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. Every child is born into a specific society.and must learn the catégor- .

jes and rules prescribed by that society. -Children must understand, for.

[N

'example, what ‘b'oys and -girls are,. what ' chvildren»‘ and adults: are, what

-

‘doctors .and patients (or‘ their ,sg_(":iety's.equivalents-) are, and how people

in each of these categories are supposed. to ‘act. Without an uriderstanding .
B . H .

of these social categories and rules, children cannot act competently as

‘members of their, society.* > ct

‘The processes 'b‘y which a ’society teaches children these categories-

as well as numerous other soc|aI rules are’ colIectlve.ly caIIed socialization.

o
An lysis of the processes of soc|aI|zat|on has been ohe of the central

co P

~ foeuses of developmental theory and research, and there has been substan-—

_tial progress toward explalnlng how a soclety affects its children (e g s

Hart-up, 19y)' Maccoby, 1980) EXIStIng theories of soclahzatlon have )

virtually all tended to suffer from a single shortcomlng, however- They

have focused almost entirely .on the |mp|ngement of the society on. chlldren .

and have neglected the role that the developing ch|Id plays in hls or her - -

own soc:|al|zatlon (see Lerner 8 Busch ~Rossnagel, 1981) - &

Lo

A full understandlng o‘f the processes of soc:allzatlon in ChlldhOOd

Y

-

téquires taklng into account how children understand what is demanded of

* them and how that u'nderstandlng changes with deveIopment. In soclallza-.'.

tion as in all other types of Iearn|ng, .children- are ‘not merer passive |
~ v |

) R

..reclplen.ts of pressures to behave in a certaln wal They strlve to under-

B |
*Prepa‘ratlon of th|s chapter was suppo}ted by @ grant from the " Carnegle .
Corporation of New' York.- The statements’ made and views expressed are - S
solely the, responsibjlity of the authars. The authors would like to thank |
the following individuals for their contribution to various ‘aspects of the

chapter: Michael Bender, Paul Corbitt, Susan Harter, -Howard Leventhal, - |
Marilyn Pelot, Sandra Ei,pp, Rdlph J. Roberts, Jr., Sheryl Kenny, and _ |
Phil Shaver, o ' . . -
' S b ' ‘ -




stand what is‘ 'deman'ded of them; and they behave in terms of that under- -

-

standmg (Flscher, 1980; Kohlbero 1966). E ) o o

\T he classncal cogmtlve—developmental aoproach however' has .not
proviied much help in analyzmg the development of social categorles |n"@
. presch.ool chlyiren Plaget's (1924/1928 1945/1951) general argument was
that the child did. not really understand social roles llnd other social" cate-
/ . gorles {mtll the’ elementary school years when he or 'she entered'the
concrete—operatlonal perlod and other research in the Plagettan tradition

'has mostly supported h|s argument (e g., Blgner 1974- 'Marcus & Over-

.. ' . e.." ’.
P .ton 2 1978). Nevertheless anyone who has worked with preschool children
. ) : a L
reallze that there is somethmg. serlously wrong with the Piagetian claim.

-

ln'deed preschool chlldren seem often to be obsessed with soc1al categories .

[N
14

and rules ‘ .

Recent research end theory has- corirected the mistaken portralt A
- large number of studles have shown that the\cogmtlve capacities of the

[ - o

preschool ch|ld are much richer than were portrayed by Piaget (Case & v

I

. . r
Khanna 1981, Flsc‘her 1980' Gelman 1978)‘ The development of soc:al '

v

o«
cogmtlon——knowledge about people and lnteractmns wuth them-<seems to be

»especlally notable during th|s perlod ‘By’ age 2, most preschoolers know

— knowledge to use to build categorles ‘for makmo sense_ of peoples actlons

that*'other people are mdependent agents and they qulckly put this

£

By. ‘the. age of 3, ‘they -seem _to have. mast‘ered a number of these cateqor— @

2
ies, and then ower the-next few years they .pr0ceed to gradually*decipher -

‘the relations and ‘complexities’ of social categories.” With the, beginning of

o elementary 'schoo‘l, they have become highly competent at fu'nctionin‘g in

their society. s .o ' : S

Y

-
o




- PHASLS OF DEVELOF‘MEP'T AND PHASES OF SOClALlZATlON
\ ) _ o
Thgre' is™ so, ‘mu’ch' for children to learn ‘about their societies. Al-

'*_ though the preschool period seems to be an especiaily important time for

LA soéial learnind,’much is also learned in infancy, elementary school, aMo-.

P .
.. -~

Iescence, «and even adulthood -An understanding of the nature and limita-

* tions of preschool development requwes placing the events of the préschool

perlod in the broader context of soc|al-cogn|t|ve development throuohout

o . v e ®

~the llfespan. . : o . S
. Social-—cogni-'tive development seems.to proceed th'rouqh three general

phases In® |nfancy, bables learn the most basic skills of soc:|al |nterac-

- tion. | ln chlldhood they learn concrete socnal categorles and tHe . rules

. assoclated W|th them ln adole%;ence and adulthood they Iearn about

ot .
- -

“socla_l, systerns:‘and anetworks, and hoy‘ to operate W|th|ri them. "
blnfancy Learnlng How to lnteract

Infants ‘are born enmeshed |n a family and a soc|ety, and they are of

\1 _ course. affected by that socaety at magny different levels. But in the .|rst

~ two years of life, the major focus of what they learn . is the fundamentals

-
-

’ of social interaction--how to take turns hom to talk to someone how to

get-.someone to do what you want. Most'of,, this léarning occucg in the
T ¢ “family setting. . , | V

The development of turn-taking has been described in some detail by

-

Kaye‘,‘,'l'1982); Sander (197'5)‘, and others. Shortly after birth, most infants
- & N - . .
take part in their first turn-taking as they nurse at breast or Lottle.

The mothe; establishes an interaction where baby and mother take tuirns:

“»The baby sucks for a wh|Ie .and when he or she happens to pa.use the-

mother jiggles him for a mement and‘pauses. Sucking then resumes until




'-very early form of turn—taklng, the baby need hardly contribute anythlng

¢

.at all, s:nce the mother can establ:sh the babk-and ~forth tempo by herself.

it |s enoUgh for .the baby to suck perlodlcally to "partlupate“ in turn-

" taklng

»

Wlthln ‘a few months however infants begln to antICIpate the back-

\.

and- forth rhythm of feedlng, and by the end of the - f‘rst year they have ..

established _turn—.taklng as a basic type of social |_nteract|on, even general-—

izing it to situations that their parents did not- initiate. ~ For instance,

mother feeds 1-year-old Joey some baby cereal, ‘and tRen Joey ‘wants-to

.

feed her some,

In language development, too, fuhdamental sensorlmotor patterns of
v

’

social 'interaction are Jaid down in infancy, By about 1 year of age for
exarnple,, most children regu‘larly prodgce what is called "expressive jar-
gon" , (Fischer & Corrlgan 1981)' They use the intonation contour of .a

»

sentence without actually saylnq any words. A caregiver can even hold a

. "conversation" in expressive jargon with a skilled infant, alternating with

“the child in producing "sentences withPut' words. " - -

Besides turn-taking and expressive jargon, 1-year-old’s have also
, . 4 ’ :

learned many procedures?or influencing others to do what they want--not~

only crying or whining, but also calling out for "Mama,"wpointing to a
desired object, extending outstretched hands so as to be pjcked) up, and

L

so fortn (Kaye, 1982; Tronick, 1982). - ’

‘With their sensorimotor- intelligence, infants have already. mgstered

many of the ,fundamental rUles,of social interac_:tion by the second year of

life. Sensorimbtorv‘intellig'ence is .limited, however, to connecting sensa-
' 4 .
tions or - perceptions with responses° (Fischer, 1980; Piaget, 1936/1952).

«»
-

. . , . - .
the *baby pauses again, the "mother jlggles agaln and so forth. In this




-

v

-

S 8 . ¢ )

' Consequently, the rules of social interactio’n are defined by and mani‘ested |
¥ . . ; :

v in the actaons of the infant and do not take the form of general contepts.

It is not untll the ‘next perlod of ch'ifdhooljv that true concepts concernnng

socuafgmteractlons emerge. Clearly,, the soc:al |nteract|on SkI”S of lnfancy

»

are merely a beginning, since social lnteract,;ons w1ll become 'so much more

,comp,licated -as the child comes to L‘Jnderstand sot:ial categ”ori-es and social
sy,stems. | E ) |
‘ . ‘\ . v . '.\' . ) ‘

Childhood: Learning Social Categories .

At about,the.age of 2 years:-, toddlers deVelopa_ radically new mental
t:apability called representation, whioh al}oWs,' th’em to move'b.‘eyon,d the

se.nsoLim‘otor' int;elligence of ‘infancy '(Corrigan, in press; _;ischer, 1580;

- Piaget, 1946/1951). One of the first results of this new.capability is that

the toddler can represent other people as in'clependent agents, who act 6’}\'
v .
\/thelr own lndependently of the chlld's actlons (Flscher & Jennmgs 1981

- -

Rubln l:teln & Vandenberg, in press V’atson 8 Flscher 1977) v

* The capablllty of - representlng other people as lndependent agents

radually leads to the ability to categorlzeﬂother people"s actfons in the a
9 ) LY

’ ‘ ways they are d_efmed by society. With’ th|s ablhty comes the f’rst blos-

monﬁ"ng of social categories. Here is how boys act here is how xmen act, /

) here is how girls act, and so forth- The development of these social
4 | ;

~D
categorles into roles and other social relatlons comprises the/heart of this

.- 1

Fticle and so will be d‘escrlbed‘ln detail later.

'+ . Notably, all®these categories: lnvolve concrete behavuors and charac..

~ %

' teris,tics. As late as age 10 or 11, there is stlll no, understandJng of socual

&

systems  or- netforks. Children do not understand social categories the

~way a sociolog t or political “scientist thirtks of them, in terms'of their

-

" relation- to a set of social roles and norms in a social system. Instead,




)

a

!

’

R By 2

’
they conceptuahze social categorles in concrete, personal terms (Adelson

1975; Rosenherg, 1979‘). The role of Presndent of the Unlted State.s for-

example, is typical hdefstood as the -position that allows an md|v1dual to -
yp/,J—wﬁ P \

’

2 tell anyone what to dO---l‘h other words, the "blO boss."

e

P a ¢

e

Adolescence and Adulthood: Learmng Soclal Systems and l'etworks |

-

Just as the ne\'capablllty of representatlon ushers in a new phase m

k3

soc al development at 2 years of age, so the new capab|llty of abstrac*uonv

bmngs another new phase- at 10 to 12 years. The young adolescent be-
.

4 A}
comes able to go beyond the concrete characterlstlcs of real people

u

-« social categorles to understand those categorles. in more general less .

tanglble terms (Adelson 1975- Rosenberg, 1979, Selman 1980). To the
ch|ld at this age .the Presldent does more than order people around he is

the head of staté‘~and commander in chlef in charge of maklng the gover'n-

b

ment carry out its many functlons effectively and. honestly

Thls kind’ of _understandlng requires that soclal categomes be con-

-

si‘dere,d_ not justdln thegconcrete terms of how real people interact with

.

each other but in the'abstract terms of how social syster'ns,and networks

'operate and how people fill niches in 'those systems. 6nly the _first glim-_ -

¥

mermg of understandlng ‘of social systems ancl networks appears by 12

? a

years of age, of course Devel0pment conttnues beyond that age, proba-— )

bly at least until the mld-ZOs (Brouohton 1978; Flscher Hand & Russell,

. in press; Kitchener & King, 1981)

-

"~ The : t0p|c of ‘this chapter is the -development of soclal categorles

-~ 0

durmg the preschool yea,rs not the development of understandlng social

. systems and networks. l‘t is’ lmpo tant, however to place preschool devel-

opment in the ¢ontext of the entme lifespan. ln an important sense, the

concrete socnal categorles developed «during’ the chlldhooc‘ years merely lay

. _ ; o .o
ot 9
.. ] ¢
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-

make the adult a fully participating‘-member'of society. . T ;

< - " ’ 3
A Al . . "‘ .

