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ABSTRACT

A projective role taking task (RTT) was revised with
respect to procedure and scoring categories for use with the mentally
retarded. The revised RTT was administered to 123 educables. Results
indicated significant associations between mental age and various
indices of the retardates' role taking behavior. These associations
remained significant when chronological age was controlled. Also,
both interjudge agreement and test reliability met levels established
in previous studies of intellectually normal individuals. It was
concluded, thercfore, that the revised RTT was both reliable and
valid with the retarded and provided a basis for study of the
relationship between role taking ability and behavioral indices of
social adequacy. (Author/JD)
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Summary

The aims of the present study were 1) the adaptation of & projec-
tive role-taking task (RTT) for use with mentally retarded individuals
and 2) the evaluation of the revised RTT as to whether or not it met
established reliability and validity criteria. These goals were con-
sidered as preliminary ones inasmuch as they constituted necessary
conditions to be met before studying the relationship between role-
taking and social adequacy in the retarded.

On the basis of a number of small pilot studies, the RTT was
revised with respect to procedure and scoring categories. The revised
'RTT was administered to an independent sample of 123 mentally retarded
educable males and females, and scored by the principal investigator
in accordance with the new scoring categories.

The essential question regarding validity was the following: Does
the role-taking performance of the mentally retarded subject follow a
developmental pattern which is similar to that of the previously tested
normal subject? As in the studies of intellectually normal subjects,
mental age was considered as a rough index of cognitive level of develop-
ment. Accordingly, a positive significant empirical association between
level of role-taking and mental. age constituted the minimum validity
requirement for the revised RIT. Reliability level (interjudge and
test reliability) was considered acceptable if it met the levels
established in rrevious studies.

The present results indicated that there were significant associa-
tions between mental age and various indices of the retardates' role-
taking behavior. This association between mental age and role-taking
remained significant when the influence of chronological age was con-
trolled. In addition, both interjudge agreement and test reliability
met the levels established in the previous studies of intellectually
normal individuals. It was concluded, therefore, that the preliminary
goals of the present study were achieved and that the results provided
the basis for a future study of the retarded which could focus on the
relationship between role-taking ability and behavioral indices of

» social adequacy. '




Statement of Problem

"In his early rese=rch (Feffer, 1959; Feffer and Gourevitch, 1960),
the investigator has focused on the cognitive aspects of role-taking
behavior by means of a projective role-taking task (RTT). More
recently, this emphasis has shifted to a consideration of the social
implications of role-taking (Feffer, 196T; Feffer, in press, Appendix A)
and, in particular, to an evaluation of social adequacy as a behavioral
correlate of role-taking performance (Feffer and Suchotliff, 1966).

One of the difficulties encountered in this past work has been the
problem of assessing individual differences in social adequacy among
intellectually normal subjects. A number of considerations have
suggested that such difficulties in assessment may be present to a
lesser degree with the mentally retarded and, accordingly, point to
the advantage of studying the relationship between role-taking and
social adequacy within this population. However, because the RTT had
not been used previously with the mentally retarded, it was first
necessary to a) revise the RTT procedure for this population and

b) determine whether the revised measure met established reliability
ard validity criteria. The vresent study was directed toward these
preliminary goals. '

Background to Study

The conceptual framework underlying the present study is derived
from Piaget's cognitive-developmental approach. Piaget has charac-
terized cognitive development as a reorganization of behavior. in which

‘ focusing sequentially upon single aspects of the experiential field

("sequential' decentering) becomes subordinated to focusing upon a
number of aspects of the field in relation to one another ('"relational”
decentering). Exemplifying this conception is his classic study (1950)
of the child's judgment of quantity in which an invariant amount of
liquid is poured successively into containers of different shapes.
Piaget attributes the younger child's lack of conservation to his
focusing upon one dimension of the situation at a time, e.g., attending
first to changes in the height of the liquid while neglecting compensa-
tory changes in the circumference of the container and then shifting
attention to circumference while neglecting height. By the same token,
he views the older child's attainment of conservation as a function of
his ability to coordinate changes along both dimensions, that is, to
consider changes in height in relation to changes in circumference.

In general, Piaget has restricted the decentering concept to an
interpretation of impersonal cognitive functioning. The investigator's
past research, however, has extended the decentering concept to the
interpersonal area by means of the RTT. In the RTIT, the subject is first




required to tell a standard TAT story to an ambiguous drawing. He is

then asked to retell the story from the viewpoint of each of the figures ™ °~

in his story. Decentering level has been measured in terms of the
degree to which the subject is able to refocus upon his initial story
from the particular perspective of each of his figures while at the
same time maintcoining continuity between his different versions of
‘the story. Theoretically, then, the ccnservation of a role relation-
ship by means of coordinating different perspectives is viewed as
analogous to the conservation of quantity by means of coordinating
changes in height and circumference.

The investigator's early studies were directed toward a construct
validation of the RTT in terms of its cognitive-developmental signifi-
cance. In Feffer (1959), normal male adults were evaluated in their
ability to coordinate perspectives on the RTT and on a formal develop-
mental measure of differentiation and integration as evidenced in
Rorschach responses. The two indices of developmental level were
found to be associated and initial support was inferred for the RTT
decentering categories as a basis for evaluating level of cognitive
developmént. In a subsequent study by Feffer and Gourevitch (1960),
intellectually normal children (ages 6 through 13) were given the
RTT and a number of cognitive tasks used by Piaget and his co-workers
in their studies of conservation of quantity and part-whole relations.

A developmental ordering of role-taking performance in accordance with
RTT decentering criteria showed a predicted progression with chronolo-
gical. (and mental) age and, controlling for the influence of chronological
age, predicted relationships with decentering activity on the impersonal
Piagetian tasks. These findings, which have been replicated in other
studies of intellectually normal children (Wolfe, 1963; Buchsbawn, 1965;
Candell, 1965), have been interpreted as providing further and more
direct support for the developmental significance of the RTT decentering
categories. The original RTT scoring criteria, along with the rationale
and procedure have been detailed in Schnall and Feffer, 1966. Informa-
tion on interjudge and test reliability as well as the influence of
verbal intelligence and productivity on RTT scores can be found in
Feffer (1959), Feffer and Gourevitch {(1960), Candell (1965), Feffer and
Jahelka (1968) and Lowenherz and Feffer (1969).

- Methods

Pilot studies leading to revised RTT.

The first part of the project was devoted to a number of small
pilot studies in which approximately 40 educable, mentally retarded
subjects were tested with various forms of the RTT. This pilot testing
had a two-fold purpose. The first was to compare different kinds of
stimulus material, e.g., three dimensional wedgie figures, TAT cards,
etc., in terms of the type of stimulus which elicited the most productive
initial story and the greatest degree of differentiation between story
characters. The second purpose was to select those instructions and




pfocedures which could best be understood by mentally retarded subjects

over a range of cognitive maturity. The stimulus material and vnrocedure ™" °

which were selected on the basis of this pilot work are deseribed in
Progress Report 11-19-68 (abstract in Appendix B). The revised RTT

was then given to an additional sample of 50 mentally retarded educable
subjects revresenting a range of mental and chronological ane. The
role-taking performance of these subjects was scored in terms of the
original Schnall and Feffer scoring criteria. New scoring categories
were added as described in Progress Report 2-19-69 (abstract in Appen-
dix C) and, together with the revised stimulus material and procedure,
were encorporated in the working manual (Appendix D) used in the present
study. ’ :

Eggig}gg};ézgluati§n of revised RTT.

The revised RIT was administered to an additional, independent
sample of 123 mentally retarded educable males and females ranging in
chronological age from 6.5 years to 20.0 years and in mental age from
4.4 years to 14.2 years. All subjects were tested while attending
special ¢lasses in various New Jersey public schools, and were screened
for sensory-motor difficulties and emotional disturbance. The assess-
ment of mental age was derived from school records and, in the main,
was based on the WISC. All subjects were seen individually in a single
testing session during which each was given the RTT by a research assis-
tant who then coded the protocols. Protocols were scored "blind" by the
principal investigator in accordance with the revised scoring categories
detailed in Appendix D. These are summarized in the following outline
of the revised RTT procedure and scoring categories:

" RTT procedure. As adapted for retarded subjects, the RTT first .
requires the individual to make up two stories in response to MAPS
stimulus material. After completion of each story, the subject is
then asked to retell the story from the viewpoint of each of the charac-

ters in the story. The initial story instructions are the following:

"I want you to make up a good story about this scene (show Living
room scene). Tell a story with a beginning, middle, and end. Choose
three people for your story. (Show array of MAPS figures)

. The instructions for the role-taking part of the RTT are the
following: '

"Now make believe (pretend) that you are the father, mother, etec.
and tell the story again as if you are the M

RIT scorineg categories. Piaget's decentering concept as applied
to the RTT suggests that a MAPS figure, as an item of social content, can
be described from more than one point of view. The content which the
subject has produced in his initial story with respect to each of the
MAPS figures is termed an initial entry. When subsequently "taking the
role" of a given figure, the content which the subject produces with

-




respect to that figure is termed a self-entry wvhile the content which
he produces with respect to a reclorocal flpure is termed an _.elaboration-

D o e s

entrg. T e s

As has been noted, role-taking performance is evaluated in terms of
the degree to which the subject is able to refocus upon his initial
story from the perspectives of his different figures (role-taking shift)
while at the same time maintaining continuity between these various
versions of the initial story (role-taklnv coordination). The following

scoring categories are thus ordered along lj.the dimension of increasing
shift and 2) desree of coordination at each level of shift.

’

A. Self-entry categories

MR - W m .-

1. NR (no role-taking): Content in the self-entry which indicates
that the subject essentially has no understanding that there
ere different viewpoints upon. which to focus. Degree of
coordination between self-entry and initial entry at this
level of role-taking ranges from basic fraementation and/or
global coherence (NRl) to a relative degree of consistency
‘but with some irrelevancy and contradiction (NRQ)to rote
repetition (NR3).

2. §§_(simple role-taking): A shift in focus in accordance with
the requirements of the role-taking situation, but one that
occupies a middle category between no understanding that
different viewpoints are involved and one in which there is
a clear understanding of this. Such nascent role-taking is
usually manifested in some selection and reorganization which
are appropriate to the role of the given figure, e.g., the
character as the second figure speaks '"dialogue'" in respond-
ing to what the first figure said in his previous role.
Coordination between the self-entry and the initial entry ranges
from global coherence and/or fragmentation (SR1l), to a relative
degree of consistency with some irrelevancy and contradlction
(SR2), to essential coherence and continuity (SR3).

3. Bgu(role-taking): Content in the self-entry which indicates
that the subject has a clear understanding that different
perspectives are involved in the retelling of the initial story.
One indication of this understanding is the subject's emphasis
upon the presence of an "inner orientation” of the figure whose
role he is taking. Thus, any indication of feelings, attitudes,
motives, and intent which distinguishes this role from others
would suggest the RT level of shift. Coordination between the
self-entry and the initial story at this level of role-taking
ranges from basic fragmentation and/or global coherence (RT1),
to a relative degree of consistency but with some irrelevancy
?nd §ontradiction (RT2), to essential coherence and continuity

RT3

ki




B. Elaboration-entry catecgories

1. -CE (character elaboration): scored when there is no clear
differentiation between an '"outer orientation" ascribed to
the elaboration-entry and an "inner. orientation' ascribed
to the self-entry. At this level of scoring, CEl, CE2, and
CE3 are evaluated in terms of the degree of con51stency
between the elahoration entry and the initial story. Scor-
ing for consistency is based on the same criteria as previously

outlined with respect to the self-entry material.

2. gg_(perspective elaboration): in order to score at this P
level of shift, the subject must indicate an approvriate ' =
inner-outer orientation in his self and elaboration entries j
when taking the role of a given figure. That is to say, the
self-entry must be inner-oriented and the elaboration-entry
must be outer-oriented. Level of PE (P“O through PBS) is a
function of the degree of coordination between the self and
elaboration entries with respect to a given figure. That is,
instead of judging degree of consistency between the elaboration-
entry and the initial story (as in CE), the judgment is made on
the basis of the degree of coordlnation between the self-entry
of a given figure and the elaboration entry on that same figure
given from the reciprocal viewpoint.

3. CP (change of persnectlve) Scored when the 5 is able to
producc a PE not only from the viewpoint of a given figure,
but from the viewpoint of the reciprocal figure as well. This
essentially suggests that the individual is coordinating pers-
pectives from both points of view, and hence is showing a tyve
of reversibility of thought indlcative of the cognitive opera-
tion as delineated in Piaget's system. Different levels of
CP are not scored for the present sample.

Results ' }u

RTT velidity

The basic question regarding the validity of the modified RTT was

the following: Does the role-taking performance of the mentally retarded

» subject follow a develovmental pattern which is similar to that of the
previously tested intellectually normal subject. To this end, the role-
taking behavior of the present sample was evaluated in regard to whether
the reletionshins between forms of role-taking and mental age established
in previous studies (Feffer and Gourevitch, 1960 Candell, 1965; Buchsbaum,
1965) were also present in the data collected on the present group. A
positive significant empirical association between level of role-taking
and mental age constituted the minimum validity requirement for the present
form of the RTT.

