Segal 

(1983) and Segal et al. (1987), but are also compatible with other research (e.g., 

Howes, 1987; Sroufe, 1983). The results suggest that social facility, leadership, 

and self-confidence are predominant characteristics of children of higher social 

status. This finding coincides with Sroufe's (1983) view that a serure and mutually 

rewarding relationship with the primary caregiver serves as a strong foundation 

for an array of subsequent social adaptational strengths. It has been 

demonstrated that children who have experienced such a positive relationship with 



74 

their parent(s) are more sociable (Jacobsen et al., 1987), ego resilient (Arend et 

al., 1979; Block & Block, 1979), confident (Jacobsen & Wille, 1986; Lieberman, 

1977), and socially competent (LaFreniere & Sroufe, 1958), while at the same 

time demonstrating lower levels of hostility and antisocial behavior (Erickson et 

al., 1986; Rosenberg, 1985). They have also been shown to exhibit superior social 

play skills (Rosenberg, 1985) and greater curiosity (Jacobsen & Wille, 1986). 

Similarly, children who were classified as Kings/Queens, Bishops, or Lords in this 

study, seemed more self-assured, more socially skilled and also appeared to 

possess greater facility at social play than their peers. 

The present results remain consistent with Howes' (1987) Vlew that social 

competence is reflected by the frequency of certain types of social play that 

children exhibit during specifie developmental periods. As weil, it supports her 

contention that more sophisticated and mature forms of play evolve from a 

foundation of previously mastered play skills. The observations of children in 

different social roi es suggested that the ability to organize and imaginatively 

create social fantasy play was related to social prominence. This ability is a 

logical extension and refinement of cooperative social pretend play, a skill Howes 

(1987) found to be essential to social competence in younger children. Just as 

children who are mastering social pretend play build on the turn-taking structure 

previously estabHshed in complementary and reciprocal play, children who are 

learning to organize and create interesting fantasy play may be building from the 

non-literal symbolic framework established in social pretend play. If learning to 
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pretend is essential to social competence in the preschool developmental perioe!, 

as Howes (1987) sllggests, it is reasonable to assume that learning how to control 

and create innovative and exciting fantasy interactions would be related to social 

competence in the next period (kindergarten). 

Observational evidence from the present study supports this assumption. 

For example, the behavior of Kings/Queens appeared to refleet both an 

awareness of the needs of their peers and an ability to organize and invent the 

appropriate therne of fantasy play. In a circumstance where his peers wanted 

active exciting play one king transformed the classroom into a sewer where 

mutant turtles b~ttled evil rats. When a more calm and reserved tone was 

required the sarne chiId became an "anny sergeant" directing his "charges" to 

complete various paper and penciI tasks. 

The Bishops and Lords seemed to possess ooly portions of the 

King/Queen's behavioral repertoire as it related to play. The behavior of the 

Bishops suggested that they were able to generate origtnal and interesting fantasy 

transformations but only within the context of dyadic interaction. They seemed to 

mamfest dyadic interaction skills comparable to those of the Kings/Queens but 

did nOL evince similar facility at group leadership. Conversely, successful Lords 

were able to organize the play of small groups of children but lacked the 

imagination and talent required to make the group's interaction enthralling. 

In addition to the observational evidence pointing to the importance of the 

ability to organize and create interesting fantasy play in the determination of a 
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kindergarten child's social status, the results of this study suggest that there are 

other behaviors that may be just as meaningful. In accord with previous research, 

a child's ability to assume the frame of reference of a peer group (Putallaz, 1983), 

peer group entry skill (Dodge et al., 1983; Howes, 1987; Putallaz, 19,53), and 

affective interp~rsonal behavior (Dodge, 1983; Rubin & Danil!ls-Beimess, 1983) 

were salie nt interaction features which seemed to be related to social status within 

the Medieval Kingdom topology. For example, the behavior of Lords who were 

unsuccessful in establishing a stable retinue suggested that the;r affective 

orientation was predominantly negative. White they exhibited the ability to 

organize play, these Lords could not maintain a consistent group of followers 

because they were either uncooperative, self-centered, and! or aggressive. A 

sirnilar weakness in interpersonal behavior was apparent in the social exchanges 

of Vassals who were unable to form a close relationship with a specifie leader. 

The actions of Serfs frequently conveyed the impression that they lacked 

appropriate peer group entry skills. On numerous occasions a Serf was observed 

unsuccessfully attempting to join a group of peers by hovering around its 

periphery or by disrupting its activities. Most Serfs seemed to have difficulty 

waking relevant contributions to a group's ongoing interaction. Their comments 

or actions ~eemed inappropriate because they tended to focus on aspects of the 

activity or play that were extraneous. 