THE\ DEVELOPN’ENT QF SOCIAL CATEGORIES

-~

Progress in children’ s understanding of social categorles is . slow and’

.gradual, wnth |mportant developments appearlng as- early as 1lyeaf of age

“and as late as the elbmentary, school years.‘ The co_urse of development<

»

- A +

.between 1 and- 7 yea'rs' is systematic but complex On the one hand

-

‘real, however. There can be both systematic change with age and varia=-

ch|Idren show syStematic developmento of soc|al-cognltwe abllit'%s at cer-

tain - ages but on the other hand, the age of development of an ablllty'

" varies enormously dependlng ypon the particular task and. context in which

13
® 3 -

it is assessed ) Q;‘- ) ”

L

Traditionally, there have. been- two opposnng approaches to studying

' \ ¢

. social development Soclallzatmn approaches, which are based on learnmo

theory, have empha5|zed how different tasks and contexts produce varia-

tions in social development. Cognitive-developmental approaches ba;ed on

theories such as Piaqet's (1924/1928 1946/1951) -have emphasvze how,

ch|ldrens soclal understandmgs change systematlcally with age.~ The

©

contradiction between these two typ‘es of approaches is more apparent than

bR

o

sam&_tune_(_ELscher 2 Bullnrk 1981;

%

~——

Hand, 19%1-b). - \ A

:

Both Child and Environment . -

Both the child and the enviranment dbviously contributé to any par-

tlcular behavior, and a full explanation of developing behavior therefore

3

. requires consideration of both. The traditional e'nphasls on either changes

L]

in the child or influences of the environment _wnll not suffice.
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is misleading “to attribyte a general capacity for understanding some type

of social category to a child of.‘a‘p’articular age,
. j Y . -’ .
a single general capacity to- understand,

A child does ‘not develop

fon exampl°e, the social role of

doctor; instead, the ablllty he or’she denionstrates varies w:dely across
tasks and contexts. This unevenness in performance is what Piaget (1941)-
’ ' - a

called "décalage horizontal " _—

Because there {3 no smgle age at whlch an- ablllty is seen in all

o e T TR

situations, it is not .possible to attribute ong age to each’ step in ‘the

dev'elopment of soclal categorles What can be done,. however,

\ -

demonstrate it on the s:mplest task ' that can: be déwsed to assess that

?

ability. -
to describe how the child gradually* becomes able to demonstrate the ,ability

on more complex tasks and in a wider range of contexts (\Bertenthal

1981) . L K

“In the case of social categories, the. snmplest tasks that‘we have been

able to devnse generally involve imitative pretend play. The |nd|v1dual

Chlld lS shown a pretend story ‘in whlch dolls behave accordlng to certam

- 7

soclal categories; for example, a doctor-doll examlnes a patlent-doll who is

. Since "environmental -factors are always contributing to performance, it

/ ;
Wlth this task as an anchor ponnt researchers can ‘then proceed

The child is then asked to act out a similar story. Using a general

-

" sick.

cogmtlve developmental approach ‘known as skill theory (Flscher 1980) we
have been aole to predict the developmental sequences in which chlldren

can act out such stories and the ~ages at .which various

)

quences develop.; We have also bégun to pin down some of the ,,factors

chat lead to unevenness in performance with changes in context, ‘as will be
= . . ° .

.explained- Iater.

steps |n the se-
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Skill theory is" designed to‘ integrate' the -ihsights of. treaitiona!

cogn}tive-'-de\velopmental approaches, soch'as Piaget's, ."with the insigh'tso.f

environmentally_oriented‘approaches, 'such as beha\;iorisrh. It'analyzes'
development in term! of a series of developmental levels. and a.'l set’ of -
transrormetlon rules specnfymg how children cah construct more complex K
skills and thus gradually move' from level to levei The processes em-~
_ bodied in the transformations are various forms of combination and dlffer—' e

entiation of skills. The theory is constructed in such a way that every

skill. is defined for an ‘individual child pérforming a particdlar task in a P

‘ . S o ‘

specific context. Its constructs thus combine the contributions of the

child with the influences of the envirohment. According to,'/'skill tneory, -
e E ; =

these constructs can be used to predict developmentat sequ‘énces‘ for any
chﬂd acting in any domain. These processes af development/are elaborated' il
in severa,l published exphcatnons of Skl” theory (Flscher 1980; Fnscher &

Corrigan, 1981; Flscher & Pipp, in press;a). s SRR

Development of Social Roles

-

n . .,/‘/ ‘ . . .

-One of the most fundamental types of, social categaory is .the social

role, a cluster of,«b/heviOrs and characteristics prescribed.for a particular/ \\
/

cateﬂo/ry o’f people such as doctors or mothers Despite the importance of -

- 1934), there has been relatively little research on the development of * .

roles, excep_t for those refating to gender.‘

~ . »

In our reseatch we used skill theory to predict a,general deve‘lp,pmen-

* tal sequence <§ role understanding from infancy to adolescence, as shown

in Table 1. We tested the sequence in a series of studies of two types of

roles—--"those relating” to "a medncal dactor and those occurring within the

nuclear family (Watson, 1987; Whtson & Amgott-Kwan in press; Watson &

Y d o, N
= ', -
T o . ( . '

o
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Fischer, 1977, 1980; ’,'esterman_, 1979). In general, the strong-scalogram

method was used-~a separate task was devised to test each s.tep, so that

performan\ice could be independently assessed bn every step in the se-~

quence (lﬂ\lscher Pipp, & Bullock, in press) Because one session did not

[

N

provide enough time to administer the tasks for all steps, each study>

‘tested a subset of the steps in the sequence/

| _ln' most of the s‘tudies., all the tasks‘ employed the imitative pretendin§
technique. For each step, the childuWas shown a story that embodied the
skill predicted for that step, and he orshe. was asked to act out a similar

story. In one of the studies, chlldren answered questions concernmg the

role relatlonshlps of* reallst|c cardboard doHs embodylng every ma;or family

role (Watson §& Amgott-Kwan in press). Subjects ranged from 1to7 1/2

years of age and were from middle-class families in the Denver and Boston
— ,

dareas.

s : ~
Because each step was assessed sepm* 41\was possible to test. the

«

’predlcted sequence for every |nd|vndual child by examlnmg the pattern of
"passes" for the set of tasks. To support the predlcted sequence chll-
‘dren had to pass all tasks up to some ponnt in the sequence and fail all
tasks after that ponnt that is, thelr performance had to fit a Guttman
“944) scale. More than /200 children were tested in the several studles-.
and over, 90% of them fit the predicted sequence perfectly‘ This percent-

age is vnrtually as high as could be obtained, glven the degree of mea-

surement error. m tne tasks.

In addltlon' to the str:ong—sca,logram assessiment, most of the studies -

also testedy"loehavior under one or more spontaneous conditions, in which .
the child made up his or her own stories. Behavior under the several

conditions was then compared. = . ¢

&

Vo




_steps in the development of social roles for mlodle-—class American chlldren.

Ie

11~

It is importa.ntto realize that in. everyday behavior, individual chil-
dren will not nece'ssarily*"‘ demon‘s-trate-all, the steps’ in .the seouence in
dable 1. Children will show these steps only when they are ekposed to
contexts ‘that elicit the requisite b*ehaviors. Also, ‘in certain contexts

children will show additionalsteps besides the ones that we have assessed.

According ta skill. theory, no fixed number of developmental steps exists in
. N .

any content domain; mstead the number of steps varies across children

and contexts. However the sequence tested is |ntended to reflect typ|ca|

o
IS

- — g oy s

Insert Table 1 about here

.
rd
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Agency. Before cnlldren can understand that pe‘op1e behave in terms

of social‘roles, they need to understand that people act on their own as

' independent agents The first step in the developmental sequence “involves ‘

what seems to be the earllest form. of this ability, the understandmg that
the self can be a cause of action. Th|s understanding 15 evxdenced by the
1-year-,(/)ld's'pretending_ to do something--to dri,nk, to eat, to wash, to
sleep gci_Bretherton & Bates, 1979; ‘Harter, in press,; Rubin et al., in press;

Watson. & Fischer, 1977).

Gr?dually durlng the second year children move from seIf to other, so

. that at approx:mately 2 years they can represent other people as active

agents (Step 4). _They can make a doll walk across the table as if it were

4

walking on its own (Dasen, Inhelder, Lavalee, & Retschitzki, 19A7.8; Watson

& Fischer, 1977), and they can understand that an adult experimenter can

carry out hidden actions that cannot be seen.(Bertenthal ‘& Fischer, in

press; Fischer & Jennings, 1981]'. : |

b 14 L "
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Behavioral'role‘s. By . the age of 2, yén children und(rstand both

) ; \themselves and other peoplel" as lndepepdent actors but they still cannot
-

[ad . - /

coordlnate peoples actlons |nto socnal categor|es. The first understandmg

of such categories appears at afiproXImately 3 years, when the chlld com-=

.

| _ bines "several related actlons of .an |ndependent agent to form a~ behav:oral

category For sociat roles th;s category is called a behavuoral role (Step 4

.

socml role but mlsssng the cor..plementary role. For example a 3-year-old -

.

: A
TP makes a doctor doll wear a white coat and use a thermometer a syringe;

o [
»
4

or an otolaryngoscope but the doctor does not |nteract with a patlent
.The patient does.not do anythlno at all, but is at best someth|ng to stlck
a thermometer and a syrlnge |nto. Mos‘t 3-year-—old's understand a host of
. ] - behaworal roles |nclud|ng not only doctor‘but also mother, f_ather, -child, ‘
baby, babysntter and_ SO forth. They- seem to be able to understand,anyv
common role that is defined by concrete beh-aviorp _or‘ characteristics.
- .Many of -the rolés most common,ln '”daily life relate’ to gender, and a
-Aumber of studies . indicate that 3—year—olds do understand ‘behavioral
. | categor:‘les for. ”the sexes (e.g., Kuhn/, ,;‘l:lash, & Brucken, 1978; Van Parysi,
.1981; .Watson g Amgott-Kwan, in _press). ‘The'\ predominaant gender cate-
_ gories s-eem to be boy, girl, man, and woman - (Edwards, in press). _ Like

gender, age defines a number of prominent social categories in all human

- societies, and children seem to understand many of the c,orrespondlng

behavioral roles by the age of 3, ‘at least in middle-class families in
Western countries (Edwards in pr_es-s;- Van Parys, 1981).'v Besides the

gender-related age roles’ of boy, girl, man, and woman, 3-year-olds also
understand categories such as baby, child, and adult.

» 6), or a collectlon of behawors and characterlstlcs related to a speclflc_
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Although‘these .categories combine a§e and gender' in real life 3—‘-'

[

year-olds do not seem to actually coordinate age and gender in thelr'
understandlngs (Edwards in press; Van Parys 1981) A lnstead they
treat the categorles more sunpllstlcally, as |f each one |nvolved merely an

'lndependent type of person and not related dlmensmns. .In general,

1 - > . N

. 3-_yea_r-olds seem unable to deal with more than one category at a time:.

(Fischer, 1980; Fischer & Watson, 1981). ~

L o - ot
.

" Another ' common dimension of social categorization across cultures is.

race, although the experience of racial differences is riot universal. Those

.chlldren who do have experlence with race seem to develop categorles for‘-'f"ﬁ

=

.|t by about 3 years' of age (e.g., Clark & Clark 1947, Katz, ‘1982, Van

[

Parys, 19&1). _These cateffjorles.enableg3-year—old American;fbla'cks,’ for

example, to discriminate blacks ' from whites and to pla"’ce vairies on. each

‘race that reflect the differential™e "‘mwmade -in their soclety. We can’

predlct that children o,f this age also form behaV|oral roles based on race,

but to our knowledge there have been no dlrect tests for such skills.
Gender age, and race deflne behaworal roles per se, and there are
! . _
many. other instances of ,behavnoral roles that preschool chnldren rcutinely

learn, such as the complementary roles of student and t_eacher (Lee &

\/oivodas, .1977). In additlon,' preschoolers learn many kinds of behavioral .

categories that are not themselves roles, although they are relevant to
. ] . ' - o . .

. roles. The categ‘oriesof .work and play, for 'exam.pl_e, are closely related
to ma/hy roles, including those of adult and'T"c‘hild. By 3 years of age,
.most children can” understand such behavioral'categories, although they
cannot yet relate theml to roles. Play. is a set of behaviors such as throw-
ing .a ball', blowing a whlstle, and di’gg'in‘g in_a sandbox. Work is an

'independent ‘set of behaviors, such as cooking dimher, planting flowers,

and sitting at ‘a desk (Tucker, 1979).

]
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The unders_tanding‘ of- behav.ié'al categories constitutes a major ad-
¢

vance over the earlier .understanding of agency alone, because it allows®

-

children to group behaviors toqether’ in soually approprnaté clusters. . The

\"

“behavior of a 2-year—old boy |llustrates what is m:ssmg when a chlld does
- 4 ~ not understand behayioral cateoorieS' The boy turned over hléjtrlcycle‘
| and pretended that it was a washmg maw\e m whlch he was washmg

| .clothes, as his ‘mother did. When .one of the\authors asked hlm if he was‘
pretendmg to be a mother he acted confused and said that he was not a

~ mother. Apparently, thls 2-year-old was. only carrying out'a partlcular '

.
T

action, not actmg out the behavcoral role of mother. By the age' of 3 most

v~

‘ children can |mmed|ately understand such a questloﬁ\and etaborate other
actlons or characterlstlcs ﬂh/t mothers d’o.- E ' N

. . =

‘Social roles.' The flrst true social role (Step 8) appears about“a year

LR

Iater at age y, uwhen the chlld coordmate’s two behavnoral rola lnto a

soclal relatlonshlp, an mtegratlon of a role with ltS complement lnAroIe, '

’theory, every social role is defmed in terms of lts,,.relatlon to at Ieasl_.f‘ one

- -
. . .

other -category, 'z'::al'lel_d a complementary role. For example doctor s

- )

define-dl.,in_re’lation to patient, and mother in" relatlon to child (Sarbin s
Allen,‘ 7.196‘8)' A person . in the role of medical doctor behaves accordmg to
a set of "normsﬂ that require, ‘among other things, that he or she dlsplay
‘certa'in medical:skills with aﬁ‘patient and try to help that patient overcome

illness or stay healthy‘. Similarly, the person in the role of patient is

<.