7




(1) Role-taking shift. As has been noted, two major dimensions
are involved in the analysis of role-taking. The first is the type
of shift which the subject evidences when taking a given role., This
is expressed in terms of the role-taking categories: NR, SR, RT, CE,
PE. Table 1 indicates the percentage of subjects at each mental
age level manifesting the various types of shift categories; for this
analysis, degree of consistency is disregarded. It may be seen that
the shift patterns, in general, are in accord with their apriori
developmental placement. Thus, the developmentally lowest self-entry
category of shift (NR) has the highest incidence of occurence at the
lowest mental age, the intermediate category (8R) has the highest
incidence of occurence at intermediate mental age levels, and the
highest category (RT) at the higher mental age levels., A similar
pattern is evidenced for the elaboration-entry categories as well,
The association between mental age and level of shift reaches statistical
significance with respect to all categories with the exception of CE.

Since the relationship between shift level and mental age is
consistent for all categories, a composite shift index (Table 2) was
derived by assigning weighted scores in accordance with the developmental
status of the shift categories. Table 3 indicates the distribution of
subjects, as so scored, at the different mental age levels, The
association between mental age and composite shift score is significant
at the <.001 level of confidence.

(2) Role-taking coordination. The second major dimension
involved in the analysis of role-taking is that of the degree of
coordination evidenced between the subject's various versions of his
initial story. This is expressed in terms of the degree of consistency
at each of the self-entry levels (e.g., SR1l, SR2, SR3) as well as
the subtlety of coordination at the elaboration-entry levels (e.g.,
PEO, PEl, PE2, PE3). Table 4 describes the percentage of subjects
within each mental age group giving the response in a particular
coordination category. As may be seen, the pattern of functioning is
in accordance with the developmental placement of the coordination
categories. There is an increasing degree of coordination with
increasing mental age at each level of role-taking shift. These
relationships reach statistical significance for all categories.

A composite coordination index (Table 5) was also derived by
assigning weighted scores in accordance with degree of coordination
at each level of shift. Table 6 indicates the distribution of subjects,
as so assessed, at the various mental age levels. The association
between the composite coordination score and mental age is significant
at the <.001 level of confidence.

lThe'distriBution of subJects in regard to coordination categories
is elaborated in Appendix E. ‘
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Table 1

Mental Age and Level of Shift in Role-taking

Mental Aze | Mean | Level of Role-taking Shift (% S's eiving response)
Group Chron Self-entry Elaboration-entry |
Age
_T“;‘NR SR RT CE PE
11.0 - 14,21 16.0 16 4o 90 W7 T4
(N=19)
10.0 - 10.9 | 15.0 15 50 90 45 80
(N=20) » |
9.0 - 9.9 |14.3 25 68 71 79 T1
. (N=28) | | -
8.0 - 8.9 {13.1 36 TL 50 1 29
(N=1k)
7.0 - 7.9 12.9 26 89 53 Th 16
(N=19) -
6.0 - 6.9 |10.2 67 58 50 67 25
(N=12)» , ,
4.0 - 5.9 T.9 55 55 45 45 0
(N=11)
. ,
x2 7.98 3.L42 14,3 .87 39.3
ar® 1 1 1 1 1
P <.01  <,10>.05 <.001 >.30 <.001

. |
It should be noted that cells within each mental age level are not indepen-

dent.

and then the other at an RT level.

A.subject may take one role at a simple level of role-taking (SR)
That particular subject would thus

contribute to two self-entry categzcries, while another subject functioning
solely at the RT level would contribute only to one category.
this lack of independence, the x2 analysis is based on a presence-absence
dichotomy for each column..

b

Based upon a median mental age

- -8-
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Table 2 B

Weighted Scores for Role-taking Shift (Composite Shift Index)

cwvens . aroee © — —

P p—

Elaboration~entry

Self-entry
NR  (no role-taking) =0
SR (simple role-taking) =1

H
N

RT (role-taking)

o~ — - — - -

Example of scoring:

Story 1
SR 3 - PE 22
(1) (2)
NR 1 -CE 3

(o) (0)

Composite score for role-taking shift = 11

a

Desree of coordination is ignored here.

CE (character elaboration = 0

PE (perspective elaboration)= 2

Story 2

‘RT 2 - PE 3
(2) . (2)

RT 3 - PE 2
(2)  (2)
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Table 3

Mental Age and Composite Shift Index

Number of S's Scoring above and below the Median

Composite Index of Shift

Mental
Age R 1.5 41 21
Group

Below Median

Above Median

e o oo ———— ——— ...-.._1
11.0 - 1h.2 b 15
(N=19)
10.0 - 10.9 5 15
(N=20)
9.0 - 9.9 9 19
" (N=28)
8.0 - 8.9 10 L
(N=1k)
7.0 - 7.9 16 3
(N=19)
6.0 - 6.9 9 3
(N=12)
4.0 - 5.9 1 1
(N=11)
x° = 34.9
ar = 12
P = <,001
a

Based upon a median mental age.

-10-
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Table 5

Weighted Scores for Degree of Coordination

Between initial story and role-taking (self-entry)

Basic fragmentation and/or global coherence =1
Relative.degree of consistency in regard
to the major theme, but with minor

contradictions and/or irrelevancies.....

Essential coherence or consistency......

n
n

it
w

Between role-taking perspectives (elaboration~entry)

Perspective elaboration

PE O
PE
PE
PE
PE
PE

VoW o
uunnnu
Vi EwWNDEHEHO

Example of Weighted Scoring:

Story 1
SR%2 -~ CE3 (first role)
(2) (3)
RT1 - PE (second role)
1 (0

Total score = 19

a o
Shift level is ignored here.

Change of perspectife

cP (PEXPE) =2
CcP (all other
combination of

higher PE's) =5

Story 2
RT2 - PE2 (first‘role)
(2) (2)
RT3 - PEl (second role)
(3) (1)

Plus Bonus for CP (PE2 X PEl) = 5 |
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Table 6
Mental Age and Composite Coordination Index
Mental Number of S's Scoring atove and below Median
Are . Composite Index of Coordination
Group
Below Median Above Median
11.0-1k.2 3 4 16
(N=19) :
10.0-10.9 6 | 14
(N=20)
900-909 8 20
(N=28)
8.0-8.9 T T
(N=1k)
7.0-7.9 1k - 5
(N=19)
(N=12)
4,0-5.9 on 0
(N=11) -
X2 = 30.1
ar = L
P = <.001

a ‘
Based upon median mental age

13-




(3) Overall Index. Combining the shift and coordination scores
for each subject provided a general, overall index of role-taking
performance. The relationship between this overall index and mental
age is indicated in Table 7 and is significant at the <,001 lével of ._. .. . .
confidence. .

(4) Highest Score. Finally, in order to more closely approximate
the method of scoring in previous studies, each subject was rated with
respect to his highest category of role-taking, regardless of the story
in which this was evidenced. This method of scoring was used in previovs
studies (e.g., FPeffer and Gourevitch, 1960). in order to minimize the
effects of changes in motivation and attention during testing. As may
be seen in Table 8, the median scoring level of each mental age group
increases from the lowest mental age category to age 10.0 at which
point it levels off. The relationship between role-taking level, as so
scored, and mental age is significant at the <.00l level of confidence.

In evaluating the individual's highest role-taking score, it may
be further noted that in the Feffer and Gourevitch study, the develop-.
mentally highest RIT category (Change of Perspective) did not systemati-
cally emerge until a mental (and chronological) age of 9 years. The
present data are in close accord. As may be seen in Table 4, of the 56
subjects below the mental age of 9.0, none attained a CP scorel. From

the mental age of 9.0 (Mean C.A.=14.3) CP scores become evident: 9.0=18%,
10.0=35%, 11.0-1k,2=32%,

Role-taking and Chronological age. Since chronological and
mental age are typically correlated, there is the possibility that the
present findings are primarily a function of a more basic relationship
between chronological age and role-taking. As may be seen in Table 9,
chronological age is, in fact, significantly related to both role-taking
(Overall Index) and mental age. This-possibility, in turn, raises the
question that role-taking, instead of being an index of cognitive
maturity in the Piagetian sense, may primarily reflect social experience.
The present sample of retarded subjects permitted an evaluation of this
question since one could partial out the influence of chronological age
more readily with this sample than with an intellectually normal group
in which mental and chronological age are, by definition, highly
coordinate. A "roving median" technique, patterned on a suggestion by
Cronbach (1949) and more fully described in Feffer and Gourevitch
(1960) was used to partial out the influence of chronological age on
the relationship between role-taking and mental age. Significant
positive relationships between mental age and role-taking were
5till present (X2=8.1, P=<.0l, df =1) when the influence of chrono-
logical age on the relationship was thus controlled.

Direct comparison with other RIT scores are confounded by the changes
made in the present scoring system.

2The overall index is used tor these analyses.
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- Table T

Mental Age and Overall Index

——— e oty

Mental ~ Number of S's Scoring above and below the
Age Median Overall Index Score
Group ‘
Below Median Above Median

11.0- 1h.2 2 17
(¥=19)

10.0-1C.9 p) 15
(N=20) .

9'0 - 909 8 20
(n=28)

8.0 - 8.9 8 6
(N=1k)

7.0 - T.9 16 3
(N=19) |

Based on median mental age.




Table 8

Mental Age and Highest Role-taking Score

Median Number of S's Scoring above and below
Mental RTT score? group median
Age for mental
Group age group 6Rg - CEp (6) SRy - CE3 (1)
11.0 - 1h.2 RT, - CE, L 15
(M=19) (8)¢
10.0 - 10.9 RT3 - CEq 6 14
(N=20)
(8)
9.0 - 9.9 SR3 - CE3 10 18
. (N=28) (1)
(N=1Lk) (6)
7.0 - 7.9 SR, - CEp 16 3
(N=19) . (5)
6.0 - 6.9 SR, - CEy 10 2
(N=12) (L)
4.0 - 5.9 SRy - 11 0
(8 = 11) (3)
X2 =  28.5
ar® = 1 ]
P = '<,001

a Based on median mental age

b The score most representative for that mental age group
¢ Median overall index score for that mental age group
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~Table 9
Relationships between Chronological Age,

Mental Age and RTT Overall Index

[ 1T T T T T Mental Age ! RTT Overall Index
Chronologicel | 1. L
Age (yrs.) | " Below Above . Below 1 Above
Median Median Median Median
e e m
16.0 - 21.0 T 23 8 22
{ r-.—-.--—-«-‘..- WP B —mw Weep TOOed
14,0 - 15.9 5 22 b 23
12.0 -~ 13.9 20 13 18 15
6.0 - 11.9" 33 0 31 2
x2 43,1 34,6
‘ ar® 1 1
P <,001 <,001

a 4
* Based on median mental age.
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The same procedure was followed in partialling out the influence of

mental age upon the relationship between chronological age and role-taking. .

Here it was found that the relationship between chronological age and role-

ta Elng was not significant when the influence of mental age was controlled
= 2,20, P=<,20 »10, df=1),

RTT reliability

. In order to provide an estimate of interjudge reliability, 20 RTT
protocols were selected at random and scored™ by a research assistant
who followed the revised scoring manual. The degree of consistency between
her scoring and that of the principal investigator's was determined by the
Spearman rank difference correlation: rho= +.84., This degree of interjudre

consistency compares quite well with that found in Feffer and Jahelka (1968):

rho=+,Tl, and in Lowenherz and Feffer (1969): rho=+.69,

With regard to test reliability, a rough index of correlation was
afforded by the Chi-square test of independence and the derived contin-
gency coefficient (C). The subject's RTT performance (highest category
of role-taking) on the first s*ory was compared to his performance on
the second story. The hypothesis of hdependence was rejected beyond
the <.001 level of confidence .. (X° = 35.6, df=l, C= .47). These
findings" compars favorably with those of the Feffer and Courevitch (1960)
study = 15.3, df=1l, C= .b42),

Conclusions and recommendations

The aims of the present study have been 1) the modification of the
RTT for use with the mentally retarded and 2) the evaluation of the
modified RTT with respect to whether or not it met established validity
and reliability criteria. These aims are considered as preliminary ones
inasmuch as they constitute necessary conditions which have to be met in
order to study the relationship between role—taking and social adequacy
in the retarded.

As in the previous studies of Feffer and Gourevitch (1960), Candell
(1965), and Buchsbaum (1965), mental age was considered as a rough index
of cognitive level of development. A minimum validity requirement for
the modified RTT was the presence of an empirical association between
role~taking performance and mental age in the present sample of retarded
subjects. In this regard, the results of the present study indicate
that there are significant associations between mental age and various
indices of the retardates' role-taking behavior including a) level of
shift, b) level of coordination, ¢) a composite index of overall performance

lThe overall index is used for these analyses.
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which combines shift and coordination scores and d) the highest RTT
category evidenced in performance. The relationship between mental age

. and the overall composite role-taking index continues to be statistically
significant when the influence of chronological age is controlled. These
results suggest that the role-taking of the retarded, as elicited by the
revised RTT procedure and as evaluated by the present scoring categories,
has developmental implications which are similar to that of previously
tested intellectually normal children.