Evidence in support of the observational distinctions between social groups 

was also generated by the assessment of the association of several non-behavioral 
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lariables; including cognitive ability, self-esteem, physical attractiveness, 

chronological age, gender, birth order and sibling number; with status in the 

topology. The results of this assessment suggested that cognitiv(. ability~ self­

esteem, physical attractiveness, and age were all significantly related to social 

status. Further analyses indicated tbat there were significant differences between 

leader (KingjQueen, Bishop, Lord) and follower (Vassal, Serf) groups on each of 

these variables. This outcome implies that there is a relationship between social 

leadership ability and these four non-behavioral variables. The meaningfulness of 

this statistical relationship however requires further examination. 

The finding that cognitive ability is related to social status within the 

Medieval Kingdom is not surprising given the existing body of research. Cognitive 

and intellectual abilities have long been found to correlate with reer social 

standing (Hartup, 1983). Roff et al. (1972), for example demonstrated, that 

popular children were significantly brighter than less popular children within ea.;h 

of four socioeconomie levels. Specifie cognitive skills sueh as interpersonal 

problem solving ability (Conger & Keane, 1981; Rubin & Daniels-Beimess, 1983), 

communication ability (Burleson, 1986; Putallaz, 1983), and moral reasoning 

(Sullivan, 1953) have also been associated \Vith social status. 

It seems reusonable to assume that children with heightened cognitive 

abilities, relative to their peers, would be in a better position to assume social 

leadership roles and that leadership itself may be an ability that is important in 

identifying ehildren with high potential for success. In fact, the cûmbinatioll of 



cognitive skill and leadership ability exhibited by Kings/Queens in this study 

parallels that which has been proposed as being retlective of "giftedness" 

(Renzulli, 1978). 
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Renzulli (1978) cautioned against overly restrictive definitions of giftedness 

and recommended that skills in addition to general intellectual abihty be included 

in the conceptualization of it. 1"0 this end, he proposed that giftedness was 

determined by the interaction of three cIusters of ability including; a) above 

average general ability, b) task commitment, and c) creativity. Within the 

creativity cIuster Renzulli (1978) stresse d, amnng other skills, the import~nce of 

constructive ingenuity and social purpose. Observation of the Kings/Queens in 

the present study indicated that they tended to be creative, directed toward social 

interaction, and skilled at group leadership. Additionally, their general cognitive 

levels were advanced. 

The present results indicating that there is a significant relationship 

between self-esteem and social status is consistent with the work of several 

researcbers who obtained similar correlations (e.g., Russell, 1989; Withycombe, 

1973; Wylie, 1979). However, in contrast, to the finding that positive self-esteem 

scores were strongest for children with the highest social status, sorne researchers 

(e.g., Reese, 1961) have found the relationship between the two variables to be 

curvilinear. 

It is difficult to address these somewhat contrasting findings because of the 

discrepancy between the manner with which self-esteem was assessed in this study 
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as compared to the majority of other research. Schunk (1985b) has suggested that 

teacher ratings, such as those presently utilized, May not be equivalent to 

children's own ratings of self-esteem. Therefore, it cannot be assumed that 

kindergarten children viewed by their teacbers as baving high self-concepts are the 

same as children whose own ratings reflect sucb a self-perception. However, it 

does seem plausible that there exists a relationship whereby high self-esteem 

enhances leadership ability and successful leadership augments self-esteem. 

Althougb further research is needed to specify the exact nature of this 

relationship, the current research and prior studies suggest that such a relationship 

mayexist. 

Of the possible correlates of social status, physical attractiveness is the 

most widely supported. There is a consistent and diverse body of evidence 

demonstrating the existence of this relationship. Consonant with the findings of 

this study is evidence that preschoolers more frequently attribute friendIiness and 

non-aggressiveness ta attractive children wbile they more readily attribute negative 

social behaviors ta unattractive children (Adams & Crane, 1980; Dion, 1973; Dion 

& Berschied, 1974). Further, attractive kindergarten children are rated as 

smarter, more prosocial, and less antisocial than unattractive children by their 

peers (Langlois & Stephan, 1977). Attractive individuals were also judged by 

preschool children (Dion, 1973; Langlois & Stephan, 1977), elementary school 

children and adolescents (Cavior & Dokecki, 1973) as being more likely ta be 
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good friencts. 'lbus, it is not SUrprising that children perceived as physically 

attractive were found to be more likely to assume positions of social leadership. 

Anecdotal evidence also suggests that a child's size and athletic prowess 

are other physical factors potentially associated with social status among boys. 

The six Kings in the sample all appeared to be above average in physical size 

relative to their peers. They also stood out in playground and gymnasium settings 

as being highly co-ordinated and athletically skilled. Although based on the 

observation of a limited and small sample of boys, these findings, in concert with 

previous research (e.g., Eitzen, 1975), may warrant further investigation. 