+ ‘expected to cooperate with the doctor in “examinati_,o‘n and treatment.

: ‘Doctor and patient form a complementary. role relation~-a social role,

I

. In pretend play, a child who understands the social ‘role of doctor

I4

'can make a doctor doll examme a patlent doll, wnth the two - mteractmg,

~

approprlately. This new capaclty has important lr_npllcatlons for chlldren s )

" .
- C.

AW 1
-

~3
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social competence, becawse it allows themn to understand much more about

con\(entional relationships between péople. “ For instance, two br'others.,
< . . ) ° ) ’ . .
~one 3 and _one 4% years of age, repeatedly played, storekeeper The

v

younger boy ‘had a* storekeeper doll stock the shelves and work in the,

a

store, th"us showmo a behavnoral xole but he did not have, the storekeeper '
[ .

interact with other dolls.- The older boy.made the game much more sophis- .
*t_icated for both children supplying what was mnssnng in the younger boy‘s

'play He had the storekeeper |nteract with customers, asklng them what-‘

~

ltems they ‘wanted to buy, acceptmg pay, and- pretengjlng to order and

stock what the ‘customers needed Thus, he added the complementary role
' i 4

interactions that are. typicial of social as opposed to behavnoral roles.

The ability to defink" soclal roles has significance for many aspect:.of

¢

.children's -behavior besides pretendmg Ghildren, ‘of course, define_'th'edm..

selves partlally in terms of social categorle; (Harter in press; Kohlberg,*
'_‘,1966) and ‘the dJeve'lopment of soclal ~~r'éles therefore affects their concepts
of self Wlthéthls new - ablllty,‘ chlldren'?can see the categorles boy and
glrl as bemg specnflcally related: Lisa does not ‘merely belono to the cate—
gory of gurl; she is a girl as opposed to a’boy. Girl and wom_an are seen
as és'pécifically related in a different ;auay: A. %rl is not merely a category
of child, but she.is a child who will become awoman. The :a'bllity to_
com-prehend sugh relations for gendec, "age, and probably race and. social
class ”/seems to first_eme‘rge at approximately y years of age (e.qg., Co_nn.ell,
'_:19‘789; : Edwards, .in press; Katz; 1973,’ 1982; - Ru_ble,' Balaban, & Cooper,
. 1981; Van Parys 1981 Watson & Amgott Kwan in pr‘ess-' Westerman
1979)? Indeed concepts that are defined in terms of such a relatlon can
prObably not be understood befor_'e this perlod. ; The concept of social

P . - . N ' . ‘o
class, for instance, involves the relation of at least two classes, such as

poor and rich (Naimark, 1981), " - . .
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i

- ‘relationships

a2

;-

The change in role understanding seems to -affect social relationships

as well. Indced, at the age of 4 children seem to begin to focus on social
. , a e . :

Evidence suggests, that children's .

per se. for_ example,

friendships first become true’ relationshlps at. this age, with. each friend

a

‘ fulfilling an expected role |nstead of being- merely an enjoyable companlon

142 .‘ N
1982 ' :

(Furman Hartup, in press)

.

Be5|des social roles themselves a number of other Skllls based on the

&

o capacnty to relate soual cateoories seem to develop at th|s age (Flscher

T o

1980;

tional -definition,

gory;.With andther .

‘soual role to an understandlno of role intersection . (Step 12)

.exhibit a concern about conflicting role expesctations. ~ For example,
) . N e

then- asked,

Flscher‘?s Watson, 1,981, Hand

L
& L .
social categories in relational terms.

.. 1981-a).

many ' The "behavioral categories of

» ) . . . . : '
work and play, for instance, are redefined mrelatlon\to adult and child:

4

Adults work; children play (Tucker, 1979).- The relations of adults to

work gnd of children ,to »lay are clearly not‘social ‘roles by the conven-
but .they do’involve. the coorclination"'of' one social cate-

" L

.

Role |ntersect|ons At 6 to, 7 years, children move beyond the ‘sirn'ple

-

|n-which
they coordlnate two social roles for one agent Wlth’ two social roles for a
e

second aoent to form a system of" social roles For example one doll can

'J

act as both ‘doctos and father to a second doll his patlent and.

who is bo

his'daughter.
Older presehoolers struggling with the facts of role i_nter.sectlon often®

when

one of the authors was a graduate student, 'hi.s son asked if he would still

be ‘the boy's father when he became a psychologlst After the father

“explained that a person can be both a psychologlst and a father,, the boy

"Yes, but are you a teacher or a student?, You teach school,

Chlldren begin to define |

‘e

L




r”

¢ 0

&
.

_nate many confusmns that plagued them in earlier /ears Not only canbl

. Amgott-Kwan, in press}.

4 . .
S . . [N

..

and ybu go-to classes." ; He then asked how his father could be -a teacher,

"a student, and 3 psyc_:hOlogis"t and still live at ‘-home. Clearly, the boy was
. N ‘ .

struggling ‘with role intersections. His concerns seemed to stem from his

ability to u,_r)dersvtand social roles and the norhs that, accompany them

‘ wuthout being able to intersect multlple~roles .Perhaps the' genuine con~';

_cerns ‘of children in such sutuatlons provnde the |mpmhe|r develop-.

-

. ] -
ment to hlgher steps ‘of role understandmo
) / ., ‘ '
The-'capacity to understand role lntersections allows children to ellmi'-

" .
their daddy be a teacher to his students -for example, but”at the same

‘ time 'he cen be a fa'th‘er_, to hlsychlldren‘ and a hu-sl:gand to their mother,

wh:o is his wife. "Starting at about 6 years,.c wldren can thus- coordinate
the ro_les of ‘parent and spouse because they’éan understand hoy both of

their’oar_‘e.nts can fill.two roles at once (Fischer & Watson, 1981; Watson &

-

S

Likewise, children can ellmlnate earller confusmns they may have had g

about work and play: It’is not true that VJork ds always done by adults'.

and play by’ chll’dren both adults and . chlldren L£an play or work. With

this new understandmg the child may conceive of play as somethmg that is

fun and easy, while work |s somethlng that is not so much fuh and hard '_

o ‘A

(u'l'ucker 1979).

Ma;or advances also occur in the understandmg of, roIes and relations

.‘lnvolvmg gender, age,’ race-,"and somal class (e.q., r<atz & Zal,< 1978;

Leahy, 1981; Maccoby 5 J’a"cklin 1974; Williams, Bennett, § Best, 1975).

Children devise, for mstance a general schema for soual class--a scale of

.
-

goodness, wealth of well- belng on wh|ch individual people can be placed

(Connell, 1'978":.Na|mark‘ 1981) The ways in which this~ schema are
< r. . o ) . . M .




-

-understoad still remain concrete, of course, mvolvmo clothes cleanliness,

typé of spe‘ech,- and the like. But the schema can-be sophlstncated enough

. .to include even the conception of a-mlddle class between lower and upper,,'

o . . = ' s
classes. : - : -

v

it is at 6 to 7 years then, that chjldren begin to sort out the com-
<

. ’pl"exities of role’ intersections and combinations and*"thus to move rapidly

. \ . B ..
closer to adults' understandings of roles This development apparently

' explalns why so much preVIous research has seemed to flnbd that children

do not understand soclal roles. until the elementary school years (Watson )

’

-

4
‘ adults are Ilkely to underestimate preschoolers’ socjal-cognltlve abllltles.

‘Onl'y'w:‘hen “tasks are explicitly designed t'o test a cperific level of skill can

.2
=

researchers be confident- that‘they are co’rrjectly assessing what children

. . . . i . s . . e

'/- can do (Bertenthal 1981; Roberts, 1981) ;

- ‘ * °
- : Throughout the elementary school years chlldren build more and more

o~

' ;" complex .and " sophlstlcated forms of concrete role |ntersect|ons Then
. beginning as early as 10 or 11 years of age, they can move .beyond these
concrete social’ categories and’ enc}er the next: developmental cycle——the

. understanding of ‘social systems and netwarks. The last steps . in Table 1

®

(Steps 15 to 18) sketch part of ‘this next cycle. .

Other research. The series of studles that we. conducted strongly

supported t'he predicted developmental sequence ‘.for both the ‘role_of medi-

%o

cal doctor wnth its complenents and for the roles wnthln the nuclear: famly

findings. Generally, childr:en's underst_andings of social categories have

1

) g v ‘ - - ‘ i .
been found to progress from nonrelational: categories, based on salient

e

behaviors to categories based on social relations to categories that involve

) —1-981) ’l'asks that are des:gned to assess conceptlons snm:lar to those of

e

In add|t|on, a number ol' studles from other laboratorles support thesé




role i_ntersections. The studies cited in the’ precedi’ng discussion consti-

>

Ny * tute dnly a small gortion of relevant investigations,
o L . - In general, studies in other .!ab(gr.ato.ries' haye used less st*ructured""
. ~ methods and more complex or .unfamiliar tasks, and they have not assessed
’ - “ .6, ~

cach ‘.ev'plopmental step mdependently ° Conseauently, these mvestlgatlons . Coe
have co.ne to more pessimistic’ conclusmns about the abilities of preschool-—

ers (e».g., Anderson, 1977; Chambers & Tavuchzs 1976 Emmernch 1959,
* 1961; Greenfield & Childs, 1977 Jordan 1980). In most cases, the ages

'> . . N '. - - . o ﬁy,_ ?
s © for a.particular’»deveﬂ)pmental_ step were 2 to '3 years later than in our ..

\-!'
o '

. studies. This lag is not surprising, since our methods weré specifically -
designed to detect the first blossoming of preschool children's  under- e e
standings- of social roles., M. T

o ) . . ‘d;(f 3 ‘V 5y ‘7 ° . . - *
. .. Development of Concepts: of .Social Interaction: Mean and Nice o
EEPE , - ’ _ 0 . ' ' :
S Social roles constitute only. one of a number of types of important

_social'cate‘@.)ories. "P"eo_ple al,so= establish categories ':that spécify, for ex-

~ ample,‘ascripts for hew>t6 béhave in "speeifie situations, as in restaurants
' or thepaters (Schank | & Abelson, 1977), and .categz)ries that reﬂect.'.how

0 people- are' perceived by etl1ers (Harter, 1982; Livesley & Bromley, 1'9.73;

l Rosenberé, 1979) One of the most signifttant types of social category for -

the preschool child” mvolves modes of socual lnteractlon-‘hhow people |nter-

. act vuth each” other and what kinds of rJtes they follow in those interac-

hd t
o .
-3 . . ' ..

tions. . - - L ‘i

>

S

Among cateqorles for soc:al |nteract|ons there is one' relatéd pair that .

.
l

seems to be espeC|aIly sallent to preschool chlldren——nlce and mean. At an
early age, chlldren learn to dlscrlmmate, between the types of concrete

béhaviors . that are laudable andi"those that are deplorable in the eyes of

.
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In aclrlxt«wn to simply labelmo the cateoorles chlldren also need- tO(

understand the relatlons betweén behavmrs-—how one person s nice beha?=

L]

~ others

ior derives from -another person's nice behavior, or how one person's mean .

behavior derives: from another person's mean behavior. R

' Ass.imil‘ating sooiety's/ system /'for dassifylng dif-ferent: types of behav—
fors and comprehendlngj the . subtletles of social causallty are not easy tasks -
" for the child. Deep appreC|at|on of the f|ne pom'ts of’soelal interaction
seems to reqmre years of development and appears not to E&completbd-

~until early adulthooelg or even Iater (Broughton Hand '

h - 4
thede,velopmentt of this appreciation starts at_a;.‘

1978; Flscher

Russell, in préss). Stilf,

. young age andr-occurs in a gradual stép'-'by-step-fvashion throughout child—

R hood

N

At each ponnt in development chlldren have some way_ of classify—

3

|ng and accountlng for social. |nteract|on.

-

StUdled the development of chlldrens capac.ty to

.Hand (1 981-—a)

'differentiate and explain; opposite types of social interaction throughout

< - N .

* : . e’

early and mlddle chlldhOod
.Table 2,

Il

some of the particular steps teisted were different,

in a detailed but comprehenswe manner,

e
u

The sequence that she studied,” utlined in

\is similar to the soquence of socual role development although

1
To trace development

she used a variety of'experimen-

tal tasks:- Flrst

research was used, to‘“detect chlldrens earlyqunderstandmgs of social

.interaction: Children acted out stories about people their own .age being

2 vy - [
either nice or mean. Second, other more open-ended megasures were in-

<

cluded to assess the children’s undersltanding in less' strth:tured settings:

" } " . N
Children made up stories of their~ own instead of imitating the experimén-
ter's, and .they ‘answered’/a series of interview qGuestions Eabout the social

»

.