With respect to reliability, the results also indicate that inter-
Judge agreement and test reliability are at least as high as that in
previous studies. It is concluded, therefore, that the goal of the
present study has been achieved, namely, the adaptation of the RTT for
use in studies which involve the role-taking of the mentally retarded.
These findings, then, prepare the basis for a future study in which the
present form of the RTT can be used as a measure of the retardate's
role-taking ability in relation to behavioral indices of social adequacy.

-19-
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A developmental analysis of interpersonal behavior
Melvin Ieffer

Yeshiva University

Abstract
The present analysis of interpersonal behavior is bésed upon two inter;
related conceptions which are central in Piaget's approach to cognition:
1) The in&ividual knows or constructs his world in accordance with certain
principles of organization and 2) The individual's constructiorsare expressive

of particular equilibrium relationships between subject and object. The stages

of cognitive development in Plaget's system are essentiaslly formelized charac-

terizations of such different forms of equilidbrium.

;. In general, Piaget's characterizations of these equilibrium forms have

stemned from his studies of the development of conservation in such “impersonal"
categories of experience as quantity and number; A critique of Asch's approach
to social interaction suggests, however, that the processes invélved in the
organizatibn of interpersonal events are isomorphic to those involved in the
organization of impersonal events. This view can be expressed in terms of an
extended version of the above two conceptions: 1) The individual constructs

.his world in the form of éqmplementary pclarities which at certain levels of

development are experienced as physical dimensions of the impersonal event and

as role dimensions of the interpersonal event and 2) The equilibrium relation-

ship between polarities is a determining factor with respect to the conser-

vation of both impersonal and interpersonal events. The present formulation

attempts to delineate some of these equilibrium forms in the individual's

construction of interpersonal events.

Psychological Review, in press (May, 1970)
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A developmental analysis of interpersonal behaviorl
Melvin Feffer

Yeshiva University

Although interpersohal behavior and dynamic content have received some
attention within Fiaget's framework, his concepts have been primarily directed
toward the analysis of impersonal cognitive organization. In an earlier paper
(Feffer, 1967), the writer has attempted to extend the implications of some of
these concepts to the interpersonﬁl area, and in particular, to symptom expres-
sion. The present paper clarifies the concepéual backaground of this earlier
attempt and enlarges its field of application. .To this end, the paper first
summarizes in soﬁe detail those formal aspects of Piaget's framework which are
relevant to an analysis of social interaction. A critique of Asch's gestalt
aporoach to the individuallgroup relationship follows: this is intended to
1lluminate.an essential complementarity between Piaget's genetic emphasis upon
impersonal éontent and Asch's agenetic emphasis upon interpersonal content. The
critique forms the basis for a subsequent conceptualization of inferpersonal
behavior which reformulates the individual-group relationship and éuggests somé

implications of Piaget's equilibration model for social development.

Plaget's apprcach to cognitive development

Basic to the cognitive nature of Piaget's viewpoint is a Kantian assumption
which he shares with the classical gestalt theorists, namely, that the world is
kno;; or organized in accordance with certain stru@tural givens. However, in
fundamental 0pposi£ion to the traditional gestalt viewpoint is Piaget's central

concept of development: that in so organizing the object, these structures

themselves are changed in wayé which permit a more penetrating construction of
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the "thing-in-itse;f". More specifically, these structures on the cognitively
primitive sensory-motor level, refer to the constitutionally given basis of
such diffuse forms of behavior as sucking and grasping patterns (schemas).

Piaget (1963a) assumes that such schemas have a built-in disposition to

repeatedly construct the object until sufficiently consolidated or strengthcned.
Given the nature of an average environment, this intrinsic need for cogniti§e
structures to exercise themselves sets into motion the basic developmental

trend. Thus, a variety of different objects are ordinarily available for the

consolidation of the sﬁcking reflex (assimilation). However, in sucking eaéy

newly encountered object, the organism changes its behavior in accordance wifh

the specific aspect of the object (accommodation), hence a number of slightly
differcnt schemas more specifically attuned to reality. A sucking schema,

which originally had a unitary global character, becomes differentiated into

sucking patterns geared to nipple, thumb, pillow, etc. Since each is now a
newly formed schéma, the whole cycle of repetition and consolidatiqn is again
triggered; resulting in the incorporation of a new range of obJécts. Thvs,
there is an increasing differentiation of the original global behavior pattern
into en increasingly complex network of related schemas.
Piaget's differences with traditional gestalt theory clearly emerge in
is systematic exploitation, in equilibrium terms, of this dialectic between

the organism and the environment. He proposes in an equilibration model

(deseribed later) that the relationship between subject and object changes, as a
function of this interchange, from one form of equilibrium to another. These
equilibrium relationships, which are manifested in particular forms of knowledge,

-l

essentially constitute the different stages of cognitive development. As would
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be expected, then, Piaget is especially critical of the gestalt thesis that
the equilibriuﬁvrelafionship tekes the same form (as typified by the various
gestalt principlesfdf organization) regardless of whether the cognition is

a pgrcépt,_problem solving of the ape, or a syllogism. He has maintained,

in this regard, that such principles of organization as similarity and proxi-
mity, although sufficiently describing forms of equilibrium in more primitive
cognition (including perception), inadequately characéerize the process under-
lying more advanced cognition. Piaget's (1963b) analysis of the visual
illusions exemplifies‘his general position. Focusing upon the part-whole
relstionship as a means of explicating the underlying equilibrium process,

he emphasizes the essential contribution of the gestalt theorists, namgly,
that it is not the additive combination of part-attributes which comprises
the quality of the whéle; rather, whole qualities are so intrinsically a
function ofﬁthe relationship between parts (as pharacterized by the similarity,
proximity principles) that the whole has the same quality when each part is
changed,'providgd that their interrelationship remains constant. But by the
same token, he notes, if the relationship between parts changes, then the
whole also changes. Thus, he points out in regard to the condition for the
Delboeuf illusion (one circle enclosing another), if one increases the size

" of the inner circle by a given amount and hence decreases the difference in
sizé'between the ihner and outer circles by the same amount, under certain
circumstances the outer circle will appear smaller. The part-whole relation-
ship involved in this type of perceptual organization accordingly is such

that a shift in the relationship between parts results in non-conservation--

or a phenomenal change in the size of the whole.
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Piaget (1963b) views the non-conservation which constitutes the visual
illusion as being inhérent in the very act of centering or focusing upon
a given aspect of the perceptual field:

. "...It is simply that because the element which is fixated longest
(or most often, or most intensely, etc.), is by this very fact magnified, as
though tﬂe object cr the region on which vision is concentrated, occasioned
en expansion of perceptuzl space...Perceptual space then is not homogéneous
but is centralized from moment to moment and the:area of centralization
corresponds to a ;pétial expansion..." (p. 72). |

ihe question ariées, then, if perception is so unstable, how can one
eccount for the various constancies classically noted by the gestalt theorists.
Piaget suggests in this regard that the distortion of centratidn is corrected
to an extent by decentralization, that is, by shifting focus from one part of
the peiceptual field td another. Thus, the perceptual constancies are a func-
tion of succest.. e distortions compensating for each other. 1In the visual
illusion, however, elements of the figure are too close to each other for
decertralization to occur, hence a distortion which is uncorrected.

The balancing or correcting function of decentralization serves as a
wifying theme when Piaget characterizes the greater stability of develop-
mentally advanced cognitive functioning, or what he terms the cognitive
Oper;xion. He notes that in the mathematical part-vhole relationship (teken
'as the prototype of advanced cognitive operations), a shift in the relationship
between parts is exactly compensated and the whole is completely conserved
[e.g., 5¢2 = T3'5 (+1) +2 (-1) =7]. He then contrasts the form of equili-

brium in the mathematical part-whole relationship to that in the perceptual
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part-wvhole:

"This analysis shows that the form of equilibrium inherent in perceptual
structures is quit; different from that of the operational structures. 1In
the 1a£ter5 equilibrium is both mobilejand pérﬁanent, and changes within the
system do not modify it because they are»always exactly compensated, owing to
actual or potential converse operations. In the case of perception, on the
other hand, each modification of the value of one of the relations involved
means a change of the whole, to the éxtent of introducing a new equilibrium
distinet from the one characterizing the previous state. ‘There is then
'displacement of equilibrium' and no longer permanent equilibrium" (p. T0).

Having formalized the notion that a reciprocal correction of opposing
forces is the equilibrium basis for conservation, and having characterized
lthe form which this equilibrium process takes in perception as compared to the
advanced cognitive operation, Piaget (1963b) indicates the generel relation-
ship between his structural emphasis on schemas and his functional emphasis
on forms of equilibrium:

"Bverything indicates therefofe, that perception, obliged to proceed step
by step by imhediate but partial contact with its object, distorts it by the |
very act of centering it, although these distortions are reduced by equally
| pargial decentralizations, while intelligence (mf: developmentally advanced
cognition) encompassing in a single whole a much larger number of facts
reached_by variable and flexible paths, attains obJ;ctivity by much more
thorough decentralization" (p. 76). “

Piaget is %hus attributing relatively ;nstable forms of knowing to

uncompensated changes in isolated, global schemas. That is to say, if the
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object is known, i.e.,vhas meaning, only by virtue of being organized by a
particular schema, and if at the same time, this SEhema changes as a function
of the peculiar nature of the object being assimilated, then the meaning also
changes by virtue of the fact tﬁat the basis for knowing the object has changed.
The construction of the object, however, takes on a different'characteristic,
given a differentizted neiwork of related schemas. It is the specifically
attuned schema, e.g., specific shaking patterp to rattle, particular per-
ceptual focus, etc., which assimilates the object and which, in turn,
accommodates to.iﬁs peculiar nature, while the related schemas do not
change, relatively speaking, and thereby pfovide a stable basis of meaning.
In the developmentally advanced operation, then, there is a "simultaneous
decentering" vhereby any éhange in the part is immediately and thoroughly
correctgd by a whole system of balancing operétions. This stability of
internal orgaﬁizaﬁion menifests itself in stable forms of cognitive inter-
change between subject and object, or in other words, forms of knowledge as
represented by the various conservations df space, timg, and number.

A consideration of Piaget'S'interpretgtion of the processes involved
in the conservation of quantity may servé to further underscore the syste-
matic importance which he invests in théfconcept of decentralization and,
more particularly, in the nature of a pért—whole organization in which
immediate and complete compensation is Afforded by simultaneous decentering.
In a classic study (Piaget, 1963b), the subject is asked to put an equal
number of beads into each of two vases of identical shape and size. The
contents of one vése are then emptied into progressively thinner vases, the

other container serving as the standard. Under these conditions, Piaget has
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found that within a certain/age range children change their Judgmen£ of
quantity in charactefistic ways. Those who state that a given vase now con-
tains more beads ténd to Justify this by pointing to the higher level in
that container as conpared to the standard. Others may insist that the same
vase contains fewer beads and point to the smaller circumference. Abrupt -
shifts in judgmen’ are also observed: that is, some cbildren vho maintain
that a given vase contains more beads than the standard reverse their
Judgment vhen presented with progressively thinner vases into which the
”béidd‘ifé'pbﬁred, At a later age, children maintain that the comparison
vase contains the seme amount of beads as the standard regardless of
differences in shape between vases.
As might be anticipated, Piaget ascribes the younger child's lack
of conservation to the inordinate influence of one vart of the situation
upon thc vhole: focusing attention only on the increased height leads to
an overestimate of quantity, while focusing on the decreased circumference
leads to an under-estimate. In addition, he attributes the child's flue-
tuating Judgments to an isolated sequential focusing upon each complementary
aspect of the situation, that is, from height to circumference and vice
versa. By the same token, the older child's conservation of quantity is
seen as & function of his coordination cf complementary dimensions, namely,

[
changes in both heirht and circumference are considered in relation to each

other.

Clearly, then, Piaget is systematiceslly elaborating upon the formula-
tion that a) thérekis inherent distortion in centrations which are mediated
by single, isolated schemas, b) such instability is partiasliy corrected ona;
primitive level by an oscillating balance between opposing forces,‘that 1s, '
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by seduential decentering, and c) complete correction of distortion is affor-
ded by the presence of cognitive operations in terms of which there is a
simultaneous coordination of compensating dimensions.
One of the clearest statements of the part-whole relationship involved in
- "the cognitive operation has been made by the neo-Kantian, Ernst Cassirer (1953). |
As such, it serves as an excellent sumﬁaffmgiatémentwof Piaget's characteri-
zation of this form of the subject-object relafiqnship. In analyzing the §
fundamental characteristics of cognition in terms of which the various cate-
gories of thought.are constructéd, Cassirer notes that thé idea of a point

as a particular position only makes sense "in" space, that is, in terms of

a system comprising all designations of position. He then goes on to state:

"All these relations disclose the same fundamental characteristic of

consciousness, namely, that the whole is not obtained from its parts, but that
every notion of ; part already encompasses the notion of the whole, not as to
- content, but as to general structure and form" (p. 102).
Cassirer then notes that this part-whole relationship is particularly
realized in the de§elopmenta11y advanced use of signs and representations:
e have seen that the particular of consciousness 'exists' only insofar
as it potentially contains the whole and is, as.it were, in constant ﬁransition
toward the whole. But the use of the sign liberates this potentiality and

enables it to become true actuality. Now one blow strikes a thousand connected

chords which all vibrate more or less forcefully and clearly in the sign...
If no longer designates the body according to its sensuous content, according

to its 1mmediate.sehsory data, but represents it as a sum of potential ‘'reactions’,
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of poéSible chéiné of‘causality which are defined by general rules. In the che-
mical formula, the totality of these necessary relationsdfuses with the expres-
sion of the particular and gives this expression of the particular an entirely -
nev and characteristic imprint" (pp. 108-109).