Chronological age was the final variable that was found ta be significantly 

correlated with social status. There was a trend in the data suggesting that the 

eldest children tended to be leaders in the peer group. Although this finding is 

consistent with Segal et al. (1987), who reported that a greater proportion of 

leadership styles wer~ found in older children, the age differences in both studies 

are smalt thus limiting definitive conclusions. 

Several factors including gender, biIth arder, and sibling number were 

found not to be significantly related to social status within the Medieval Kingdom. 

Neither Adcock and Segal (1983) nor Segal et al. (1987) reported significant 

differences between the sexes in behavior relating to social success. The results of 

the pr.esent study suggested that although dnTerences in leadership ability and/or 

social status were not statistically related to gender, there was a trend in the data 

wherein a higher proportion of males assumed the leadership raIe of Bishop while 
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a correspondingly higher percentage of females were found in the follower role of 

Vassal. Given the fact that previous research (, \dcock & Segal, 1983; Segal et al., 

1987) has not reported such a result it is difficult to put this finding in perspective. 

It may be that kindergarten boys are more suited to the role of Bishop because of 

the processes of socialization (e.g., role play games such as Dungeons & Dragons 

and video activities like those popularized by Nintendo) which tend to foster and 

reinforce male dyadic fantasy play. Girls may be implicitly encouraged to adopt 

the role of favored follower because this ~s consistent with the traditionally 

subordinate roles of housewife and mother. However, it may be that the gender 

differences in the Bishops and Vassals category were merely spurious results. 

A number of researchers (Miller & Maruyama, 1976; Sells & Roff, 1964) 

have demonstrated that youngest-bom children, compared to middle or first-bom 

children, are chosen more consistently as friends and playmates. No significant 

relationship of any kind was noted in this data and there is evidence (Baughman 

& Dahlstrom, 1968; Ernst & Angst, 1983; Neetz, 1974) to support this finding as 

weIl. The inconsistent evidence makes it difficult to draw conclusions regarding 

the effects of birth order on social status other than to assume that if su ch a 

relationship exists it is limited. 

Similarly, the proposed effects of the number siblings a child has, 

previously reported (Zajonc, 1975; 1976), were not supported by the present 

results. Zajonc's work bas recently come under substantial criticism (e.g., Ernst & 
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~ ..ngst, 1983) and the influence of family size on a number of factors including 

social'status brought into doubt. 

Educat;;onal implications 

The Medieval Kingdom topology May be use fui to educators as it 

represents a detailed heuristic which faci1itates the understanding of peer 

relationships of young children. The process of considering and implementing the 

topology May increase the likelihood that preschool and kindergarten teachers will 

focus on behaviors that are important to the social adaptation of their students. 

This awar~ness May influence the expectations teachers ho Id for specifie children 

regarding social interaction and May help them to understand the motivations that 

underlie antisocial behavior. 

Segal et al. (1987) provide an illustration of one of the ways in which this 

understanding can be implemented in the classroom. They reported that once 

teachers identified the SOCIal styles of more aggressive children this information 

could be used to modify the inappropriate behavior. Teachers accomplished this 

by reinforcing the aggressive child's dyadic play with less truculent children having 

compltmentary social roles. They paired aggressive VassaIs and Serfs with 

sociallyappropriate Lords and Bishops, respectively. Segal et al. (1987) found 

that the frequency of aggressive acts subsequently declined while their severity 

remained constant. 
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Following from the work of Howes (1987), the results of the present st\1dy 

suggest that the ability ~o organize and create interesting fantasy play May form an 

essential skill in the acquisition of social competence and leadership during 

kindergarten. When considered with evidence (Dodge et al., 1%3; Putallaz, 1983) 

demonstrating the importance of peer group entry ability during kindergarten, 

fantasy play skills take on added significance. Since kindergarten children spend a 

considerable proportion of their unstructured time in fantasy play (Connolly & 

Doyle, 1984; Howes, 1987) a child May experience difficulty in joining a peer 

group unless hejshe is able to adopt its fantasy frame of reference. The inability 

to participate effectively in this activity May eventually cause the child to be 

excluded or neglected. Thus, there May be added value in reinforcing and 

facilitating fantasy play skills in children and in trying to stimulate their 

imagination and creativity. 

Teachers who are aware of the leadership hierarchy within theÎr classes 

May use this lmowledge to determ.ine children's classroom chores. By selecting 

children who aIready possess leadership skills to perform tasks within the class 

that draw heavily on these abilities, teachers can utilize the process of peer 

modelling to encourage the acquisition of the se behaviors in less skilled pupils 

(Bandura, 1977). 