" the |m|tat|ve pretendlng technlque from the social role -




’

' cateqorles of nice ahd mean, good and bad, and smart and d_dumb. Sub-

. 1ects were 72 m:ddle-—class boys and glrls ranglng in age fr’oml 3 to 12

L] e *

years. In a strong-—scaiogram analysns 70 of. the 72 subjects ‘ﬁ—t-the pre-

. . 8 ‘-g L]

P dlrcted sequence perfectly The résults for’ the _more open-ended cond|-

. A ’ . o
< - tions, as well as supportlve research from other labogatories, wnll be

. descrlbed Iater., v ) o \
. g . ’ "

Y ’ '0 - . . ‘ . ' ‘ \b\\.

- _—— - - . N

- : o “Insert Table 2 about here

] . = - A - J ‘-'— X . i

T § Behavioral categories. . As with  social roles, the.develop.ment of,

socialr-interaction concepts seems to bégin with the idea that pe)ople',_can"act
! onftheir'own. as independent agents (Step 1). - By the age of 3 years
most, childrén can’ go beyond simple agency to use simple, concrete behav-
'|ora| categories - (Step 2) such .as organlzlng two or more *actions under

+ . the IabeL"’.nice" (e.g.,” giving" someone candy'and‘saying, "l‘like you"),

|nteract10ns to whlch they are exposed. R -

Most 3-year-oltls thave such good éntrol of the cateqorles "n|ce" and

*

A
"mean" that they can easily shlft back and forth between them maklng one

- doll act nice and then maklng another doll act mean, or V|ce versa (Step

2 . * -

-3). They are unable, however, toqunderstand that the same person can
. ©. act, b6th ways’ in a short pemod of tlme. For example, L|vesley ‘and

Brom!ey (1973) repor‘ted that preschoolers who observed a person actlng in

,opp05|te ways tended to think they had’ seen two different people. Three-'

A S

year—olds are aIso unabIe to understand reclprocal ~re|at|ons between social

‘ ]

categorles——how the nice or mean behavnor of one person mdy cause ‘the .

-

nice or mean behawor of another -person Thus, they cannot yet _compre—

. hend spcnal_causallty or influence involving such categories, . ’

v ‘. , " . - “c. C A~
v 21

. Of course, the particular categorzes chlldren use depend on the kinds of :

I
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r 4

Reiating categories of interaction. . B'y t'he'age of .4 to 4} years, chil-

s . ' L4

« dren hav; grown significantly in their ability to co‘nceptualize social inter-~

action.”” At this point, they begin to go beyond the-separate behavigral

. categories of the 3-year-old and i'ntegrate two or thre‘e categories of behav- .

ior into a relation-. Th|s ablllty is similar to the re!atlng of tWo behavioral ®

roles into a social role such ‘as doctor with patlent They can understand

R

for 'example the comblnatlon of opp05|te behavnors in a s'ngle person, as
- when the same person is nice at one moment and mean’ a short t|m§ !ater
(Step lla)~ " And they can understand soual |nf~luence' in which one ‘person )

acts mean. to another person beguse that other person acted mean to the

{

first person (Step 4b). T ' - P
The ablllty to- relae two behavioral categories enables the child to

part|C|pate in Ehe soual mllleu in a more, |ndependent and self-'-dlrected way

than ever before: The capacuty to adopt both pers;::yes infan interac-

tion increases children's knowledge of each perspective (Fl; vell 1977 :

.
M . \

Lawler, 1{981*; SeIman, 1980). The child whe can 'consrder both her own.

s -

behavior and that of another person S|multaneously can use her own ac-
tions more effectlvely to influence the. other's behaV|or in the |nteract|on
(e.g., Westerman & Fischman-Havstad, 1982). 4

However there 'remain important limits to the ui—year—olé's thinking

~

Children thls agé cannot understand social influence as lt !'elates to the ’

combination of nice and mean. In oth.er-words, they cannot mtegra‘te their

.

-understanding that one person's behavior is caused by another erson’'s

behavior with theire.und'erstanding that people can behave in ‘both nice and

mean ways. Consequently, they ‘cannot comprehend how a set of social .

influences produces both .positive and negative behaviors.

»




"+ 1982, in press).

In addition, the u4}-year-old's ablhtles ‘to undorstand socnal’ influence -
by itself or the comblnatlon of mce and mean by itself are severely limited

by* context. In cont_exts that do not provnde explicit. support for relatnng

-~

soci‘al' categories , such as u'nfar'niliar' situations and verbal inter\ki‘ews, chil- *°

dren of thvs age tend to fall back on more prtmltive behawors such as

3

treatnng mca %nd mean ﬂas separate categorles~(Hand 1981 b; Harter,

-

i .3 . a - FC-“

« t

Integrating rn\Liltiple characteristics' of interaction. 'Most 6~ or 7-year-

olds can mtegrate socual inflyence wnth the comblnatnon of nice and mean to ,

form a system for understandlng social lnfluenCe mvolvmg opposlte behav-—

3

iors. They ‘cah show how someone can act nice 'to one person, and mean to

' a second person at the same time, because the first person. acted nice’ to

&

him and the other one acted mean (Step 6). Many cnf,ld:ren can also show
) . ‘ o . . . Sow [}

an even more complex inte ration, in which one person acts-.both nice and
g g ) v

mean to a single other person because that other person demonstrated both

I

nice and mean behaviors to him (Step 7).

As \.Nith 4- and 5-year-olds, the ﬁs‘o'cial-i_n‘te‘n\ct‘ion. ski'iis of elefnentary
school children depend greatly on the amount of support provided by the
situation. Withou't tHe help of a structu’recl ,‘task,' ¢iiildren typically. show
much Iess advanced"b'enavior's (Ha.nd,, 1981-b)." The ability to understand

social influence involving opposite behaviors seems to come and go depend-

ing upon ¢he degree to which the situation helps childeen to stricture:
. * - , o

their behavior appropriatel;'/ (Hand, 1981-a).

During the el‘ementary school years, these skills are extended and

consolidated so that they become less depende.nt on enwronmental stpport.
Children become able to understand social infiuence |nvolv1ng opposite
‘N .

behaviors even in more open-ended tasks. At the same‘ti/me, they expand

‘ ¢ *
-

' Voo D FA
8 ~\)

[
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Ithe\ran'"ge of categories in which they possess this understanding, apblyin'g

a

it to situations involving more than two people and to pairs of social cate-
gories that are less concrete than nice and mean, such as.smart and dumb

or .proud and saa (Hand, 1981;-a; Harter, 1977, 1982). In “addit'i’bn, chil-

dren at this age can use an fncreasiigly diverse range of antecedents to.
.‘account for people's actions.

© The new ability to iniegrfate multiple E:haratteristics_ of social interac;

t

tion ‘has major ramifications for the child--at least as far-reaching as those
:,ar.isi’ng at ab‘out"a'g\e 4 from the ability to relate interatiioﬁ-_ categories. -

The 6- or 7-year-olci can begin to simultaneously take account of two

@

aspects:of each of two actors' behavibrs in an interaction. For instance,.

sh‘e can not only consider both another person and herself, but she can

1

also appre_:cia‘te that both pe’oble have the cépacity to act in positive and
) "négétlive ways (‘Han'd,"1981-a; Harter, 1982). This capacity enables the
child to coordinate her béhav‘ior‘ with énother,pé;':son's in a much mo‘re
effective and fine-tuned manner. .éeing able .to  think about Hher own,
positive énd negative behaviors in rela;iori to someoné else'%s positive and
negative behaviors means"thaf_ the _child cén‘v‘ tailor her behavior closely to |
another person's. Ih»'this 'way",fs"he becomes able to 'incre_a's_e' hér;';ocial

“effectiveness, improving her chances of acéompl‘iéhing ‘what she wants while
satisfying the needs of the other person. | A
These new abilities have significant limits, ‘however. "They are \}ery

much tied to concrete observable behaviors and situations, like the specific

acts andégven:‘ts that cause her friends to act nice or Wean.._ At this point,

A

the child is 5LSti|‘iil"‘ nable to go beyond these_ concrete genefralizaf%h‘sﬁ\ to' a
] . . . , . "

more powerful, abstrac‘t conceptualization of social interaction (Biggs & ‘

, Coliis, 1982; Hand, 1981-a; Harter, in press; Rosenberg, 1975). o

v

e
~3
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A broader, more abstract conception of human behavior awaits the

. X _— L :
onset of abstract thinking in' earl t\adolescence--occur'ring at about age 12

in Hand's (1981-a) study of nice “\\and?mean behaVlors. The advent of

abstract- thlnking.enables the person to move beyond explaining behavior

via ISpecif_ic observable or easily inferrable facts to begin positing durable

traits, values- or social influences to explain human |nteract|ons and social

ﬂsystems'. Some of the early developments in. this new phase are outllned in

Stepg 9‘and 1'0 of Table 2. It takes years of development, of course, for

the School-age child who can influence specific interactions to'change into

the adult who can’ operate in social systems and networks and influence .

soc:ety more broadly

~

THE CONTRIBUTION OF CONTEXT TO DEVELOPMENT

Psychologists and educators sometimes describe skills_as if they were

__,5Unitary abilities: The child can read, the child understands conservation,

the child comprehends social roles or social influence. Such statements

imply that skills have a life of their own, separate from the contexts 'in

4

which they are demonstrated. The evndence does not support such .a view

(Biggs ‘& Collis, 1982; Feldman, 1980; Fischer, 1980; Flavell, 1971; Fleish-

t

man, 1982) The Chlld who has mastered many basic readlng skills is not‘

u

' able to read all mater|al presented to him in school The child who shows

‘
3 \
\1:

"conservatlon of number commonly falls to show conservatlon of length

- < . N

The chlld who can demonstrate an understandlnq of soclal categorles in an" ‘

|m|tat|ve pretendmg task frequently cannot do so in an- |nterV|ew assess-—'

ThIS absence of unitary cross—satuatlonal abllltles follows loglcally from
the fact that both the child and the environment contribute to perfor-

mance. There could be unitary abilities only if environmental variations

£l




X

o

-26-

i

had minimal effects on behaviors. - \Wthen' describing children's skills, then,

o

scientists and educators need to attend to the context in which each skill

Py

is manifested. All sorts of contextual variations typically'produce signifi-

can differences 'in children's demonstrated level of ability Factors' that

t

have been shown to affect’ developmental ‘level include practlce famlllarlty,b :

the presence of other peop‘le the setting, and the form of the task. (e g..

Cole & Rlel in press; Jackson,, Campos, & Fischer, 1978; NICOlIChi 1978).

.

The Relation between Competence and Spontaneous Performance

It would be unfortunate if all that could be said was that developmen-

tal Ievel ‘varies across contexts. Surer there must be ord‘er in the varia-
tions._ Some recent flndlngs suggest a type of order. that would seem to
have ma;or |pp||cat|ons for analyses of learning and development.

One of’ the most |mportant dlmensmns along whlch contexts can vary

seems to be the amount oﬁ structure or contextual support for chlldrens

behavnor.» Changes in the “amount- of support typically produce profound,j"/'%\

. e a

. differences in the developmental level of behavior (Hand, 1981~ b Vygot-

sky, 1978). In general, greater contextual supportglncrreases the proba-
bility that children will demonstrate their highest capabilities. ) l":ith less
contextual support a Wlder var|ety of behavuors are observed and hence

a wider range .of behavloral differences occur ‘,both between and within
indnnduab {51 ‘T"; K ¥ ;,“5 ' f f'

o
o

ln our varlous studles of the development of socxal roles and mtera“c-f'

tions, _however:,. a systematac developmental change ‘was found in this

relation.. At different points'in social-cognitivé development, the relation

v v , R !

between children's behavior in structured settings-.and that in less struc-
tured,_"'more open-ended settings shifted dramatically.

C e
G

L. N LN .
.~ -

v . -
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Early in the preschool years, between approximately 1 and 4 years. of’

. age,' children tend spontaneously to demonstrate thelr most - advanced

[

competence not only in structured settmgs but also ln more operi-ended

ones. Later in the preschool years startmg at about 4 years the pattern - e

]

' changes abruptly Older chlldren seldom show thelr most advanced compe-

L -

tence spontaneously,' but seem. to require a structured settlng to consis-

tently demonstrate-the-\Qest they can do. The shlft from the first pattern

to the secend occurs preclsely at the point where chlldren begln to mte-..
© P4 <

. grate social categorles mto/soclal roles, social lnfluence and the like
(Hand, 1981-b). Accordlng to sklll theory, this pomt marks the shift to a

new' dévelopmental level begmnlng at about 4 years~of age at whlch
“‘*J t [}
chlldren can relate categorles or other klnds of representatlons wuthm a

smgle sk|ll R . ‘ . . .

|
|

~ | l

S~ The research on sodial roles (Watson G'Fischer '1977 1880) ’and on |

rT socral mteractlon (Hand 1981-a) has shown thls same pattern. In .both

sets’ of studies chlldr:m competence (fwas .measured by a structured

~—
—~—

\ M ]
assessment and in ,two spontaneous condlt'lons. The\experlmenter admlms-

R:

tered the structured assessment (employlng the imitative pretendmg tech-

mque) and then left the room, askmg the child to play with the experl-=

Amental toys and make up stor|es of her own.’ hAl’ter returnlng, the experl-» v

menter asked the Chlld to tell the best story she -could T‘1e "best story"
L and the stories from the play perlod constltuted the two spontaneous

oy t. R p

' conoltlons ooth of wmch were scored accordmg to the same developmental

— - A B BT

sequence used in the structured assessment (shown |n «?l'ables 1 and 2

. respectlvely, for the two sets ,of studies). Children's highest per_form-:

(

ances in the two spontaneous conditions were virtually identical.