Thus, dévelopmentally advanced coznition, by structuring reality in terms
of a system of signs, evidences a part-whole organization in which the paft'
of necessity recapitulates the whole, and in sb doing, is ideally conserved.
That is to say, the object, when desimnated by the sign, implies the totality

of possible condifions given by the system of signs. By virtue of this, it

is given constant meaning under all possible conditions within the system.

The problem of change. In characterizing the different equilibrium

systems which constitute theAdeveIOpmental stages, Piaget has also faced

& correlative problem, namely, that of explicafing those processes which
underlie change from one form of equilibrium to another. To this end, he

has proposed an equilibration model (Piaget, 1968) which essentially formalizes
the dialectic involved in the subject-object relationship. The equilibration
model'suggests, in effect, that aygiven form of cognitive organization comes
about as a resolution of the contradictioms inherent in more primitive or
unstable forms of organizétion. As ﬁas been noted, the subject knows or
arganfzes the object in accordance with structural givens vhich change in
particular ways as a function of so constructing the object. This process
gives rise to a numSer of different schemas which serve aé a basis for further
construéting the object. However, given the inherent nature of the object,

the subject may encounter inconsistencies or contradictions between these
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different modes of organizing experience. The contradiction (disequilibrium)
leads to a cognitive feorganization, or a new equilibrium between subject
and object, in terms of which the previous conflict is resolved. The subject
then attempts to utilize this new mode of organization in further knowing
the object, new contradictions are encountered, and the cycle is repeated.

In regard to the water level problem, the‘equilibration model would suggest
that just as the infant consolidates a primitive schema, such as sucking, by
epplying it to diverse events, so too will the oider ¢hild literally test the
limits of a parameter such as length (ef. White, 1959) by rolling clay into
increaéingly longer forms, by building blocks into increasingly higher
gtructures. And just as changes in the sucking schéma are necessitated by

the peculiar demands of the reality event when it is structured in these

particular terms,'so too will the dimension of width, as a reciprocal
polarity of the physical event, be encountered when the event is stfuctured
in‘terms of a length dimension. In terms of these considerations, then,
the child's fluctuating judgments of quantity iﬂ the water-level problem
-would indicate that he has available two isolated modes of constructing
reality events, modes which lead to conflict precisely'by virtue of the
invariant nature of the event which is being constructed. That is, the
child eventually runs into the problem of something being more (focus on
incr;ased height) and less (focus on decreased width) at the same time.
A cognitive reorgahization, whereby the polar dimensions are coordinated in

achieving conservation, represents a resolution of this contradiction in the

form of a more stable equilibrium between the subject and object.
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Asch's conceptipn of the individual-group relationship

Although Piaget's concepts havé been presented as central to s develop-
mental analysis of“;ocial behavior, it‘is clear that an extrapolation is
required to extend his system from its primery concern with what has been
referred to as the "cold-blooded aspects of cognition" (Flavell, 1963, p. hIQ).
This section provides the basis for an extension by focusing upon a complementa-
rity between Piaget's developmental arproach to impersonal cognition and
Asch's (1952) non-developmental approach to interpersonal cognition. The
essential thesis is that Asch structures the individual-group problem as s
pgrt-whole relationship which is isomorphic to the advanced cognitive opera-
tibn within Piaget's framework.

Asch initially presents two traditional approaches to the problem of
understanding the rélationship between social forces and individual behavior.
He notes that one, the individualistic thesis, is based ﬁpon the proposition
that the igdividual is the soie feality: that hating, thinking, oceur only
in individuels. Given this as s starting point, it follows that the group
1s rothing more than & collection of individuals and derives its significance
from the characteristics of the partg~\?his view is expressed, for example,
in the notion that war is a simple and direct exoression of aggressive urges.
The antithetical thesis, the group mind approach, starts from an opposite
" premise: that group phenomena arise which have laws of their own and wvhich
are not reduceable to the characteristics of the individual From this view-

point, wvar is an emergent phenomenon in relation to which facts of individusl

motivation are trivial and misleading.
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Asch derives two insights from these positions: first, that psychological
processes occuf only‘in the individual, and second, that each individual is
in the midst of anfbrdered system of social forces which he has not single-
handedly produced. His own formulation of the individual-group relationship
attempts to integrate these insights by suggesting that a reciprocal relation-
ship exists between individual and group, viz., that on the one hand, there
is a unique quality of individual cognition that gives.rise to groups at the
human level, and on the other, that group conditions transform the cognitiQe
nature of the individu§1 into that which is peculiarly human. He goes on t§
state:

"To understand the intimacy and separateness between individual and group
we must grasp the unusual process that gives rise to groups at th;{human level.
It is a process in which individuals play an extraordinary role, confronting
us with a type of part-whole relation unprecedepted in nature. It is the only
part-whole relation that depends on the recapitulation of the structure of the
whole in the part” (p. 257). |

The question which is basic to the present critique can be raised: What

are the particular properties of individual cognition in terms of which this

"unprecedented” part-whole relation is possible? As one follows Asch's

systematic approach to the processes underlying social interaction, these

canf%ive properties emerge clearly. The problem is first posed: given the
gulf~between phenomenal worlds, how do the perceptiohs, thoughts, and motives
of the one become known to the other such that each can act rélevantly toward
the other. It is immediately apparent that Asch's initial resolution of the
problem is presented in the terms of a traditional gestalt approach in that he |

first adfanées the classic principles of perceptual organization and then

- extends these to cover relationships between cause and effect. Thus, he evokes
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the principle of similarity as being essential to the experience that a wet
object causes objecté in contact with it to become wet, that a moving object
sets other objects in motion. He then propcses that the individual organizes
the social actions of the other in terms of the same principles that govern
his experience of physical events. He sugegests that human actions are as

directly perceived as are physical events and that causation, as an authentic

mode of perceptual experience, applies not only to the relationship between
physical events, but to the relationship between the individual and his actions.
However, Asch maintains, even‘though ve directly organize the expressive quali-
ties of social actioh and phenomenally relate such action to the person as the
causai agent, this is not sﬁfficient to account for the experience of the
other's perceptions, motives, and thoughts. A fﬁrther proposition is required,
namely, that there is an intrinsic isomorphic correspondence between action

and experience, that "the emotion of jJoy and the expressions of joy have iden-
tica} characteristics, that formally the same qualities are present in the
experience and movements of tension, hesitation or dering..." (pp. 158-159).

The consequences of this assumption are direct: "If there is a relationship

of isomorphisq between emotional experience and expression, and if expressive
moveménts are perceived as perceptual facts...we would be justified in saying
that we have direct access to the inner conditions of persons" (p. 190).

"It is clear, thus far, that Asch's formulation of the problem is entirely
consistent with the systematic implications of his initiel gestalt assumptions.
His use of the isomorphism concept2 as well as his extension of the proximity
and similarity principles to éxpreésive action and to causal organization in
the physical and social realms raise no difficulty in regard to theoretic con-

tinuity. However, at a eritical point in his formulation, Asch introduces

.
L3
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& dimension which he not only considers fundamental to social interaction,

but which he also emphasizes cannot be derived from the aforementioned
characteristics of individual coghition. There is more involved in the
mutual relevancy Qf social interaction, he notes, than merely the direct
experience of the other. Rather, sociel interaction has a unique quality.
He asks in regard to the simple social situation of two boys carrying a log;

"How can we understand this performance psychologically? A first condi-

tion is that each should have the goal in mind and understand the effort | i

needed to overcone the‘difficuity. With this common goal and understanding

the two apply themselves Jointly to carrying the log. What does this state-

ment mean concretely? It means that the boys are fitting their actions to
each other and to the object and are involved in a give-and-take requiring
considerable sensitiveness. The two do not apply force in succession, or in

opposite directions: they bring a common force to bear simultaneously...

This performance is a new product, strikingly unlike what each participant
would do singly and also unlike the sum of their separate exertions...We have

not & mere addition of forces, but an organization of effort"” ( pp. 173-1Th).

§
§
é

Thus, social interaction does not merely consist of the "other" as an

object to Be experienced, but rather is an interpersonal event, viz., & parti-

cular kind of relationship between individuals. Further consideration of

this unique dimension of social interaction brings out the fact that Asch ié
critical of those approaches which view sbcial interaction as being comprised
of participants who contribute identical eléments to the sociai event. In higw
evaluation of the "sympathetic induction of'emotions", he notes that contagious
action, as in panic, actually marks the dissolution of the group relationship
in that each person is completely absorbed in his own affective response.

. He emphasizes that, in contrast to identical elements, social interaction is
-36-
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comprised of acts which complement each other:

"Generally A starts what B continues or completes: B opposes A, or

advises him, or urges him on. Social.actions have this reciprocal character;
they contain the réiations of giving and taking, of buyins and selling, of
seizing and defending, of asking and answering" (p. 170).

Moreover, there is an essential property which characterizes the rela-

tionship between these complementary acts, that of simultaneity:

"A simple example is a cooperative hunting expedition. When they sight

a herd the hunters scatter to form a large circle around it; a few then run

toward the herd to start the animals running. The circle of hunters closes

in, ready to shoot or rope the animals. In such instances, the essential

factor is the presence of different and complementary actions executed

similtaneously and with reference to each other" (p. 175).

Thus far the property of simultaneity which_characterizes the relation-
ship between complementary actions is being applied to a "whole" property of
; social intéraction, namely to that of the group relation. However, a funda-
ﬁental premise in Asch's approach is that individual psychological orgeniza-
tion is the basic unit of analysis in such interaction:

"The capacity to perceive a situation that includes others and ourselves

and to perceive others as referring themselves to the same situation is the

: firlt.requirement for the formation of a social field, of a group relation at |

the psychological level. It is a remarkable achievembnf; vhich involves trans-
cending one's own viewpoint by bringing it in relation with that of the other.

This transcendence’is, however, a process that occurs in the individual...At

this point we discover the full significance of the proposition that the indi-

vidual is the seat of social events. It is individuals with this particular

<
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| capaéity to turn toward one another who in concrete action validate and con-

solidate in each a mutually shared field" (pp. 163-164).

Given this premise, it follows that the unique quality involved in the ‘
type of social inﬁéraction which Asch is describing is a function of a
unique form of cognitive organization:

"A full fledged social act requires more than the psychological repreéen-
tation of the other in each wctor. Interaction of the form we have been deg-
cribing requires a new, uniquc organizetion in each of the participants...

The paramount fact about sorial interaction is that the participants stand

on common ground, thaﬁ they turn toward one another, that their acts inter-

penetrate and therefore regulate each other" (p. 161).

This form of individual cognitive organization is referred to by Asch as

the "self", a concept very similar to that advanced by George Mead (193k).

Essentially, the self as subject, or the "I", is viewed by Mead as spontaneous
and free, while the self as object, or the "me“, is viewed as the cognitive
representation of the "role of the other", viz., group values which are
assimilated as one's own end which control the impulsive, spontaneous aspect
of the self. When taking the role of the other as in considering the other's
response to an intended action, the individual is accordingly serving as the
. subject and, simultaneously, as the object of experience. It is in this
sen#b of being simultaneously both a subject and object that Asch charactefizes

the self as being unique among objects in the psychological field.

The question can now be answered as to the characteristics of individual
cognition which are inherent in Asch's formulation of the individual-group‘
relationship. Although each individual in the social relationship is obviously

influenced by the reactive behavior of the other, more fundamentally his beha-
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vior is governed by taking the other's viewpoint. This~serves to generafe
anticipations as to the other's complementary response to an intended action -
and, in turn, serves to correct or modulate the intended behavior. Accordingly,
what is basic to the simultaneous dovetailing of complementary action;.on the
group ievel is the influence of the group relationship (the role and reciprocal)
on the particular action. But the role and reciprocal which comprise the
"whole" can have influence on the particular action only if the relationship

is represented within the "part", within individual cognitive organization.
Hence, the attribute which typifies the group structure, namely, the simulta-
neous occur;enée of complementary acts, takes the form within individual psycho-
1ogicdl orgénization as a simultaneous and reciprocal regulation between

complementary viewpoints, or as a self which is both the subject and, simulta-

neously, the object of experience.