Teachers may also use their knowledge of the social structure within their 

classes to identify children who are poorly accepted by their peers. As has been 

previously suggested (Coie & Dodge, 1983; Dodge, 1983; Segal et al., 1987), 
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children who are experiencing difficulty in their relationships with peers often 

require acquisition, modification, or refil1ement of social interaction skills and 

affective behavior. By providing teachers with a framework for examining the 

nature and effectiveness of children's social behavior, the Medieval Kingdom May 

be an effective way to identify individuals in need of social skills remediation. 

The final contribution of this research is that it May provide an important 

perspective from which to consider the concept of leadership. The results suggest 

that a child's leadership ability May vary with the social context by which he or 

she is confronted. For exarnple, Vassals were observed to be unique because 

their behavior reflected both the role of follower - during interaction with a child 

of higher social power - and leader - during involvement with children of lower 

social dominance. Similarly, in other situations children of the various social roles 

May behave in ways contrary to what would be expected based on su ch roles. For 

exampIe, if several Kings and Queens were placed together in one play group, it is 

likely that sorne of these children would take on follower roles during this 

interaction. Likewise, a Serf rnay be unlikely to direct the play of his/her 

agernates, but May take on a leadership role if placed in a group of younger 

children. 

Limitations 

Despite efforts 1.0 the contrary, this study was limited in a number of ways. 

Forernost arnong them was the failure to assess the relationship between social 
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roles within the Medieval Kingdom and sociometrie status. Such an evaluation 

would have permitted a grcater synthesis of the two separate ye:'t comparable 

sources of data. Not surprisingly, analyses of the observational data suggested 

that there was great similarity and overlap between the five social roles and the 

five types of sociometrie status described in the literature (e.g., Bukowski & 

Neweomb, 1984). Furthermore, sociometrie information would have provided a 

child-referenced complement to observer ratings of social standing. 

Another limitation of this study was its failure to 10ngitudinaHy assess 

behavioral variables, sucb as peer group entry skill, affective control, and tbe 

ability to assume the frame of reference of a group of peers, which have 

previously been demonstrated to effeet social adaptation (e.g., Dodge, 1983; 

Dodge et al., 1983; Putallaz, 1983). Although the importance of these variables 

was supported by the observational data a more structured assessment of their 
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association with the roles children assumed within the Medieval Kingdom would 

enhance the validity of the topology. 

Conclusion 

In conclusion, this study presented evidence that Adcock and Segal's (1983) 

method of conceptualizing and summarizing the peer relationsbips of preschoolers 

could be applied to a sample of kindergarten children. The resultant topology 

was highly consistent with that which Adcock and Segal described for 

preschoolers. The present study also suggested that cognitive ability, self-esteem, 
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and physical attractiveness were significantly associated with the outcome of the 

Medieval Kingdom topology. 

Although a number of behavioral and non-behavioral variables were 

assessed, an important factor that may influence a child's social adaptation still 

remains to be explored. The significance of this is variable was apparent to 

Sullivan (1953) who specified it in his analysis of the two distinct dimensions of 
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peer relations. Sullivan's first dimension, whether a child is an accepted member 

of the peer group, has received extensive scrutiny. However, the second, whether 

a child has reciprocated friendships. is a variable which requires much greater 

consideration. 

There is a growing body of research (e.g. Cauce, 1986; 1987) indicating that 

the achievement of reciprocated friendships is related to indices of self-esteem 

and perceived emotional support (Cauce, 1986; 1987), altruism and perspective-

taking skill (McGuire & Weisz, 1982), and successful interaction within the peer 

group (Bukowski & Howza, 1988). As a result, it would appear that an 

assessment of a child's social status within the peer group is certainly not 

complete without an examination of his/her friendship network. 
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Appendix A 

Dear Parent (s) 

A~ Mc. Buccongell0 delineated in hie letter and dccumpdnying 

request for permission form of May 18, l am complellllg ..1 ~tuùy 

addI'essing social development in kindeI'g~~ten children. It would 

be mo~t helpful if you cùuld complete the atLlched que~t.LH\tl.l i ['Cl 

and hdve your son or daughter return it to the schuul dl yuur 

edI'llest cunveniunce. If yuu have any yuer:t.iun!::! ur L:uIlCl:!t n~ 

plea~e do not hesitate to contact the school. Thank you in 

.Hlv.ance for your dSS i ~ldnce in thl s md t LeI'. 

Respectfully yUUL~, 

Andt'ew llL!tlfll'lt 

•••••••••••••••••••••••••••••••••••••• II' .......................... . 

N..1me of Chlld ..................... 
Age .......... 
Birth ordee (i.e. first born, second barn etc.) ............... 
Siblings name/age · ....................... . 

· ....................... . 
· ....................... . 
· ........... -........... . 
· ....................... . 