‘ I =28~ T o
. - : ' -

The questmn asked was Did chaldren show the same highest develoo—-

3
»

°

. mental step in the structured assessment and the two spontaneous assessy
'vments? In the socnal role studies, the shift from the first pattern to the

second occurred at the step where childrents competence {their highest

step in the struc,tured assessment) was- social roles or. beyond !Steps 8 and
A

) " . than Step 7 typlcally demonstrated that competence in both spontaneous
: cond|t|ons but children who were capable of comblnlng two or more roles

in a relation were unllkely to show thelr competence in the spontaneOUS

‘ COhdItIOﬂS as iIIUStrated in Fugure 1 (Watson & Flscher 1977, 1980, see

_also Largo -& Howard, 1979)

- - - 2 x

o

o ) Insert Figure 1.about here -

- - —— - — y " - g o

~ »

Results from. Hand's (1981 b) study of somal -interaction concepts

showed a similar Shlft at the first step where children had to relate two

interaction cateborles (Step 4a in Table 2). V|rtually aII the chlldren at. .

7z ’
thls _step demonstrated the|r most advanced level of competénce tn the

e spontaneous cond|t|ons but vnrtually none of the chlldren ‘who were; cap-'

.
ot W v . N S B . v . .
. N e s

I the spontaneous condltlons. A S Lo

able of relatlng two or- ‘more social. categorles exhublted thlS co,rrpetence in

» .
@ »

.:A A _‘ThQS “the, ewdence suggests that before children beqtn to r'eIate;
- soc'i.ai‘ cptego,rces, they tend to gerform spontaneously at tnenr most ad-

Lo \(,anced"le‘vel of competence. Qnce they have begun to relate categories,
however, more 'support from the environment seems to be required‘ for

. them to .demons'trate _their Compentence involving;-relations of'categories.'
lnt‘er_estingly,' the French psychologist Wallon (1'976) described something

higher .in Table 1). That is, chlldren whose competence was no hug,her_f
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similar to"this phenomenon. qi?zre.‘the age of 4, he said, children tend to

-~ 1)

be driven to master whatever they encounter..ﬂ Starting at’i, on the other

v ¢

hand they come to assert~ thenr own goals and are no longer so drlven by

<

the demands of the immediate envnronment However Wallon s descrlption» .

-
K%gﬁs to have been based pr:marlly on informal. observatlons -of chlldren

and he reported no research testlng this hypothes:‘1

2,
- s

Surety more resear’t:h is needed to deterrmne the extent of th|s phe-
~ ;- o

nomenon. Does it occur in most domalns of cognitive- development or only '
"in a few? It could be, for example that wnth tasks that are very impor- .

tant emotionally, c:hildren_w.ill be more I|kely tovspontaneously show their-

most. advanced competence.- Our hypothesis, howeve'r:, is that the phenom—

1981-a). If thlS hypothes:s proves ‘to be accurate then: it would seem to
L - -

enon ‘is hnghly general (Fischer Hand, ¢ Russell, in press; Hand,

require a recasting of what scnentlsts mean by "competence" (Rubin et al.','
. .‘-_‘ . N .' L M [+ .

in press). T I
" Implications. for Education and Q'ther Forms -ofﬁsocialization .
Lk - . . ) 5 X

| Accordnng to these flndlngs chnldren of early preschool age seer.; t=o

requlre httle speclal envnronmental support to perform at’ their most ad-

T B

o vanced deveIOpmentaI IeveI Fl‘hey seem naturaIIy to engage wuth people-

¥

and tasks ln such a way that they dlrectly practlce and consolldate their

& .

' newest Skl”S Thu$, an edGcatlonal program that maxlmlzes opportunitles..

& 4

“to experﬁnent with dtfferent materlals dnd actwttles can be effectwe at thts

age. _' Likewise, in any soclalxzatnon context, chlldren of t‘l’ns age may tend

naturally to function at thelr “most advanced competence ‘so long as the

~
-

envrronment does not lnterfere. ' o )

4 * K * , N . .

At approximat_ely age 4, however, when #he child has 'developed thé

capacity to integrate categories If‘l a relation, the situation seems ‘tor shift.

¥

“
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More specijlc enQi?onmental support a’ppear’s‘toipecome' necessar#y to eneour-
aE;e Children to develop and use their-i—s’k'ills at "thei\r*m?st ad\‘/'anced lével
.Thus is not to sa;f that a currlculum for the Chlld -at thlS aqe should be ‘
'hlghly reglmented a‘nd dlrectlve although .some structure and specnflc

encouragement will be heIpful to the chlld's development. Suth 'strUCture__

[

: _and .encouragement will ,probably be " most effectlve when children are,'

F

naturally motivated to pursue a particular activity. A sensitive teacher or
parent who can follo_w a chil'd's in»te.rests and intervené at ‘propitious - -mo- .
meénts to suggest new or more effective ways of pursuing an activity is

likely to facilitate...the child's deveIOpment across a wide range of domains.’

’
o

SN . . 4

.

. . : " . ) .
THE INTERACTION BETWEEN CCOMPETENCE AND USE ‘ -

. - " OF SOCIAL CATEGORIES

Based 'on the .research with' structured assessments the deVelopment

-~

S - of the understandlng of socnal categorles seems to be relatlvely straight-.

-

B forward proceedlng throuqh three bas:c developmental IeveIs in the pre-
,~school years. lnfants cannot represent socnal categorles but at/ about 2

. . - e 1
. years of age, toddlers begln to understand agency-—the ways that, people

B ]

. ¢can act on thelr own | |ndependently of the Chlld By 2} to 3 years Chll-

dren show the first level of true social categorles: They can put together,

some of these independent ’actlons to ‘form' their first single social categor-
_ie;s_—:-collections oo_fw'behavi‘ors and Characteristlcs:v that form a class of-social“'v .

T-

attributes. - The second level, sirﬁple relations of'social categories, first

: develops at approxnmately 4 years of age, when children can |ntegrate two

or more social categorles into a skill for a social role, a type of soc‘%
L 4

i influence, or some other .social rela_tlon. The third level, involving under-

x

standings of complex systems of social categories, first emerges at age 6

»
z

» . . . . . . e e e i it A e



or 7 in forms such as social role intersectiorfs socsal influence mvolv:nq

opposite behawors and multlple emotions in social- interactions

The portrait of' socml-category developmo..nt ciearly is not that simple,

«

however, as demonstrated . By the research on spontaneous performance.

Structured assessments* provude a good estlmate of the child's best social

ablilties--hls -or her competence--but on the other hand, they also tend to .
R constram the Chlld'S behavuor. As a resuit much of the natural variabll-
ity |n behavuo‘r goes undetected in structured assessments. "The best

soiution seems to bé to-use both structured assessments and measures of |

behavuor in less structured contexts (Hand 1981-b)

_Behavior in. less structured contexts is particularly significant in the

process of socialization. The way children contribute to their own sociali-
[

zation may be espec-ally notable in situations where their behavior is not

\

severely constrained Children strive to understand their SO iety's "cate-

4
‘ gories and ruIes and to behave .in accordance with them but

o

hen the

: context aIIows a range of behav;ors the relation between understanding

* v

and behawor may be complex and interesting
o S e ImpOrtantIy, understanding a: socnal category is not. the same as using o

' it Understanding seems to be a prerequusute for effective use but there' '

is probably not a one-to-one relation between understandlng ‘and use.
When |nvest|gators have tésted for a relatuVely snmpie reiatlon--for ex-<.

. ampie- that greater unde,standing of sex roIes will leadl to closer adher_-

ence to those roles--they have found nothing so simple (e.g., ‘Marcus &

T e

Overton 1978) .-

.The use -of social categories is naturally'affeéted'not only by Ieyei of

understanding but also by a host of other factors--the child's own. goals

the affective valence of a category, the society's emphasis on the cate-

i




gory, ‘the exact nature of the connections among related categories the ‘

,.demands of the immedlate context In addllion as we described above

‘the fact that a child has the competence to understand a category, as

" measured in a structured assessment _ does not guarantee that he -or she-. -
will demonstrate that competence in a °different settm partlcularly.a less

structured one. Thus greater competence w:th a SOClal ‘category.sdoes not _‘

R .
T »
: e

- automatically Iead to more use of that cateoory or to more deslrable be- -

o

havior with respect to that category .‘ ’
. . Unfortunately, there has been little. research directly’testlng the
relation between competence measured in a structured assessment and use
: in a less structured context. The pauclty of Pesearch‘ precludes afy «
definitlve concl_uswns, but the few existing studies do suggest systematic
deveIOpmehtai changes m the relation. Each of the three major a'evelop-
mental levels of social categorles seems to be characterlzed by certalno

kinds of dlstortions and biases - in spontaneous use, which affect how

’ .

children at each leyel comprehend and react to soc_ializatioﬁ pressures.,

3
-

"

¥ AMiddle Preschool- "Globblng" in Behav:oral Categories : .

At the flrst developmental level, 3—year—olds buuld smgle behaworai

categories. In spontaneous behav:or older - ch:ldren* also use these cate- "

. -

'gories in a manner that seems to be . characteristic‘ They mix: together

‘.

components that are |n fact separate showmg a process that ‘we- have

‘called "globbing" (Flscher Hand & Russel], m press) Because the child" '
does not” relate categories, she cannot compare and differentiate them-
- (Fischer, 1980; Werner', 1957). As a result, she has difficUlty separating

. related social categories WhICh become mlxed together inl a glob Elements s

»

+ of one social category are combmed W|tth/elements of a .setond one to create

’

. - .an.orlgmal, bu_t often unreallstlc,_ globBed category.

t < .

! I v 3'_) ~‘.‘o
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Although our infarmal obser\/'ations su’gges‘t that globbing of sooial
.categories "i; common'iolace ln..3- and u-year*-olds, ‘research condhcted on
-dhild_ren of this' ade is scant, and we know_of only two emplrioally doéu—
mented examples of globbing/"on'e involvin'g’ -age and one involvlng'race. o

. *Edwards (inﬂ press) studied preschoolers'“abilitys to discriminate photo--

graphs of people ‘by age. Most 3- tovll-year-'olds‘(mean age 3.9) could

) ea5|ly separate children into "little ones and big ones," but when asked‘to

|nd|cat_e which - ‘group they_ themselves belonged to, they ma_de a systematic

error, .Mostv of the boys ’placed' themselves .wivth the big‘ children, even
though they in fact belonged with the little ones "while most of ’the girls
placed them,s7elves with the little chiidren. By the age of ll to 5 years

.(mean 'age°ll 7) ; the effect had disappear ed with chlldren of both sexes

placmg themselves in the b.g category half the tlme and |n the little cate-
»

gory half the tlme This dlstrlbutlon of responses was approprlate since

s and 5-year-olds were close to the age -border between the small and

P : large groups.

v Edwards interpretéd the -younger childref's systematic errors as

.

'-reflectlng a mlxlng together or globblng, of s:ze with g&rﬂer‘ Slnce boys -

are males and men tend to be blgger than women, then boys must be big.

Slmllarly, since glrls are females and women tend to be smaller than men

n‘ ' ) 3 “ . N B .
o then glrls must be llttle Whlle thls confuswn of size wuth genc@r seems

] %, I

.to dlsappear by “4 to 5 years of age, at least in 5|mple tasks a. tencfency

to. confuse. size W|th another d|men5|on age, ‘continues untll 7 or 8 appar-,

”’

.ently because these two characterlstlcs are - in fact so closely related

(Kratochwﬂl & Goldman 1973) i

Van Parys (1981) L;ncovered a second |nstance of globblng in the use

- of the category of raoé by 3-year-old black chllo’lren. ll“lddle—class black
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and white cmldren 3 b, and 5 years of age sorted drawings of people lnto
categorles based ‘on sex, age, and/or race. A number of black. children,
especually 3—year-old boys, systematlcally classified themselves incorrectly
by race. When asked to place thems_elves in ‘a black or white’category,
they pIaced themselves with the whites-. -lndependen’cly,. these same chil-
dren demonstrated both the competence to discriminate race accurately and
: the tendency to use race. spontaneously\ T.hey showed good sklll_ in classi-
fying drawmgsofother people as blaclf or white, and they tended to
focus on’ other people's race in tasks whe're\they could haye focused on
sex or age instead | By 5 years of age. the misclassification of self had
disappearsed. Similar confusnons about race have been docpmented in

several c'lassi'c studies: Young black chlldren tend to classnfy themselves

as white -and to prefer white do!ls and whlte playmates {Clark: 8 Clark,

1947; Goodman, '1964; Porter, 1971) aIthough there is some variation in

3 . : . L - L
these results across studies (Katz, 1982} and tasks (Van Parys, 1981)."