Comperison of Piaget and Asch

The points of correspondence between Piaget's characterization of the
advanced cognitive operation and Asch's charactegization of interpersonal cogni-
tion can now be delineated. 1) Both Piaggt and Asch are pr§posing that the
individual structures reality in the form of complementary polarities. For
Plaget, whose concern is primarily with impersonal events, these polarities
are experienced at a given level of_cognitive development in terms of the
various physiéal dimensions of the impersonal object, such as height and,cifcum-
ference. Asch, on the other hand, primarily concerned with interpersonal events
(social relationships), suggests that the individual's structuring of the event
takes the foim of complementary dimensions of role and reciprocal role. 2)Both
theorigts are suggesting that a recip:ocal regulation or balance between polar

-~ dimensions underlies the stability of cognitive organization as evidenced in
-399 '




Rouk it bkl G MRS B T i Lot AL o

Feffer

variops conservations. In regerd to the structuring of the impersonal event,
Piaget underscores the concept of decentralization as a formsal expression of
the reconciliation and mutual modification of opposing forces, In regard to
the structuring of the interpersonal event, Asch is proposing that the social
reiationship is conserved (meintained) by virtuemof”conplementerymro;es“vnich
interpenetrate and~tnerefore regulate each other. Thus, Just as one can view
impersonal conservation as based upon a coordination and reciprocal correction
between complementary physical dimensions as represented within individusal
cognitive organization, SO too one can view interpersonal conservation as based
upon & coordination and reclprocal correction between complementary roles as
represented within self-organization. 3) Both suggest that complete reclprocal
modification or ideal conservation is achieved in terms of a particular part-
whole organization in which the whole is represented in the part. For Piaget,
this is carried in his conception that the ongoing cognitive operation is
immeﬁiately and completely corrected by virtue of its locus within a system of
possible actions. Asch expresses this as an unnrecedented part-vhole relation-
ship, a simultaneous telescoping of the different but complenentary roles of the
group relation within self—organization.

In conclusion, although Asch hes consistently extended the classical

gestalt principles to the "representation of the other", he has not been as
cdnsietent in his treatment of the processes underlying social interaction.

It is suggested, in this regard, that in the "recapitulation of the structure
of the whole in the part" Asch is referring to cognitive processes in social
1nteractton vhich take the same form as the developmentally advanced cognitive
operation in the structuring of impersonal reelity. It follows that these

cognitive procesSes cannot be systematically derived from traditional gestalt
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principles of organization which exemplify primitive mental functioning.
Hovever, it is precisely because of this isomorphism that Asch's conceptions
provide the basis for the subsequent extension of Piaget's views to inter-

personal behavior.

A Developmental Formulation of Interpersonal Behavior
An analysis of primitive social interaction
The precedins evaluation has suggested that Asch is presenting a part-
whole relationship which is not uniquely characteristic of social interactiop,j
but one which is the hallmark of developmentally advanced cognition in the
structuring of all reality events, whether impersoncl or interpersonal in
nature. A problem of systematic importance immediately arises from this

conclusion, namely, does developmentally primitive cognition also place its

characteristic stamp upon interpersonal as‘well as impersonal events? Given
the present critique of Aéch's approach to the individual-group relationship,
this problem can be seen in terms of two related questions: 1) Does primitive
social interaction follow a process of uncorrected centerings and fluctuation
between exaggerated polarities and 2) If so, what does such social interaction
{mply in regard to individual organization (the cognitive attributes of the
participants).

.It is important to note with respect to the first question that although
Asch departs radically from his initial gestalt assumpticns in formulating the
individual-group relationship, he is nonetheless tiéﬁ to the agenetic aspect
of these assumptions. Nowhere does‘ﬁe systematically analyze a form of social
interaction other than that of a simultaneous dovetailing of.compleméntary
roles. He refers to such a form, e.g., crowd panic, only to dismiss this

as representative of a group relation, even though the organization involved
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would appear to be quite consistent with such gestalt principles as similarity

and proximity.3

Other investigators, hqwever, have described forms of social
interaction which clearly evidence the formal qualities of primitive cognitive
functioning. Lorenz (1966) in his descriptior. of various relationships |
between phylogeneticallj primitive organisms provides us with illustrative
material which beautifully highlights the fluctuation of "interpersonal" pélari;
ties. 1In his analysis of aggresSiye behavior in fish; for example, hevpoints
out that the fish's readiness to fight is greatest in the center of iﬁs own
territory and diminishes in proportion to the distance away from its territory.
He then observes: ~

"Wwhen the loser flees, the inertia of reaction of both animals leads to
that phenomenon which always occurs when a time lag enters into a self-regulating
process--to an oscillation. The courage of the fugitive returns as he nears
his own headquarters, while that of the pursuer sinks in propdrtion to the dis-
tance covered in enemy territory. Finally the fugitive turns and attacks the
former pursuer vigorously and unexpectedly and, as was predictable; he in turn
is beaten . and driven away. The whole performance is repeated several times till
both fighters come,to a standstill at a certain point of balance where they
threaten each othe;»without fighting; (p. 36).

Lorenz's comment on time lag in the self-regulating process suggests that
he is ascribing the oscillation in social interaction to an attribute of indivi-
dual organization which is similar to sequential decentering in primitive
impersonal cognition. Moreover, in characterizing this form of social inter-
action in equilibrium terms, he is also suggesting that interpersonal polarities
in thei: exagge;ated fluctuating form serve tb-cofrect or balance one another.

This pos: bility receives explicit expression in Bateson's (1958) analysis of
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another example of p;im{tive social interaction, the ritualized naven
of the Iatmul, a tribal people of New Guinea.h

Naven interaction essentially takes place between two individuals who
‘have a culturally fixed role-reciprocal relationship, the "laua" and éﬁe "wau",
The lauwa, who is the mother;s child, is usually younger and ordinarily sub-
ordinate to the wau who is the mother's brother. At times, however, the laua
behaves in ways which contradict his typical, éubordinate role, fer example,
feats of accomplishment which place him in a competitive relationship with the
wau, excessive boasting to the wau, etc. The reactive ritualized response on the
part of the wau constituteslthé naven éeremony and is characterized by a forma-
lized and exaggerated expression, not of the wau's usuel, dominant role, but

rather of its reciprocal. Thus, the behavior of the ordinarily dominent wau is

directed toward representing extreme weakness and vulnerability. He dresses
in filthy tattered skirts, hobbles albng in cémplete decrepitude, and further

 demonstrates his female vulnerability by falling to the ground and assuming
grotesque attitudes with legs widespread. vahe can find the laua he will

| underscore his weakness by rubbing the cleft of his buttocks down the length
of his laua's leg. This is said to have the effect of causing the laua to run
in search of a gift which will restore the wau to his usual role, to "make him
all right".

‘Bateson's analysis of the functional significance of the naven ceremony
is of direct felevance to the question of whether it makes systematic sense to
viewv exaggerated interpersonal polarities as balancing each other in a manner
similar to that which is ihvolvedﬂin the primitive structuring of the impersonal
event. Bateson raises the problem: If a culturally expected pattern of domi-
nant behavior, such as boasting, evokes a culturally expected complement of

o
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submissive behavior, what is to prevent a spiraling sequence of action and
.reaction from occurring, that is, one in whiqp”each action, in turn, evokes
an "escalatéd" response from the other (complementary schismogenesis)? The
same qustion caniﬁe asked in regard to a pattern of culturally expected
beﬂé;ior, such as boasting, whiéﬁ elicits a symmetrical boasting response in
tﬁe other (symmetrical schismogenesis). Clearly, Bateson points out, if only
.complementary schismogenesis or symmetrical scéhismogenesis were involved, the
role-relationship would eventually disintegrate;. His initial formulation of
the solution takes the following form:

ﬁ;..I made an effort to account for the presumed dynamic equilibrium of
thé system by pointing out that the symmetrical and complementary processes
are in séme sense opposites to each other so that the culture containing both
of these processes might conceivably balance them one against the other. This,

howevér, wvas at best an unsatisfactory explanation, since it assumed that two

variables, will by coincidence have equal and opposite values" (p. 287).
Bateson then attempts to deal with the proﬁlem by using a model from
cybernetics in which the stability of the system depends on a buiit-in self-
corrective characteristic in the form of negative feedback. For example, with
respect to a governor and steam engine, the relationship betwéen parts is such
that the faster the piston moves, the faster the governor spins; the faster the
gove;nor spins, the wider the divergence of its weighted arms; and the wider
the divergence of fhe arms, the less the power supﬁiy. In such. cases, ﬁhe
system is.self-corrective by virtue of the fhct that the more there is of
something, the less there is of something else and vice versa. Under these

circumstances, the system either seeks a steady state or oscillates about

such a steady state.
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Qsing the self-corrective circuit as a conﬁeptual model, Bateson
formulates the functional significance of the naven ceremony:

"It was not good enough to say éhat symnetrical schismogenesis happened
by coincidence to balance the complementary. It was now necessary to ask,
is there any communicational pathway such that an increase in symmetrical
schismogenesis will bring about an increase in the corrective complementary
phenomena? Could the system be circular end sglf-corrective?

The answer was immediately evident. The naven ceremonial, which is an
exaggerated caricature of a complementary sexual relationship between wau
and laua, is in fact set off by overweening symmetrical behavior. When lava
boasts in tﬁe presence of wau,‘the latter has recourée to naven behavior" (p. 289).

Bateson‘is thus advancing a formulation whiéh»is strikingly similar to
Lorenz's an;lysis of primitive ;elf-regulation in social interaction. His
concept of achismogenesis, or if you will, the lack of conservation of a role-

relationship, implies an isolated and hence uncorrected centering by each

“—participant upon only one role dimension (either symmetrical or complementary).

Moreover, the relationship is restored, that is, the imbalance is corrected,

doa t's being able to engage, not only in his usual role, bu£ in

conservation of the social event would appear to rest upon a particulai relation-
ship btetween complement#:y roles as represented within self-organization.
Bateson's feedback model implies, as does Lorehz:s concept of lag, that this
relationship between complementary roles is one of isolation and; as such,

is formally similar tq Piagét'sréonception of the relatiohship between schema

{2 the primitive structuring of impersonal reality. In the one case, isolated

impersonal schemas mediate a cognitive construction which is characterized by
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exaggerated and fiuctuating polarities of the physical event, while in the
other‘case, the isolated interpersonal schemas mediate a construction which
is characterized by exaggerated and fluctuating role dimensions of the inter-
personal event. |

In an earlier paper (Feffer, 1967), the writer has advanced a similar
interpretation in regard.to symptom expression. In brief, he has proposed
that symptoms, in common with other primitive cognitive constructions, typically
evidence an oscillation between exaggerated, antegonistic polarities. The
"undoing" of the obsessive-compulsive individual, for example, refers to
excessive ects of conﬁrol, such as extreme orderliness and cleanliness, which
fluctuate with intense sexual or destructive impulses. A simiiar form is present
with respect to symptoms of a more obvious interpersonal nature. In the delusion,
hostile aspects of self-organization may find extreme expression in an external
"persecutor' who interacts sequentially with a cbﬁplementary aspect of self-
organization in the exaggerated form of a "victim". Essentially, then,
the pfevious decentering interpretation of symptom expression has suggested
that the interpersonal dimensions of the social event, which in mature self-
organization are simultaneously coordinated as the subject and object of
experience, are expressed via.the symptom as a fluctuating relationship between
dynamically isolated and exaggerated aspects of a role and reciprocal.S The
reader is referred to the extended analysis of symptom expression (Feffer, 1967
pp. 22-25), which in the context of the present formulstion, serves to focus
directly upon individual organization as well as to broaden the decentering

interpretation to include dynamic interpersonal events.
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A reformulation of the individual-group relationship

fwo propositions have mainly served as the basis for extending Piaget's
developmental conceptions to interpersonal behavior. First, that the structur-
ing of reality takes the form of complementary polarities which at certain
levels of development are experiencéd as physical dimensions of the impersonal
event and as role dimensions of the interpersonal event. Second, that the
relationship between polarities is a determining factor with respect to the
conservation of both impersbnal and interpersonal events. Essentially, then,
“the present formulation of interpersonal behavior is an interpretation, in the
equilibrium terms of Piaget's frémework, of the relationship that obtains
between role polarities in the structuring of interpersonal events.

From this viewpoint, isolation between polar dimensions underlies primitive
structﬁring in the interpersonal as well as the impersonal realms. Given such
isolation, the distortion inherent in focusing upon a given dimension of the
event is either uncorrected, or at the most partially correcfed by sequential
focuéing. In this regard, a consideration of the primitive structuiing of
impegsonal and interpersonal events suggésts that the polarities take.dn
exaggerated, antagonistic proportions and, at best,‘serve to balancé each other
in a fluctuating manner. Thus, isolation between relevant schemas is considered
basic to unstable cognitive organization whether evidenced in naven interaction,
the child's Iluctuating judgments of quantity, or the delusional personification
of aggressor-victim roles into separate, sequentially 1nteractiqs entities,

‘It also follows from Piaget's framework that the differenti~tion of schemas
into a system of related schemas qnderlies stability!of cognitive organization
in both impersonal and interpersonal realms. Thus, conservation in the impersonal

realm depends upon an intrapsychic representation in which polar dimensions of
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the impersonal event are reconciled, as for example, when changes in the height
of an object are coordinated with changes ih its width. The interpersonal
event, on the other hand, is comprised of interacting participants who

occupy such rolesléhd reciprocals as giving-taking, asking-answering, and
dominating-submitting. The greater»complexity notwithstanding, a stable
construction of the interpersonal event depends, as in the imperéonal‘realm,
upon & reconciliation of these complementary dimensions. In this regard, the
cognitive structuring of both impersonal and interpersonal events approachesa
an ideal equilibrium to the degree that systems of schemas permit a simulta-
neous reconciliation of polarities in the organization of experience. This
conception accordingly suggests that the various role dimensions which in

primitive self-érganization are experienced as antagonistic polarities, are in

mature self-organization simultaneously coordinated and reconciled, as for

example, in the modulation of an asggressive imbulse by the simultaneous reali-
zation of the victim's perspective. This simulténeous, mutual regu;ation of
complementary viewpoints has been variously designated as taking'the other's
perspective on an intended action, the reciprocal modulation between impulse
and control, the "I" in relafion to the_"me", the self as both subject and
object of experience, and on the most formal level, the recapitulation of the
vholeuin the part.

The question can be raised as to the relationship between individual
organization as so conceptualized and group structure, particularly in view

of the present critique of Asch's formulation of this issue. It should be

. [ 4
emphasized in this regard that the foregoing analysis has advanced the position
that the processes underlying the construction of the impersonal event (object)
take the same form as those underlying the construction of the interpersonal

_event (group organization). It may be seen, then, that the present formulation
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poses the problém of the individual-group relation in much the same way
that Piaget formulates the subject-object relation. In its proposition that
the individual constructs the interpersonal event in terms of role schemas,
the decentering formulation has focused on one aspect of this relatlon. It

has concerned itself primarily with the nature of group structure as a

derivative of individual organization or, more precisely, as a derivative of

the relationship between role schemas in individusl organization. In this
regard, the foregoing analysis has suggested that, in certain respects, a
formal péréllel_exists between the characteristics of group organization and
the characteristics of the individual unit. Thus, an unstable construction
of the log-carrying event in terms of an exclusive focus on only one role
would be duplicated by non-conservation on the group level, that is, by a
literal disintegration of the log-carrying relationship as, for example, a
pullirg in opposite directions. Similerly, a séquential focus on different
role dimensions within individual organization takeé the form, on phe group
level, of fluctuating social interaction, as in the example provided by Lorenz.
At cognitively advenced levels, the stability ofiofganization in each partici-
pant is expressed on the groupllevel by the conservation of the social event
itself. In the log-carrying event, the essential form of the relationship
is maintained or conserved over a wide range of contingencies (as, for example,
one bf the participents stumbling) by virtue of each individual's cognitive
systea of schemas whereoy all possible roie-recipirocal variants of log-
carrying behavior can be anticipated.

Nor does a consipratlon of the more dynamic role dimensions change this
fbrmal picture. G{W%n a pervasive isolation between the roles of giving and

taking within self-organization, the individual is faced with a very real con-
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servation problem which is evidenced, for example, in how to give without
diminishing himself, or how to stop from taking too much. Under these circum-
stancés, the interpersonal (group) relationship can be maintained only under
very limited condiéions of giving and taking, and accordingly is a fragile one
at best. In contrast, the ideal structuring of the interpersonal event in terms .
of the advanced cognitive operation suggests that the giving-taking relatianship
is represented on the individual level by a network of schemas within self-
organization in terms of which all possible variations of role and reciprocal
can be generated and coordinated with one another. Thus; in giving, another
aspect of the self simultaneously receives, while in getting, another aspect

of the self sacrifices; fufthermore, this balance between aspects of the self
obtains over vafious permutations of the gi¢g§Z=taking relationship. Such
stability of organization in each participant would be evidenced on the group
level by the preservation of the essential form of the‘relationship under a
wide variety of circumstances. For example, & éiving-taking relat@onship may
have been expressed ihitially as coquetish dependence and induigent support
under romantic conditions of courtship. Its maintenance under a changed
condition of profound illness, however, would depend upon éﬁether the partici-

pants could assume such extreme variants of role and reciprocal as complete

. helplessness And extreme sacrifice.

*In other respects, however, the individual-group relation can be viewed
as more than a psycho-social parallel of equilibrium characteristics. At
primitive levels of sociezl 1nteractioﬁ, the individual-group relation can be

seen as a particular kind of part-whole relationship, one which has the same . -

oscillating form of equilibrium as in primitive impersonal cognition. In
Lorenz' example, as in the Delboeuf illusicn, a change in the part alters the

relationship between parts and, accordingly, the quality of the whole, viz., each
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action of a participant brings the relationship 5etween participéﬁié”té a new,- -~ =
momentary equilibrium. Accordingly, in the primitive structuring of the
interpersonal event, there would seem to be a basic disjunction between indivi-

dual and group in the sense that the group has an emergent quality wﬁich is

‘not reduceable to the properties of the individual unit. In contrast, the

individual-group relationship at advanced levels of cognitivé organization can
be viewed as approaching an ideal equilibrium between individual and group,
between part and whole. It is with respect.to this part{cular form of the
individual-group relationship that Asch's formulation is seen as com@iétely
adequate and clerifying, viz., his conception that the simultaneous dovetailing
of compleméntary responses at the group level is recapitulated as a simultaneous
coordination of perspectives within self-organization.

It can be seen, then, that the individual-group relation may take different
forms, ahd that these forms are isomorphic to particular relations between.
subject and object at different leveis of cognitive development. In so delineat-
ing these forms of the individual-group relation, the présent anal&sis'affords
the possibility of recongi}@pg the traditional antagoﬁistic approaches to this
issue. Thus, the disjunctioﬁlbetween individual and group, as expressed by
the notion of thé group mind, is seen by the decentering formulation as
reflecting an isolation between antagonistic role dimensions within primitivé
individual oxlganization. Similerly, ‘the equating of individual and group in
the individualistic thesis is interpreted as the ideal equilibrium involved in
tﬁe individual's advanced structuring of the interpersonal event. The present
formulation, accordingly, suggests that the different forms of the individual-
group relation, as characterized by the group mind approach and the 1ndividualigf

tic thesis, are essentially a function of different developmental levels of
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'1ddividual organization in constructing the interpersonal event.
There is, howevér, a second aspect to the individual-group problem, one
that has only been implied in the foregoing analysis. Extending the dialectic
of the subject-oﬁject relation tn the interpersonal sphere suggests the -
proposition that role schemas, in common with cognitive schemas in general,
change as a function of constructing the interpersonal event. Thus, in addi-
tion to a focus on group properties as thgse derive from individual organiza-
tion, a tbrmulation of the individual-group problem should also deal with the
properties of group structure as these, in turn, effect the attributes of the
1ndiv1dua1 unit; With respect to the two basic forms of thn.individnal-sroup
relation which have been delineated this consideration can be expressed in |

the following # ay: How does oscillating social interaction transform the

individual uniw?trom one in which the different roles are isolateg and anta-

gonistic, to o%Q in which the group is recapitulated as coordinated aspects

"

of selfborganizftion. The implications of Piaget's equilibration model are

|

Particulsrly relﬁrant to this aspect of the individual-group formulaetion,

b
k

same way that he does 3.\ 1mper=onal schema, namely, by applying it to diverse
events. Just as the subjégf may test the limits of & physical parameter such
«3 length, a§ too he may teéx the limits of a role dimension in social 1nt¢r~
lction,‘aa for example, in the -u1ly1ng extreme of the dominant role. And by

the same token, just as the recijrocal polarity of width is encountered when

the invariant event is structured \n terms of an extreme length dimension, so




role of the interacting other as, for example, the fearful victim: If the
subject engages in the complementary role as well, in the oscillating form

of social interaction, then an inference similar to the one in the'imperSOn;l
sphere can be drawn, namely, that he is constructing the interpersonal event
in teruws of isolated, polar role dimensions which are in potential conflict
vith one another. As with a contradiction between "more" and "less", the
individual in constructing the interpersonal event could eventually be faced
with the problem of being both aggressor and victim, giver and taker, questioner
end informant, at the same time. And as in the conservation of quentity, this
conflict could be resoclved by a more gtable form of equilibrium in which the
antagonistic role polarities are coordinated by virtue of taking the role of
the other in modulating an intended action. The equilibration model thus
provides a basis, although a quite speculative one, for uwnderstanding how one
form of the individual-group rclation may give rise to another. In so doihg,
it highlights & relationship between individual and group,whicﬁ is formally
similar to the dialectic between subject and object: With respect to anything
less than Asch's ideal equilibrium, a potciatial conflict exists between indi-
vidual and group which takes the form of role antagonisms within individual
organization.’ The reconciliation of such polarities represents, on the one
hand, a more stablie form of self-organizaticn and, cn the other, a mdre stable
equi%ibrium between individual end group as evidenced in the conservasion of
the interpersonal eveat.

These implications of the equilibration model for interpersonal develop-
ment may serve to further reconcile the insights of the group mind approach
and the individualistic thesis. In addition to representing isolated aspects
of individual organization, the "group mind" con also be seen as representing

potential qualities of self-organization as these are elicited in the form of
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the external "other" in the social relationship. Moreover, in equating

the characteristics of individual and group, the present formulation would
emphasize an implication which is diametrically opposed to the narrow
reductionism of the individualistic thesis. Instead of the position that the
group represents nothing but that which is in the individual, it would under-
score the implications of an ideal relationship between individual and group,
namely, that social interaction, having sctualized all that was potential
within the individuwal unit, is by that token completely represented within

self-organization.

Some eﬁpirical correlates

A number of studies have been designed to evaluate selected aspects of
this formulation of interpersonal behavior. The first of these (Feffer, 1959),
was primarily concerned with providing a measure of self-organization as so
conéeptualized. To this end,‘a role-taking task (RTT) was devised in which
the individuval is asked ﬁo make up an initial story to an ambiguouS«scene,b
end then to retell the story from the viewpoint'of each of his characters.
If, for example, the individual has constructed a story about an aggressor
~eand a victim, he is subsequently required to retell the story first from the
aggressor's viewpoint, and tﬁen from the viewpoint of the victim. Congruent
with the decentering formulation, the individual's role-taking has been evalua-
ted in terms of the degree to which he‘is able to refocus upon his initial
story from the parficular perspectives of each of his éharacters while coordi-
nating the different versions of the story. Forms of coordination which are
evidenced between the differenﬁ perspectives have been analyzed in terms of

the equilibrium characteristics previously discussed.
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Studies by Feffer and Goureviteh (1960) and Candell (1965) were
designed to evaluate the developmental significance of this ueasure of
self-organization. Children from six through thirteen years of age were
given the RTT andea‘number of Piagetian conserviation and class inclusion
tasks. A developmental ordering of role-taking performance in accordance
with RTT decentering criteria showed a predicted progression with age, and ‘
controlling for the influence of age, predicted relationships with forms of
- decentering on the impersonal Piagetian tasks. Additional samples of
intellectually normal and retarded children (Buchsbaum, 1965; Feffer, 1969)

as vwell as normal adults (Feffer and Jahelka, 1968; Lowenherz and Feffer, 1969)

have also been analyzed in terms of the decentering criteria.
Essentially, three main‘patterns of response have emerged from the analy-

sis of such role-taking productions. The first, typically evidenced at about

six years of age, is characterized by uncerrected decentering, that is, by

obvious discontinuity between all versions of the story. The subject may'

describe mother as angry in the initial story and focus on an irrelevant

aspect of mother's clothing when asked to retell the story from mother's

viewpoint. A second pattern becomes predominant between seven and eight years

"of age, and is characterized by a 1imited; fluetuating form of coordination

between perspectives. Although each of the perspectives may be relatively |
consistent with the initial story, they are sequentially focused upon with
respect to one another. For example, the content of a previous role ("We're
going for a ride") is reacted to by the subject in his subsequent role
(That's great, where are we going?"). The third pattern, which only becomes
clearly evident at about nine years of age is characterized by a synthesis

of the different perpsectives and hence is considered as showing the simulta-
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4
neous coordination indicative of the cognitive operation. For example, an
adult subject in the role of one woman described herself from an internal
orientation and the other from an external viewpoint: "She feels cheated
because'she thought"that the landlady had agreed not to raise her rént, but
then she went ahead and raised it." 1In teking the role of the other woman,
the inner and outer orientations are reversed, but at the same time coordinéted
"The landlady could see that she was angry, but she had no choice—-expenseé had
gone up,"

More recent studies have been concerned with the parallel between the
properties of the individual unit and those of the group. Feffer and Suchotliff
(1966), for example, paired college students into dyads on the basis of their
ability to coordinate perspectives on the RTT, Dyads were then given a
"password" cﬁmmunication task in which one person in fhe role of donor is
required to'cémmunicate & word via one-word association clues to his partner
wvho does not know the word and who responds with one-word guesses; the donor,
in turn, responds with a subsequent clue, ete. It was found that tﬁe dyads
comprised of the higher RTT performers communicated words more quickly and with
fewer clues than did the dyads comprised of lower RTT performers. In & follow-
up study, Suchotliff (1969) analyzed thé functioning of schizophrenic and
normael subjects on both individual cognitive tasks and password interaction.
ﬁe foynd tkat those schizophrenics who structured the individual cognitive
task in terms of uncorrecfed decentering, showed a similar decentering deficit
ir their password interaction: for example, in focusing on the word to be

communicated, they typically lost sight of the other's response to their

previous clue.
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At this point, little in the way of empirical work can be reported in
regard to that aspect of the present formulation dealing with developmental

6

change. Only preliminary studies are in progress- and these face a number
of difficulties which are ibvolved in the extension of the equilibration
model to interpersonal behavior. The final section will touch upon some of

these difficulties,

Piaget's approach to social development

Although Piaget has paid less attention to interpersonal content than to
impersonal and formel aspects of cognition, he has, nevertheless, considered
dynamic and interpersonal material within a developmental framework (Piaget,
1955, 1962s, 1962b). How, then, does the present conceptual&zétion compare
with Piaget's own formulations which are, in fact, also concerned with such
problems as the individuai-group relationship, and development in the inter-
personal area?