In this instan‘ce‘ of globbing, 3-year-olds' seem to mix together good-

.ness' with white and badness .with black, assigning negativ'eo characterlstics,,

more to dark-skinned people than to light-skinned ones (Clark, Hocevar, &
Dembo, 1980): ',Accdrding to ythis interpretation, they know that .they.
'themselves are good and théy thlnk that it, is better to ‘be white than

black .Consequently, they put themselves“ in -the globbed category of

"good" white, qesplte the' fact tnat they are black - @ ‘

A
Desplte the paucity of research on early social categorles the child’

psychoanalytlc literature suggests that these instances may reflect a funda-
mental characterlstlc of the way young preschool children think* (e:g., "A.

Freud,xlf‘ﬁ MahlerQ’lne & Beroman 1975) Because of their pr|m|t|ve

»dev_elopm tal level young children conS|stently combine categorles that do

A
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_ —e ot belong together and thus construct categor{es that distort social reality -
~ >
in extreme ways This globblng process b ars some similarity to what .

Freud (1955) called condensatlon. a process in whxc'1 two or-more objects
: -
or people are combined in a single. |mage or thought as when a person in

a dream seems: to. be  the dreamers spouse and parent at. the- same tlme.' !
. Contrary to Freud' interpretation, globblng does not need to be uncon--

-

sclously motivatedk, since it séems to be a characteristic of c*tain levéls of

thinking (.Feffer, 1982; Fischer & Pipp, in press-a).

A o0 . -
. C ‘Late Preschool: Oversimplified Relations between _Social Categories

By 4 to 43 years, most children can be egin to relate two social cate~

gories and SO ' move beyond gross dlstort'ons of behaworal categories.

This new capacity leads to a major increase in sophistlcatlon as shown in
™

N "~ the research mvolvmg social roles and social interactions. Chlldren can
start to understand how doctors relate to 'patients mothers to fathers, and

* . sS6 on—--as well as how one persons actlons towards another affect that
“o . r'd . .

second person's responses to the first,

' - In reaklife situations, however, relations of social categories are
" usually' complex. Each person occupies. multiple social categories, often at

o

the -same time, and the di'stinctjons between categories are often subtle.

% N -
. . 1

Faced wnth these complexntles B~ to 6-year-oldg‘t‘end to oversimplify the‘.

relatlons between categomes. The oversamplnflcatlons seem to take at least
. ‘ . . v - )
L 'two forms; Flrst chlldren treat related categorles ‘as sh}arply d|stmrt and

miss the subtletles of dlfferences--ln effect stereotypi social categories.

% © [}

Second when reIat|ons in fact overlap, chlldren mlx them up, Showing’ a

form of globbing that is mOre sophlstlcated than that- occurring at, the

-
.

previous level of understanding singlé categbries.
° . . ’ ) . B . * Lo~ " . \- ‘
) A i :
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Stereotyping. '\"hlle there have been .no definitive studies of the

-development of stereotyplnc in the preschool years; the emergence of the

capacity to relate soC|al»categor|es often seems to fead to extreme stereo~ v

typing” of safient social categorles, lncludlng those involving gender, race,
class, and age. Many children of this age ‘show a .remarkable surge of

stereotyping, even -[n the face- of blatantly eontradlctory / g

“evidence. Sex stereotyplng seems to be especially common. One ll-y'ear-

-

» for, exampley
old boyAasserted that women wear dresses, even though his own mother

almost always wore pants. A ll-year'-old‘ girl- mSIsted on wearlng pink
dresses and party shoes, even on the playground. - L.
"lndeed research on both sex-role and racial categories sugoests hat

stereotyplng may follow a standard developmental course. For sex roles,

children show some evidence of stereotyplng as early as 3 yearsﬁof age,

‘and sex stereotyplng seems to be well establlshed by 4 to 5 years (e. g.,'

s

Kuhn et al., '1978; Williams, Bennett, 8 Best, 1975). “The degree of
o ‘ e .
stereotypihg then appears to increase to a maximum at age 7 or, 8 (Damon,

-

1977; Maccoby, 1980). During the elementary school years, the irend

' '

reverses, and stereotyping begins fo slowly decregse, with children show<

ing more flexibility about gender roles (Carter‘s PatterSon‘ 1982).

" For race categories, the flrst ewdence for stereotyplng of blacks and ‘

whltes appears as early as: 3 years of age. There l;hen seems to be a

surge in this. stereotyplng throughout the rest of the preschool \,ears

(Clark et al., 1980; Clark & Clark, 1947; Katz 1982; Stevenson &

Stewart, 1958). Stereotyplng of black as negatsve and whlte as positive

appears to. peak in the late preschool and darly elementary school years

"After the age of 7 or 8, racual(stereotyplnq appears to decrease system-

\

atlcally throughout the elémentary school period {Clark et al., 1980; Kat;_:,

4



1982 Katz "s ‘Zalk, 1978; Villiams, Best & Boswell 1975). At tl*e least .

children ‘in this period- come to deal more accurately with the demands of

‘\/\Jthe immediate s:tuation understanding, for example that it is ofterr unde—

~

L4

R 3

SIrable to state a blatant stereotype - - . B
A plau5|ble mterpretatioh ‘of the data on r‘aclal Stereotyping is that
startlng ‘at 4,0r.5 years, black children stop tha extreme globbing of racral

categories that is tharacteristic -of the prevnous level Now, instead of

' LY

sometimes thinking of themselves as whlte they graduglly come” to *accept. o

their race. In the late\preschool years however chlldren tend to s~tereo~
* ~ .
type black as negative; consequently, they may experlence great dlffi-

. .

culties with their racial self-image. Perhaps only in the elementar.y school)

LY

years, when they can begin to deal with’the complexities' of racial categor-

‘ies, will these chtldren be able to resolve the apparent confligt encendered »

by thelr earlier overstmplif’ed understanding of race.
The developmental ‘course for stereotyping suggésted by these ﬁnd"—h‘

ings for gender ‘and race can be diwded into four main’ phases. {1) With
u t

the development of behaV|oral categories at approxtmately 3 years of age T

children show evidence \of some stereotyping (2) At 4 to's years there

o

‘seems to be a surge in stereotyping, apparently arising from ‘the fact that ~

chlldren become able to understand role relatlons " For instance;, theyv' X

become capable of treatlng boys and glrls as, in gomé senses, opposites.

(3) Stereotyping seems to reach its peak or maximum between 6. and 8n

" years. By this age, children have had sufficient time to master the over- |

simplified role relations that they began te develop a few years earlier.- In
N k

addition, children Yare moving into a new developmental level at this age

and one characterlstlc of the transition seems to be that skills from the

prevnous level show a developmental spurt (see Flscher Pipp, &

o : v ‘44) » r
. . - ' * 1

s
o

.t
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Bullock, in press)'. - Thus, children's oversimpllfications may peak at this

time. (4) After 7 or 8 years, stereotypmo seems 'to decrease or become

more quallﬂed as children become able to deal WIth complex relations gmong

~

real-life social categories. I - ‘ L

‘The development of other sorts °‘of stereotyping may well fol'low this
same. model Categorles and attitudes toward social class or age 'for
e>€ample, may move through a similar progressaon (see Connell, 1978).
Also, the distortion- of role, relations is not limited to emotionally loaded
roles like those involvmg race and gender but is also evident in. Iess
loaded social categories, such as work and play. Tucker (1979) found
that many 4- and 5-year-olds beljeve work is what adults do, play what
children do. According to this stereotyped way of thinklng, children

cannot work and, adults cannot play

<

It is important to realize, however, that this developmental portrait of

o

stereotyp:ng vnll not hold for all definitions and measures of stereotyplno

. Only the snmplest types of stereotyping will occur at these early ages.

More complex types,. such as_those requnrlng conceptions of soc:al institu-

"tlons or networks will of course not develop until ‘later.

What seems to be characteristic of the late preschool years, then, iz -

that for the first. time ‘children become competent enough to understand

© and use the concrete stereotypes that. they encounter in thelr everyday

social llves. jThus, stereotyplng in thls_ period arises naturally from -,the
combination of the social reality they experience with the [imitations of
their ability to understand that reallty. .

Globhing;'i{" The" oversimpliﬁed relations of categories in the late pre-

school years produce not only stereotyplng but also a form of globbing.

;o

Of course, the globbing’ of relations of categories is not as primitive as the ‘

-t

ca

kea




. (Ve -t . .
together individual categories, children seem to mix together category .

globbing of single categories at the previous level, lnstead “of‘mixing- ' /
) « relations that overlap in real life.
| {l'hve many- overlapping social ~r‘oles in the nuclear family appear to. v’ . l
provide '.—; particularly rich source for this .type of globbing. 'Alchilg's"-r j
father is an adult, a male, a man, a husband and a father all at the’ same ' i
J, time. The man's daughter is a chlld a female, a girl, a daughter, and
often a szster. . With so much overlap, 4- to 6-year-o|ds cannot get all the
' relations straioht They can think about stmple.'relatlons between categor—.
'ies, but they cannot form a broader framework to gnrasp. the way eachv
category relates to all the others. ‘The several roles of parents seem to be .

especially likely - to be globbed: _ Husband/wife, father/mother, man/

[ . .
woman, and male/female aﬁe collapsed into a single role relation, usuall'y

do not seem to be able to understand, for example that tHeir mother and

|

|

|

|

o
referred to -by the child with the labels "Mommy" and "Daddy." Children
father snmuitaneously fill both parent and spouse roles (Watson 8 Amoott-

Kwan, in press)

Globbmq of -the overlapplno roles of parents seems to provide the

basis for " an emotional drama that is cofnmon in nuclear families—~what

- Freud (1924/1961) called the'Oedipus conflict. The eSsence of this conflict

is that the child tries to take the place of“the same-sex parent as the

object of affection of the opposite-sex parent: '_l'he.‘_boy tries to replaCe

his father, the girl her mother. The child can attempt such a simple

‘substi“tution because he globs overlapping roles. In the collapsed role

relation Mommy/Daddy, the child focuses on the fact that Mommy and

- Daddy are a female and ‘male who” have a special relationship. Becausé

other ‘characteristics of Mommy and Daddy aré overlooked, any male can
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substitute for Daddy or an‘y female for Mommy, and so a child can easﬂy
take over the- place'Of the same-sex parent (Fischer &, Watson, i981)‘
' Presumaply, many other examples of globbing of rehtlons Jalso occur

i - ’ m the late preschool years. Uncoverlng such dtstortlons would seem to be
partlcularly relevant to understandlno emot:onal development durlng this
age per.lod In the same way that globblng famlly reIatlons seems to have

remotlonal consequences in the family, globblng other types of relatlons

7

. would seem Ilkely to have other important emotlonal consequences
. .

Ef‘fects of soc|aI evaluation. AIong with " ledrning the most hasic

relations among- social categories: in their society, chilgren of 4 to 6 years
-of age- also appear to learn 'so'ciety'sl evaluations of prominent social cate-
gories. Their ‘new abmty to understand relations enables them to compare '
social categorles in order to evaIuate them.  Four- to 6-year-olds are thus
‘able to determine the |mportance and value of categortes such as nale and
female or black and white in their soc:ety |
‘Van Parys' (1981) study demonstrates how children  learn’ and use
such evaluations. She administered a number of choice tasks to 72 3-, 4-,',‘ o .
and 5-year-old black and whlte middle-class Denver chlldren Each child
A .sorted drawmgs into categorles that requiréd hlm or her. to choose among
" various combinations of gender, age: and race--putting togé’ther the ones
that .were similar, to each other in some‘tasks_and the ones that were-like
the self in other tasks. She thus obtained measures of the psychological
' sahence or importance to the children of the tnree types. of cateoorles. ‘

i

Three-year-olds did not show any cons:stent pattern of chokce except
N

that many of them tended to lgnore race. Four- and S-year-olds on the

¢

o other hand showed a- pattern of chouce that seemed to match the\ way

_mlddle-c!ass adults use the categories. Gender was used most.often, age

.




next most 'oft(en' “and race least.A Thls flndmo cannot be explalned in
terms of the physital salience of the cateqorles m the drawmgs because

P

the flgures were drawn to minimize sallence dlfferences _ln addition, if |
- on category were physucdlly most sallent it would have be age, since
_the chlldren /and adults in the drawnngs dlffered obwously size. Also,
R E research has’ shqwn that the age 'dimension is generally. sallent for both
o lnfants and taddler (Brooks & Lewis, 1976; Edwards,/,ln press.).
Van Parys' results indicate, then, tha,t vllhen ‘'gender, age,‘ and ra'ce.
are in question, gender is the‘dlmens‘iOn-that' 4- and 5-year-olds attend to
‘most, aIthodgh, thvey\ also,-at‘tend frequently to age. In her 'sample, onlyna-
few -children focused on race. Interestingly, however,. different .subg.roups
of chllcrl)ren showed different ranklngs of. categorles as a function of - thelr
own gender and race. - These dlfferences seemed to reflect the statuses of
the categories to which the ch|ldren belonged | ln white mlddle-class
culture males are generally ‘valued _more than females and for tasks,ln
which chlldren were describing themselves whi,.te boys and girls’made
choices that reflected this differerice. Four- and S—year-olt wh|te boys
sho»yedthe gener'al pattern, selectmg on the basis of gender more than
- ’a’gej‘—but white girls of the same ages de-emp_hasmed gender and empha-~
sized age, choosing on the basis of age more often than‘gender. Both
' .groups used race the least often" ) . o o
Wlth black children the patterns  of chonce were dlfferent apparently .
reflectmg tne more po:ltnve evaluation of females in black American culture.
(Weston & Medn|ck 1970). Four- and 5-year-old bilack glrls tended to
follow the - general pattern of selectlng on the basns of gender more than °

~

age, but .black boys of the same age’ de-emphasuzed mgender and ch,ose more -
: .- .