In one respect, the present formulation is clearly simiiar'to Piaget's and
obviously derives from his. This is in regard to the formal parallel between
~ the characteristics of the individual unit and the properties of group orgsni-

zation. Tﬁhs, Piaget (1962b) in his analysis of moral judgment has articulated

his basic view regarding an isomorphism between the reciprocity of the logical
grouping and social cooperation. -He also draws & classic parallel (Piaget, 1955)
between forms of thinking in children and forms of verbal interaction.

The respective formulations differ, however, with regard to fhe 6ther
aspect of the individual-group relationship, namely, the probiem of‘develop-
mental change. Piaget's position may be seen in his analysis of moral judgment
(Piaget, 1962b) and, more specifically, in his account of the child's shift

_from an "eye for an eye" to a "do as you would be done by" view of justice.
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Piaget attributes this change from revengg to forgiveness, not to the
child's weakness, but to his realizetion ?es expressed by a ten year 0ld)
that "there is no end" to revenge. The underlying dynamic is deseribed in
the fol;owing: |

"Just as in logic, we can see a sort of reaction of the form of the

proposition upon its content when the principle of contradiction leads to a

simplification and purification of the initial definitions, so in ethics,

reciprocity implies a purification of the deeper trend of conduct, guiding it

by gredual states to universality itself” (pp. 323-324).

Piaget is thus proposing that the mode of thought which enables the child
to engage in the relatively primitive osciliating reaction will, by the same
token, also enable him to envision the possibility of infinite counter-reactions.
The realization of this transforms the symmetrical "eye for an eye' response
to a more stable form of equilibrium inherent in the higher form of reciprocity.
Clearly, then, an equilibration process is being‘posited in the net%on of
reason gurifying itself to an ideal form.

At the same time, Piaget explicitly evokes social interaction as a
necessary condition for such development te occur. He'suggestSVYhat cooperation
between the child and hie peers brings about a transformation of egocentric
- thought to the operational grouping, and concomitantly, to advanced notions
of morality. Piaget sees this "discussion among eque%g" as & liberating force
' which enables the child to stand apart from himself, xe teke his functioning
as an object, and hence to consciously grasp and thus purify the organization
already implicit in the form of his response.

It should be noted, however, that in his analysis of interpersonal content

in general, Piaget does not provide systematically for struectures which, in
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form and function, have properties similar to those which he ascribes to
the iﬁpersonal iaéellectual schema, The closest that he comes to this is
in his notion of the affective schema (Piaget, 1962a) which refers to various
fggling states aroused by the subject's interaction with people. The pro-
perties of assimilation and accomodation, however, are not explicitly
ascribed to affective schemas.7 Accordingly, in Piaget's analysis of moral
Judgment, there is no vehicle which mediates the'chilQ's construction of the
other in social interaction. '{

L \

Piaget's failure to employ mediating schemas whiqﬁ\sexne as both a mode
of consolidation and source of contradiction in constructing the interpersonal
event, places a particular constraint 6n the way in which he formulates the
problem of change in the interpersonal area. His formulation suggests, in
effect, that a "disembodied" equilibration process exists which has no
apparent mooring in sociél interaction; that the relationship between equili-
bration and the social condition for its arousal is essentially one of a
psycho-social parallelism. Thus, in his notion of "discussion amoné equals”
as & condition for development, Piaget is positing a form of social inter-
action which presumes the very cognitive organization ii is supposed to
elicit.

This difficulty in Piaget's approach to moral development points to

the importance of the rble schema es providing a necessary link between the

jindividual equilibration process and the group(social interaction) condition

for development. In contrast to Piaget's analysis, the present.formulation
would suggest that the shift in the primitive symmetrical reaction of revenge
to & higher level of reciprocity is represented by the reconciliation of

antagonistic role polarities in the form of coordinated aspects of self-
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orgenization., It would thus focus precisely upon the child's weakness as

representing one of the available ways he has of constructing the inter-
personal event, bgt~which at the same time is in potential conflict with his
other role as puniéﬁer. Moreover, a grasp of infinite counterreacticns,
rather than being nascently contained in the primitive symmetrical réaction?
would be theorétically defived from a cognitive reorganization which resolves
the conflict.by coordinating the antagonistic perspectives of the "one who
punishes"” with the ‘one who is punished.” In short, instead of relying

upon & dialectic of self-purifying reason as the propelling force in develop;
ment, fhe present formulation focuses upon the potential coptradictions which
are inherent in primitive sécial interaction and which are resolved by a
qualitatively different, more étable form of equilibrium between individual

kol
and group.

Some final implications
There are, clearly, many problems which are raised by the pfesent formulation -
of interpersonal behavior. Some of these derive from difficulties which are
involved in Piaget's approach itself as, for example, the ambiguity of the
equilibration model concerning the process whereby contradictions are encountered
and resolved. Piaget's (1968) probability approach to these questions is neither
| clear 'nor convincing. Other problems derive fiom the extension of Piaget's
concepts to the highly charged, dynamic world of interpersonal relationships.
‘The assuzption implicit in the extension is that there is an invariance in the
interpersonal realm vhich is analogous to that in the physical realm. There is
the obvious possibility,'however, that it is precisely the lack of such invariance

in the interpersonal erea-that gives rise to the typically high drive states
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involved. Moreover, a number of writers (Schachtel 1954, White;\i§59;'Wblffm””""“i
1960) have observed that it is essentially in the absence of strong drives that
the organism manlpulates parameters in exploring new facets of the environment.
They have noted further that in the presence of states of physiological arousal
and emotional states including anxiety, such exploratory behavior gives way
to a narrow form of 1ea;ning specifically directed toward the reduction of
the high drive state. Teus, even vere one to accept the equilibration model
with respect to a sphere of neutral impersonal objects, one might éuestion
its applicability to dynamic interpersonal content. It should be noted, however,
that the oﬁsefvations of Schachtel, etc. lend themselves to other 1nterpretatlons
as well, One which is consistent with *he‘pfesent formulation would suggest
aihat exploratory varistions of schemas are a necessary condition for "equilibratory"
development in both impersonal and interpersonal realms; but that there are’a#
| greater number of occasions in the interpersonal world for high levels of arousal
to occur. The;e.would thus be a greater likelihood in the interpersonal realm
for exploratory behavior to give way to a drive-reducing form of learning which
could isolate the individual from the new, potentially contradictory dimensions
of experience necessary to further development.

Finally, the prototypes of social intersction vhich have been presented
all involve participants who are developmentally similar to each other. The
formulation clearly requires elaboration with respect to interaction between
perticipants‘who differ in developmental level, as in the parent-child
relationship. It may be stating the obvious to suggest that these problems
can only become clarified to the extent that the formulation is refined and

its implicatione extended to the various particulars of interpersonal life.
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Footnotes

1 e L
This study was supported by Office of Education Grants OEG-0-9-422029 and

OEG-32-42-1700-6018. I should like to thank M. Eagle, L. Kaufman, and G. Voyat
for critvical discussion and reading of the manuscript.

e \

2 - .
The issue here is not whether the isomorphism concept is tenable, but rather

that it suggests Asch's initial tie to a classical gestalt formulation.

3

Presumably one could deal with this type of social interaction as a form of
social organization in which the distortion inherent in a single centration
~ 18 not corrected by sequential decentering. The analysis, howevef, will concen-

trate on more advanced forms as typified in the descriptions of Lorenz and Bateson.,

N

My appreciation to L. Cirillo for bringing the sipgnificance of Bateson's analysis
to my attention.

5

A parallel analysis of impersonal symptom expression has also been presented
in-Feffer (1967).
6 | .

In current doctoral research, for example, training procedures based on a "cognitive
conflict" equilibration model are being compared to procedures based on a social
reinforcement model with respect to relative effectiveness ih inducing developmental

change in moral judements.

T

There is an implication of this only by virtue ot an "indissociabie"

relation-
ship between tﬁe affective and intellectual gspects of the schema. Assimilation-
accommodation properties are also implicitly attributed to another type of
interpersonal séhqma, that vhich Piaget refers to as "personal schema'

(Piaget, 1962a); this concept, however, is not elaborated.
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8 .
This interpretation is congruent witk Wolff's (1960) formulation and is

elaborated with respect to anxiety varisbles in Lowenherz and Feffer (1969).
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Appendix B

Abstract of Progress Report 11-19-68

Significant findings and events: pilot testing of approximately 4O subjects

The aim of the research is the adaptation of the RTT for use with
mentally retarded individuals. The pilot testing has had a two-fold
purpose within this context: a) to compare different kinds of stimulus
material, e.g., three dimensional "wedgie" figures, TAT cards, etc., in
regard to which type of material would elicit the most productive initial
story and the greatest degree of differentiation between initial story |
characters, and b) to determine which type of instructions and procedures
would be best understood by mentally retarded subjects at various levels
of maturity. |

a) stimulus material

As compared to the wedgie figures and TAT-like pictures, the MAPS
stimulus material appears to stimulate more productive initial stories
and greater differentiation between characters. This may be due, in part,
to the greater variety of content in the MAPS. On the basis of the
subjects' performance thus far, the following scenes and figures of the
MAPS have been selected: :

Background scenes Figures
Street scene Policeman (M-5)
Living Room - ‘ Gunman (M-6)
Bedroom Doctor (M-9)
Nursery | Men with gifts (M-10)
Doctor's examining room Man arguing (M-11)
Schoolroonm Boy on crutches (M-18)
Empty room Lady - hands to mouth (F-5)

Lady - with apron (F-6)
Elderly lady (F-9)
Negro man reading (N-3)
Negro lady (N-k) |
Girl - passively standing (C-1)
' Girl -hands clasped (C-2)
‘ | Boy - back (C-T)
Boy - fist raised (C-8)

A number of MAPS figures were eliminated before testing because they
were considered to be excessively aggressive, sexual, and/or to have a
negatively stereotyped racial character. Background scenes were eliminated
because they did not stimulate differentiated initial stories, or because
they were clearly foreign to the experience of the youngsters tested.
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b) instructions and procedures

The major changes in procedure and instructions have been influenced’ ~

by the limited attention span and comprehension encountered in the first
sample of subjects tested. Standard procedure has been to have the sub-
Ject first produce at least two initial stories (with three characters

in each story) and then go back to the first story in taking the roles

of all three characters. Because of the relative difficulty evidenced

by subjects in staying with the task in this form, we are having the
subJect take the roles immediately after having produced each story.

In addition, although we are continuing to have the subject make un two
initial stories with three characters each, we are requiring him to take
the. roles of only two of his figures in each’story, namely, those who most
clearly have a role-reciprocal relationship in the initial story. Most
subjects have been able to stay with the task when modified in this manner.

The following instructions and procedure seem to be comprehended over
the widest mcntal age range in the present sample: |

RTT Instructions

"I want you to make up a good story about this scene (show Living
room scene). Tell a story with a beginning, niddle, and end. Choose
three people for your story (show array of MAPS figures)."

After the first story is completed: Select two figures who in
the story are given role-reciprocal relationships-YE:g., giving-
taking, helping-grateful, dominant-submissive). If there is no
differentiation (e.g., father and son are going to a ball game) or

' no relationship (characters are doing completely unrelated things)
batween figures, select two figures who occupy societally defined
roles and reciprocals (e.g., father-son, boy-girl, but probably not
two girls or two boys).uyRegardless of the basis for choice, pick
the figure developed last in the story for the beginning role-taking:

"Now make believe (pretend) that you are the ___and tell the

story again as if you are the M (Repeat for second figure.)

"Now I'd like you to tell another story. Pick any scene that
~ you want (indicate the array of MAPS backgrounds). Tell a good story
about this scene with a beginning, middle and end. Choose three
people for your story (show MAPS figures).

"Now make believe (pretend) that you are the and tell the

story again as if you are the ." (Repeat for second figure.)




Appendix C

Abstract of Progress Report 2-19-69

Significant findings and events: independent sample of 50 sﬁbjecté

All but two or three of the subjects in the present sample produced
scoreable content in completing the revised ver ion of the RTT. Most
appeared to enjoy the task as well. Accordingly, we are continuing
to use the test in the form described in the last progress report
(11-19-68), end have encorporated the procedure in the working manual
that accompanies the present report (Apvendix D).