*  often on_the basis of age than did black girls.

>
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~These complex effects of the children's  own characteristics viere
, \ . . :

- - ! - ) ) . . PN . . . '
furthet complicated by the .effects of various tasks.. Seemingly minor

variations in-the assessment tasks sometimes produced major changas in the '
. Y

patterns of cho:ce. it“is. not known whether these task effects we‘re the

t “0 "“

result of the young ag’es of the - chlldren partiupatlng ln the study or

T, LN

- whether they would “also be characteristic , of older chnldrens and adults'

i

choices. Studles‘ that use onIy one . task it. would seem ~cannot make

©

legitimate - conclusions about the general patterns of cho«ce in preschooi-

children. - . - T -

4 . . N >

By 4 or § years of age, then, children ‘s"eem' to haye Iearned- the

i basnc socual categorles that they. encounter |n thenrd soclety and to have
organlzed thoSe cateqorles into relatlons reflectmg thelr society's realaty
and vaIuesn. Because of the Ilmnts of their- understandlng, they tend to
- . -stereotype somal relations, but their stereotypes are primartly exaggera- '
| tionsvof\the realities of the|r soenety. It mlght be Sald that 4~ and 5-

year—olds often understand the relations of soclal .categories in thelr som-

ety aII too well. ‘ : .,

- Elementary School: Realistic Systems ,of Social. Cateqorles
The social- cognltlve advance that begins at.6 or 7 years has perva- .

sive implications for children's social behavior. Vith the ability to inte-
- grate multiple social categories in complex relations such as role inter-
>~ » - ‘ . . . . )

sections, children can move past  the distortions and confusions of earlier
years and 'understand the social categories around them in concréte' detail.
Many societies acknowledge this ability to understand the complexities of

' social behawor by givung children new social respons:bllltles at this age.
3 e

_{Rogoff, Sellers, Plrrotta, Fox, & White, 1975; veisner & Galllmore, 1977).

s . o7
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'qt'arting at'b or. 7 years, E:hildren' begin, for exampl to take responsi-

blllty for care of younger s:bllngs and for important chores such ‘as

-

tending 1 estock and preparing food.
. 5 .

The advent of this pew ability seems:- to exp'lain'why most 'previous

~

-researchy has found that social’ categories, especially -social roles, 'are not
b - -y .

. 'understood.—tuntil the :elementary’school years (e.g., Bigner, l97ll' Marcus

4

, & 0vertorr. 1978 Plaget 1924/1928). -Although that conclusmn was clearly

overdrawn it is true that preschool chlldren cannot understand complex

. ta‘skS' dealing with social categorles and.that elemer‘ltary- schod! children can

eliminate most of . the dlstortlons that are so common in preschoolers' use .of

0 5

categorles. IS ' u ' ' ' o~

3

) “Indeed, once children correct these‘ clistortions, they seem to reject |
 them vehemently. Freud (1924/1961) reported, for- éxample, that when

| elementary school children correct the bedipal belief that they can substi-

o
o .

tute for their same-sex parent and marry their opposlte-sex'parent', they

emotionally reject the‘ idea of doin so, often flndlng the thought repulswe_

and deny[ng that they ever entertalned it In a less emotlonal domain,

L}

Tucker (1979) dlscovered a snmllar phenomenon.__ After ,chlldren correct'

‘their bellef that work is what adults do and play is what chlldren do, they

54

' have dlfflculty even pretendlng to have the belief. That is, in a game

l & IS M

about work “and play they cannot make 3 doll a'ct as if n‘.\ belleved that
what adults do is work and what children do is play. = |

lvlore gen'erally, children's conceptions of social categories move to-

ward an’ accurate reerctlon of the concrete realities of thelr soclety "The

L]

: oversrmpllfled stereotyplng of the prev«ous Ievel gives way to a more

moderate or qualified form that captures_ accurately the society's definitions

of sgzial relations. Even- for difficult concrete -concepts, reality Seems to
e N . . ) -‘ . B st "

LR AR

a?




‘)/\.

~tly-

play a greater role at this age than earlier For~'e><ample because they
can bemn to’ comprehend concepts like wealth, chlldren come to unde‘rstand
. social - class better Thus, although soclal class Stereotypmq may blosso'n
Vlower and upper classes are less llkely 'to be confused wuth good and bad.

A Complex issues concermng occupatlon and status enter the child's inter-

pretation of class’ (C}onnell, 1978; Leahy, 1981; Nalmark, 1981). -

3,
™

" The realistic systems of social categories at this age’“ar‘e not ¢om-

T - . ) -

pletely free of distortion,- however. ~ Their accuracy in mir‘roring conerete
L reallty seems to produce a type of dlstortion-—-a literalness in the inter-

pretation of socual categorles and relations. Because children of this -age

are not yet able to place social relations in the broader contex't of social‘

v f . -~

systems, they.show a rigid or literal adherence ‘to many social rules

' L2

including those for ‘gender (e;g., Kohlberg, 1966; Villiams, Bennett, :5
. Best, ) 1975) and for "proper" behavior (e.g., Adelson, 1975;
> Harter, in press). One 8-year-old boy, for instance, was ,shopping with

his 'mothe'r and 1-year-old baby sister at the supermarket.‘ At one point

baby was sitting, and the 8-year-old self-righteously. pointed' to a sign on
the cart and said, I.'llllother., ‘it says right here, 'Do not leave 'baby unat-

tended.' A 7-year-old girl was upset vyhen her father came te pick her
’ ! ) . y . 2

up from school on Mothers' Visiting Day, because“ she said, only mothers

were allowed to be at school that day, not fathers.

One of the best-—documented facts of spontaneous social behavnor in

- - the elementary school years is that children separate into unisex groups

a

(Maccoby & Jacklin, 1974).. Girls play primarily with other g'irls, and boys

primarily with other boys.». Lik'ewise;_ children of this age ’form ‘close

-
l

friendships almost exclusively with chlldren of the same = sex (Furman

his mother took a few' steps away from the shopping cart in which the -

..

v




1982). These soclal patterns seem to be consustent wnth ‘the chlldrens

_concrete, stereotyped understandlngs of gender roles Boys and g|rls are

o k)

understood to be different in many specific ways and even consudered to

<

be opposites. Consequently, children associate’ with those who are,llke

themselves'“other chi_,ldrefn of the same sex.

(

'Altho'u'gh we 'kn0w of almo-st' no research-‘ that has directly tested how

children's understandlngs of soc|al categorles and’ rules ‘mesh w:th thelr '

..

‘social behavior at this age, it would seem,that many of_ the salient charac-.'

teristics of elementary school social behavior relate in a similar way to . R
. » . e [

4

' children's new understandings. VFor example, structured games be"co;me“a
~ major part of - social interaction*‘in “the elementary school years. When
children play cops and robbers 'th.ey need to .keep track ‘of role i‘ntersec-;
tlons because each Chlld fulf'lls both a pretend role (cop or robber) and a

real role (Johnny the 9-year-o|d or Jason <the 8—year-old) ln games like

hide-_and-seek or dodge, they need to be able to keep track of rapldly

changing roles: A mlnute ago Nicole was "It" and | had to avold her but

now ] am "It and have 'to catch Nlcole.. In a}sumllar veln, .chlldren this
i age begin to strive to emulate attractive heroes or heroines in their lives.
They are able to do_ SO becaus'e.they can consider the other's obse'rfable
attributes -in relatlon to thelr own in order to modify their own to become

mor,e'like thelr |dol's (Flscher & Watson, 1981‘, Kagan, 1958; Ruble, in

- . '
3 3

£
press). ¢
In géneral, then,'ch‘lldren of elementary school age seem to have the

-capaclty to understand the concrete realltles of social life and thus to

develop a new range of social skills, whlch allow them to act effectlvext m _

soc|al relatlons

<
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'CCNCLUSlONq lNDlVlDUAL AND CULTURAL CO PLF)’lTY

©

Socnetles routmely teach chlldren categories that define ho». everyone

“in the socnety |s supposed to act. in scientists' analyses of thls socializa-

tion process, the contrlb,utlon of the developing child has typically been

lost Social categories are always realized’ in behav:or through the child's

"-understandmgs and mot|vat|ons .and therefore a full analysis of socializa-

*s

» K

t:on_.requnres taking into dccount the child's understanding and use .of -

social cate‘gor'res-. .

o+ The portrait we have palnted of the early development of social cate-

gorles ls stralghtforward - Children proceed from an awareness ofasmgle

'behaworal categorles to 5|mple relations of categorie's to complex systems of

seem to show characterlstnc modes of d|stort|on when faced wnth sntuatlons

that réquire more advanced SkI”S than they can produce. With single

»

behavioral Ccategories, theyfwdemon,strate the process of'globbjng, in which

' ) o . \k\*';ﬁ ‘i ' . . »
several categories are mixed together. . Simple relations of categories are

4

characterized by ste'reotypingvbased on the evaluations of the categories

i

by somety, when faced with complex relatlons between - c'ategorles chxldren

?

calso’ tend to mix up or glob reIat|ons that overlap in the reaI world. With

: respect to the third level, complex systems of'categorles, children con-

struct realistic understandings of concrete social categories and the rela-
tions among them. "The distortion that seems to be typical of this level is
a rigid or literaf' adherence to the particulars of a social rule or category.

It s important, however, -not _to misinterpret this developmental

.

sequence. An individual chlld ls not at a snngle level in any simple sense.

.

The levels are characterlstlc of speC|f|c combinations of child and environ-

e

ment, as noted earliar. 0Of the many explications of this proposition, three

seem to be especially important. , .

~ categories. , For each of these three ~developmental levels, children also -




First, children do not show the same level acrouss all situations.

Instead, performance’is uneven, . with the same child showing large varia-

»

tions fn developmentakl‘ level in" different contexts. ‘The particular social, :
' categorfes‘ that children’ understaﬁd at their highest level are those thét
are more generally_ erruipha.s.i'zed 6r éccentuated by the children‘s fami‘l‘ies
‘and society. Different sociéties and "different sdbcultur‘és within a society
. wnll teach dlfferent social categorles to their chlldren (Edwards 4 Whltmg,
’1980 Weisner §& Galllmore, 1977) In addition, chlldren wnthm one socnetyl
or culture will also vary in their understandmg and Use of social cate-
) gorles. |
'Seco‘nd, even’ for t e same social catégoriescmeasured, in the same
géneral situation, a child| will often function at different de?é!opmental
levels as a function of the degree of struc;ture or support ‘;)Eovided by the
immediate context. The ages assigne‘d to each step in ‘tjhe development of
social categories reflect the period of tme. firsﬁ _appearance of the new
capacnty in middle-class chaldren performmg simple structured tasks specif-
ically desngned to elicit relevant behaviors. ' In most satuatlons- most chil- .
dren will not show the respe:tiv.e'_skill at the d’esignated earliest age.
Third,_ the degree of disparity between developmental level iﬁ'stru?‘;‘—
tured and "spontaneous! contexts seems to_ihcrease in the late’ preschool
' S;ears. Before‘approximately 4 years of age, children commonly appear to
produce the highest developmental level of which they are capable even
when the situation does not demand it of them. After age 4, they become
- less likely to perform at their highe:t level unless the situation is struc-—
'tured to elicit such performance. fConsequently, in spontaneous behavaor

4- to 7-year-—o|ds are unlikely to show evidence of high-level functioning.

Even when capabls of using, for example, systems of categories in struc-
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children this age will normally show one of the lower levels in .

tured tasks,
., an unstructured task. When functioning at these lower levels, they' will
evidence distortions and confusions -similar to those of younger children.
Although the developm'ent a;nd .u"se o.f social categories in the pre-

. school years seems to be.highly systematic, the systematicity oannot be
_understood by considering the child alone. Analysi,s of the collaboratiort
between child and environment is required. Good teachersf know bow to

take- account of this fact in their everyday interactions with chlldren but

3
researchers and theorlsts have only beoun to deal with the processes by
{

which chlld and envnronment collaborate to produce developmg behavior.
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Figufe 1. Relation between Comp’et'eﬂnce and Spontaneous . Behavior in the’
. Social Role -5tudies, Adapted with . permission from Watson and
* Fischer (1980). ) ' :
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& B | | | TABLE 1 ’
., o o " ‘A Sequence of Social Role Development
e - _ - ' ) : Examples** .
Level Approxghate Age Step Skill Doctor " Role Studies Family Role Studies
of._Emergence* . . : R ‘ " o .
e o ) ) o \ . 8 ‘
2 | -
- Single 2 -3 years 1 Self as agent: A child pretends to Child pretends to drink from a .
Soc!al carry out one or more behaviors, not cup or wash himself or herself.
Categorles necessarily fitting a social role. ' ’
. R . "
: Kl .2 Passive other ‘agent: A child pretends Child makes a doll drink from a -
e I to make a person carry- out one or more _cup or washes the doll, without
SEASE ‘ behaviors, not necessarily fitting a . the doll acting. é;g,
G social role. , - : R ‘ ) X
,, ‘_j;"-“. . 3 'Passive substitute agent: A child Child makes'a block drink from ¢
i ROTE : pretends te make an object act as a ~a cup or washes the block,
PR . : _ passive agent, as in Step 2, without the bleck acting.
f‘: i 7 4 Active other agent: ‘A person per- Child has a doll drink from a Child labels and describes .. #
R ' forms one or more behaviors, not cup or wash itself as if it were one or more activities of
ol : t necessarily fitting a social role. carrying out the action itself, a doll,
~ - 5 ‘Active substitute agent: An object Child has a block drink from
RN o behaves as ‘an activg agent as in a cup or wash itself as if it .
R _ Step L, were carrying out the actlon -
Xl . itself.
we ) 6 Behavioral role: A person performs Child has a ddll, as a doctor, - Child describes a father .
T several behaviors fitting a socual use a thermometer and "an _in terms of his typical ' .
e i ‘ role, such as doctor. otolaryngoscope. behaviors.




" TABLE 1 (Continued)

L3

‘.-t X B \\ . 1
e "“.. X »
e « " R Examples** 7 5 .
Level:’ Approximate Age* Step Skill Woctor Role Studies o Family Role Studies
AU , // 7 . Shifting behavioral roles: One Child has a doll, as a dactor, "
L e /" : person performs one behavioral role,, use a thermometer and an otolar- p
L Vi as in Step 6, and then a second yngoscope. Child then has * ,
s person performs a different behav- another doll, as a patient, say . W
: S ioral role. For instance, the first it is sick and go to bed.
o s person acts as a doctor, then the V4 ' _ . ’
' // 8 second acts mdependently as a : -
: / / patient. . . |
'Rela~ 4 -5 years '8 _ -.Social role: One person behaving Child has a doctor doll examine Child describes a father
tlonsv. . / aceoralng to one role, such/as a patient doll and respond in" terms of the father \
between y doctor, relates to a second agent - . appropriately to the patlent' having children and taking
Social™. behaving according 'to a complementary complaints. care of his children.
role, such as patient. ) 4§ ‘ w o

- Categories
9°

; 2o 10

v

Shifting social roles with one

common’ agent: Two people perform a
social role, as in Step 8, and then
one of them performs a dlfferent

. social role- with a third person,

For instance, the first two people
act as doctor/patient, then the .
second two act independently as
patient/nurse.

Social role with three a agents: One

person in one role, such as doctor,
relates simultaneously to two other

people in complementary roles, such
as nurse and patient.

o

Child has a doctor. doll examine :
a patient doll and respond
appropriately to the patient's
complaints. Child then has

the patient doll interact
appropriately -with a nurse doll.

* 3

Child .has a doctor doll relate to
a patlent doll with the aid of a .
nurse doll. All dolls respond

" . appropriately to each other,

éhild describes how a 1
father has children and

then how he can- change to
a grandfather. when he has
grandchildren. .

1@
(6]

-£9~




TABLE 1 (Continued)

- Approximate Age* Step

Skill

Doctor Role Studies -

Examples**

Family Role Studies

.‘h}"

'

.

"Ml Systems

of Sodial

5

Categories

P .
.o PR

&‘-_'2-\-., . &0
B .

¥
oy
Pl

6. - 9 years

ke

a"j
~ K

11

12

13

Shifting roles for the same agents:

father relating to“child.
stance, they first act as doctor/patient,
then act as father/child.

Two people perform a social role, as
in Step 8, and then they perform a
different social role, such as

For in-

Role intersection: Two agent-.
complement role relations are
coordinated so that one person can
be,in two roles simultaneously,
such‘as doctor and father, and
relate to both complementary roles,
such as patient and-daughter.

Shifting role interactions with one
common agent: Two agent-complement
role relations are coordinated, as in
Step 12, and then one of those people
performs a different pair of agent~
complement role relations with a
third person. For instance, the

first two people act as doctor-
father/patient-nurse, then the

second two act independently as
doctor-husband/patient's ‘'mother~- .
wife,

Child has a doctor doll relate
appropriately to a patient doll
and then has an adult doll act
as a father to hjs child.

Child has a doctor doll examine

a patient doll and also act

" simultaneously as father to the
‘patient, -who responds as both
. his patient and his daughter.

'

C_;hi'i'd has a doctor doll examine
a patient doll and also act as

father to the patient, as in Step

12. Child then .has the doctor

doll interact as doctor -and husband .

with a woman doll, who acts as

both mother of patient and wife.

Child describes how a
father can be simulta-
neously both a father to
his children and a grand-
father to his grandchil-

. dren.
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R - ~ TABLE 1" (Continued) :
C . : o Examples** o .
Level : Approximate Age* Step Skill- Doctor Role Studies’ Family Role Studies
. ; 14 Role intersection with three agents: Child has one doll behave as a Child. descrlbes) how a father

doctor and father to a second can .be simultaneously a
* doll and as a doctor and husband s'on, father, and grandgfather
to a third doll. The second in terms of the complementary

Three agent-complement role relations
--are coordinated so that one person can
be in three roles simultaneously,

R AR

.
D

such as doctor, father, and husband, doll interacts as_the patient roles.
R and relate to the complementary rolc.s and daughter, and the third '
* _ . such as patient and daughter for doll interacts as the patient's o .

a sccond person and patient's mother mother and the doctor's wife.

| SR

and wife for a third person.

; %.‘.'- [
Ve b Ab- 10 years 15 Simple role network: At least two Child compares family role
stractions and older role intersections are intercoordinated relations across two ‘
about: Social and compared to form a definition of a generations and recognizes a
Categories complex role system, such as that -~ family in terms of inter--
SR ' relating two generatlons within a secting spousal and parental
o family:. roles.
. ,r;u'.'-t 16 Expanded role network: At least \ Child .compares family role
é\’ three role intersections, as' in Step .15, relations across three
CoR are intercoordinated and cempared, such generations, including a
o 3 ..... as three generations within a family future gencration.
t 17 Comparlson of role networks: At Child compares a family with

-

‘
- A
T
. Ehvedd
vl
o -

R

feast two role networks, such as a
traditional family unit and a family unit

both spousal - and parental
roles (a traditijonal family)

ﬁ,, with only one parent, are inter- with one that has only one of
it coordinated so that the similarities - those roles--the spousal role

RS SAOMNAS 3

and differences between thom can
be recognized, ,

«

in childléss cauples or the

parental role in single parent

families,

oo




ol
FO | ’ o TABLE 1 (Continued)
; " . - - o ’ Examples** '
Level . Approximate Age* Step Skill ‘ ‘ ~~ Doctor Role Studies Family Role Studies
h | ' 18 Reciprocal role networks: Both the _ ' ) Child recognizes the
R , similarities and differences of role ~essential components of both
o networks are simultaneously considered, " traditional and nontraditional
>l and one general network system, such as . families in terms of role
that relating to the various types of relations and functions.
famili.es, is abstracted. - :

T

Noté:;j." Portions of this table are adapted with permission from Watson (1981). Studies
-+ include Watson and Fischer (1977, 1980), Watson and Amgort-Kwan (in press), and Westerman (1979).

23 *Ages vary widely across tasks and conditions and are therefore given only for general developmental levels. These ages indicate
"z when, the skills at each level first appear in .middle~class children. - : : : -

testing po;‘tions of the table:

s

_’__-‘".,_r**.For the respective domains, examples are given only for steps actually assessed in the studies.
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TABLE 2

A Developmental Sequence.for Understanding
Nice and Mean Social Interactions

-

Level . Approximate Age Step Skill Examples
e of Emergence* : ' ’
l: Single Social 2 - 3 years - 1 ~Active other agent: A person performs Child pretends that one doll picks
Categories at least one behavior not necessarily - up a ball or suggests playmg with
L flttlng a socual lnteractlon category. another doll.
R 2 Behavioral category: A person performs Child has one doll act nice to another
4 S N at least two behaviors fitting an inter- doll, -giving it candy and sdying, "I
N i ? action category, such as "nice" or like you." The second doll can be
"mean." = . : passive.
P 3 ... Shifting behavioral categories: One . Child has one doll act nice to a second
e person performs at least two behaviors - dolt, giving it candy and saying, '
Vi fitting the category "nice," as in "Let's play." A third doll enters and
Ty Step 2, and then a second person acts mean to the second one, hitting
TR performs at least two behaviors it and saying, "Give me your ball!"
C fitting the category "mean." In both cases, the second doll can be
- : ' o passwe.
5y St .
I1:  Relations 4 - 5 years ’ lia** Combination of opposite categories in a Child has one doll act nice to a second
between Social : single person: One person performs . doll, saying, "Let's be friends" and
Categocles behaviors fitting two opposing cate- giving the doll candy. The first
) gories, such as "nice" and "mean." doll then hits the second, saying ,
ke : "Since we're friends you should give .
- s me your balll" The second doll can
e be passive throughout.
| |
b v ~r |
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" TABLE 2 (Continued)

Examples , , ' &

of Social
Ca;eg’ories

people Interact In ways fitting opposite
categories, such that-the first one acts,
for example, both nice and mean, and -
the second one responds with reciprocal
behaviors in the same categories.

- responds tp accordingly.

-‘8 9_

Approximate Age Step Skill
of Emergence* ° )
& » Lip** One~-dimensiona! social influence: The Child has one ‘doll say mean things and -
‘ behaviors of one person fitting an hit another doll, who responds by
: interaction category such as "mean" hitting and expressing dislike for the
K produce reciprocal behaviors fitting first one, The second one's behavior
' . _that category in a second person. is clearly produced by the first
. . ' b : one's behavior. -
T 5 One-dimensional social influence with With three dolls, child has one tease
. three characters behaving in similar the others, while a second one hits
ways: ~Same as Step 4b, but with - the others. The third doll rejects
s three people.interacting reciprocally both of the first two because they are
according to a social category. mean,
G xH One-dimensional social infiluence with With three dolls, child has one tease the
L three characters behaving in opposite others, while a second one hits the
“a ways: The behaviors of one person others. The third doll responds nicely
o fitting a. category such as "nice" and to the first doll and meanly to the second.
L those of a second person fitting an .
SO opposite category such.as "mean" . )
N ~ produce reciprocal behaviors in the !
g third person fitting the corresponding
o categories. '
l}: , ‘Systems 6 - 9 years 7 Two-dimenslonal social Influence: Two Child“has one doll initiate friendship .

with a second doll But in a mean way.
The second one, confused about the
discrepancy, declines the friendship
because of the meanness. The first |
then apologizes and makes another
friendly gesture, which the second one
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TABLE 2 (Continued)
. Approximate Age ~ Step Skill Examples . ,
: 'nf?{Emergence* . : '
"8 - Two-dimensional social influence with With three dolls, child has one doll act
; three characters: Same as Step 7 but friendly ctc‘) a second one, while a third
‘with three people interacting reciprocally  one.initidtes play in-a mean way. The
according to opposite categories. second doll acts-friendly to the first one
' ' and rejects ‘the third, pointing out the
- latter's meanness. ]The third then
i apologizes- for being mean, while the first
one does something new that is mean.
The second doll dccepts the third one's
. apology and rejects the first one, pointing"
j\_ ‘ out the ¢hange in his or her behavior.
'i.EA:'n'_bstractions' 10 y'ears and 9 Integration of opposite behaviors in terms With three',dolls, child has one act

of a single abstraction: Two instances

of interactions like that in Step 7 take
place, and the relations between the

- .two interactions are explained in terms

of some dgeneral abstraction, such as’
that intentions matter more than actions.

friendly -to a second, while a third initiates ,

play in a mean way. The second doll
responds to each accordingly, but then
learns that the nice one had mean inten-
tions while the mean one had nice inten-
tions. The second doll then chahges

his or her behavior to each to match the)'fr

- intentions and explains that he or she

cares more about people's intentions thaf\

their actions. - /

/
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