It was apparent, however, that the scoring criteria needed revision,
-particularly at the lower role-taking levels. On the one hand, there
was less differentiation between subjects within the 6 through 8 mental
age range than there was within the 9 through 12 range. On the other
hand, subjects, who clearly differed in their interpretation of the role-
taking requirements were being given the same score. Thus, a subject
who repeated the initial story in a rote manner, a subject who enlivened
his role-taking with dialogue, and a subject who ascribed clear intentions
and feeling to the figure whose role he was assuming, were all being
scored SR3. Accordingly, the SR category was broken down into three
categories so as to provide greater differentiation at this level.

An additional category was established at the PE level as well. It
should be noted, however, that the elaboration entry categories are
intended to (and, empirically, do) discriminate at the more advanced
mental age levels. Thus, the problem of differentiation is less acute
at these levels for the present sample of subjects. The new PE category,
which requires less coordination between perspectives than the current
PE categories, has provided some needed differentiation at the lower
end of the elaboration entry categories. '

An initial evaluation of the performance of the present sample
indicates that the revised scoring criteria do provide greater discri-
3 mination and result in role-~taking scores which are positively associated
é with mental age. Additional subjects are being tested in an independent’
T and more rigorous evaluation of this initial finding.
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Administering the RTT to mentally retarded subjects

Stimulus material

The RIT is similar to other projective tests in that the subject is
initially required to make up stories about ambiguous stimulus materisal.
Material for this initial phase ofvthe RTIT has varied depending upon the
nature of the study and the maturity of the subjects. Thus, paét studies
have used stimulus material from Schneidman's Make a Picture Story (MAPS),
Murray's Thematic Apperception Test (TAT) as well as TAT-like pictures desighed
to elicit parﬁicular content. 1In regafd to samples of retarded subjects,
the MAPS material, as compared to TAT-like pictures and three dimensional
"wedgie" figures, appeers to stimulate more productive-initial stories
and greater differentiation between characters. This may be due, in part,

to the greater variety of content in the MAPS. The following scenes and

figures of the MAPS have been used:

Background scenes . Figures
Street scene | Policeman (M-S)
‘Living room Gunman (M-6)
Bedroom Doctor (M-9)
Nursery Man with gifts (M-10)
Doctor's examining room : Man arguing (M-11)
Schoclroom o Boy on crutches (M-18)
Empty room Lady ~ hends to mouth (F-5)

Lady - with apron (F-6)
Elderly lady (F-9)

Negro man reading (N-3)

Negro lady (H-l) "
Girl - pussively standing (C-1)
Girl - hands clasped (C-2)

Boy - back (C-T)

Boy - fist raised (C-8)
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Instructions and procedures

Procedures and instructions are mainly influenced by the limited attentiéﬁ
span and comprehension encountered in samples of retarded subjects. Sta@dard

procedure with normal adults has been to have the subject first produce at

least two initial stories with three figures in each story. He is then asked
to go back to the first story in taking the roles of all three figures. Because
of tﬁe relative difficulty evidenced by retarded subjects (especially children)
;p staying with the task in this form, we have had the subject take the roles
‘iamediately after producing each story. In addition, although we are continuing
to have the subject make up two initial stories with three figures each, we |
require him to take the roles of only tvo figures in each story, namely,

those who most clearly have a role-reciprocal relationship in the initial

story. Most subjecfs have beeﬁ able to stay with the fask when modified.

in this manner,.

The following instructions for the initial story are comprehended over

& wide mental age range in samples of rétarded subjects (both children and
adults):
"Iwant you to make up a good story about this scene (show Living room scene).
Tell a story with a beginning, widdle, and end. Choose three people for
your story (show array of MAPS figures)".
The next phase of the RTT is the role-taking proper, namely, the
retelling of the initialvstory from the viewpoint of the figures in the initial
story’. After the first story is completed, select two figures who in the |
story are givén a role-reciprocal relationship.(e.g., giving-taking, helping-
grateful, dominant-submissive). If there is no differentiation (e.g., father and
~ son are going to a ball game) or no relationship (figures are doing completely
unrelated things), select%:::&iigures who occupy societally defined roles and

reciprocals (e.g., father-son, boy-girl, but probably not two girls or two boys).
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Regardless of the basis for choice pick the figure developed last-in the initial

story for the beginning role-taking.

"Now make believe (pretend) that you are the and tell the story
again as if you are the ." (Repeat for second figure.)

The procedure for the second story is similar, although the subject is given

more freedom in making up his story.

"Now I'd like you to tell another story. Pick any scene that you want
(indicate the array of MAPS backgrounds). Tell a good story about this
scene with a beginning, middle, and end. Choose three people for your
story (show MAPS figures)."

"Now make believe (pretend) that you are the and tell the story
again as if you are the ." (Repeat for the second figure).

Scoring terms

Content ascribzd to a given figure in the initialetory is referred to as

en initial entry. Content devezloped about a given figure when taking'the role

of that figure is referred to as a self-entry, while content produced about that

figure when taking the role of another figure is termed an elaboration-eniry.

Scoring rationale

Briefly, the rationale underlying the RTIT is based upon an extension of
Piaget's decentering concept to interpersonal content. The decentering concept
as applied to the RTT suggests that a MAPS figure, as an item of social content,
can be described from more than one point of view. The role of the figure
which the subJect is required bo take represenfs a given viewpoint, while the
figures upon which the S- focuses when taking the role represent the social
’obJects upon which decentering occurs. RET performance is evaluated in terms
ofﬁgpe degree to which the subject is able to shift from his initial orientation
(as represented by his initial story).in refocusing upon the figures from

‘ 1@ various roles, while at the same time, maintaining continuity between his
-Tl-
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various versions of the initial story. It is assumed that in successfiil role— - -

taking, the individual is evidencing a type of decentering that IS
simultaneously coordinated with his previaus focus. Conversely, inadequéte
role~teking can be manifested’as either a lack of shift, or a shift whieh
lacks eny coordination. These general considerations serve as the basis

for the specific categories whereby RTT decentering activity is evaluated.
Dimension of Role-taking Shift

§§1f-entgz; Elaboration-entry

No role-taking (NR) Character elaboration (CE)
Simple role-taking (SR) Perspective elaboration (PE)

Role-taking (RT)

Dimension of Coordination between Perspectives
The relationship between content as;igned to the initial entr& and to the
self #nd elaboration entries can be classified in terﬁs of degree of consistency.
In general the categories are as follows: 1) Basic fragmentation and/or global
coherence, e.g., consistency in terms of the general situation, or in terms
of a general affective quality, 2) Relative degree of consistency in regard to
the Qaaor theme, but with minor contradictions-and/or irrelevancies, 3)

Essential coherence or consistency.

.o Srvlins: .. -Scoring categories: Self-entry
Content in ¥he self-entry which shows ns understanding of the role-~taking

requirements is scored NR- (no role-taking). A primitive or nascent appreciation

of the different views is scored SR (Simple role4takiﬁg). An RT (role-taking)

-T2~
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score indicates that the subject is clearly taking different perspratives.

Content at each role-taking level can be further viewed as to its dexree

of consistency with the initial story. It should be noted in this regaxq

that when the initial story is basically fragmented, content in the self-éntry

can only be inconsistent or irrelevant in reiation to the initial story.

2,

NR (no role-taking): Content in the self-entry which indicates that the

subject esseﬁ%i&ll? has no understanding that there are different

viewpoints upon which to focus. Degree of consistency between self-entry

and 1nitial entry at this level of role-taking ranges from bapic |

fragmentation and/or global coherence (NR1) to a relative degree of

consistency but with some irrelevancy and contradiction (NR2) ta rote

repetition regardless of the sorder of roles taken (NR3).

‘are some examples:

Initial story

NR1 (elso CE1l):

This is a school room...he
(boy) comes and knocks the
school down. All fight.
boy got a black eye.

The

NR2

Lady cleeaning
She

Man come .from work.
up.
playing.

Girl come from school.
They went shopping

The following

Story as told by figure

(man): Pow, the fight.
(latter refers to the boy)

(Lady): 'She cooking.
wash dishes, She moke up bed.

She did the windo»s. Then she
vash the table.

~T3-

Is bleeding.

The she clean
"up Then she do <he floor. Then she
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3. NR3 {also CE3)
Mom is home cleaning the house. (father): Mom is home, goes upstairs
She goes upstairs to make the makes the beds. The phone rings.
beds. The phone rings; the grocery Mom orders two bags of groceries, two
. man calls. She orders groceries. quarts of milk, then she hangs up.
She gets 2 quarts.milk. Then Goes downstairs. Dad walks in...etec.

she hangs up. She goes downstairs.
Dads walks in...etc.

SR (simple role-taking): A shift in focus in accordance with the requirements

of fhe role-taking situation, but one that occupies & middle category
between no understanding that different viewpoints are involved and one

in which there is a clear understanding of this. Such nascent role-taking
is usually manifested in some selection and reorganization which are
appropriate to the role of the given figure, e.g., the character as the
second figure SPeaks "dialogue" in responding to what the first figure
said in his previous role. A beginning appreciation of the role-taking
requirements is also evidenced in the appropriate use of personal pronouns
("I" when taking the role of that figure, etc.) but in a rote way, tha@ is,
in a m;chanical répefition of the initial story reéardless of the fact
that the roles are preéented by the experimentér in a different sequence
than gi%en in the initial story. Consistency between the self-entry and
the initial entry ranges from global coherence and/or fragmentation (SR1),

to a relative degree of consistency with some irrelevanéy and contradiction

(SR2) to essential coherence and continuity (SR3). Examples follow:

Initial story Story as told by figure

SR1 (also CEI)

Them are walking and they're (mother): We went to church and we went
teking a walk. They're going to the store. Ve went to see our cousins.
into the house. Them are going The cousins are in the house

~Th-
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B o et o

!

Initial story

outside shopping. Them are going

in the background. Father is

going to work. Little girl is

going to school. Mother is going
to work. Father says to mother
"whats the matter?" Lady says "I
don't feel well" Father says "you
better stay home...Father is yelling
at the dog.

SR1

The boy is yelling. Father is mad
because there's no room for boy in
bed. Lady is crying 'cause someone
hit her with a stick. They're
going upstairs., They're all

ganging up.

SR2 (also CEl):

Same as initial story for L,

SR2 (also CE2)

This is the father coming home:

. The mother is surprised that her

husband is bringing home a.
package for her. Boy is running
to her. father getting a baseball
bat.

SR2 (also CEl):

Same as above

Story as told by figure ]

(father): 1little boy you get up in your
room,
(mother): Father you get up there

Everybody is punished. ‘

(father): He's mad and he won't let
the little girl out because "he"

(the dog) wasn't good and was yelling
at the dog. Father puching lady in the
back. Little girl playing with toys.

(lady): "Hi, Dad, I'm glad that you
came home from work. Then the mother
says, "Hey son, where are you going!
and then the boy says "I'm going out to
play with some of my friends, and the
mother says "OK"...etc.

(father): The father just came in the
door from work and the boy runs past
his father without saying hellow or
anything. Father says "Hi, son" and
the boy didn't answer. Then the boy

'says,""I hate you father, I'm running

away,

~T5-
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SR3 (also CE3):

This is classroom. Girl forgot (teacher): This man is hollering at
to bring in science report and this girl because she didn't bring in
teacher is hollering at her, her science report and he tells her
telling her to go to office to to go to office. So another lady
talk to principval and tell him why teacher walks into room ¢4nd sees him
gshe didn't bring report. Lady hollering at girl and says maybe she
walks into room and sees him forgot it.

hollering and says maybe she

forgot it.

SR3 (also CE3):

The little girl is sleeping in (girl): This is a nursery. The

the crib. The grandmother is little girl is sleeping in her crib.
watching the little girl. She The grandmother came over to watch her.
has a toy chest in her room. She was glad to see her grandmother.
Theres & mirror in her room, & She has & window in her room, & toy
window, The father is coming chest in her room.

home from work., He has presents
for the little girl. The little
girl woke up when she heard her
father come in.

RT (role-taking): Content in the self-entry which indicates that the

subject has & clear understanding that different perspectives are involved

15 the retelling of the initial story. One indication of this understanding
is the subject's emphasis upon the presence of an "{nner orientation" of the
figure when retelling the story from his viewpoint. Thus, any indication of
feelings, attitudes, moti§es, and intent which distinguished his role

from others would suggest the RT score. Under these circumstances, an
appropriate change of personal pronouns is not a necessary condition for
scoring RT. However, where there is no indication of inner prieﬁﬁatipn, then
the appropriate use and shift of personal prcnouns is a necessary condition.

A sufficient condition in this case would be a‘reorganization of initial story
content appropriate to that role., If not, then the production would be scored

SR. At times, it is difficult to make the differentiation between SR and RT.
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Initial gégry

without any attempt to coordinate this role with the original one, and,

&8 such, would be scored RT 1.

1l. This looks like a doctor. Woman
comes in the house, then she goes
back to bed. Then the boy comes
in and says "whose sleeping in
his bed., Then comes the other
man (Dr.) He looks in the mirror,
opens up the clothes and where's
his clothes at. He hits the boy
in the bed. lLady comes back and

tells boy to go to bed. Then the

man takes his shoes off. The
bby closes the drapes and the
lady cuts off the lights.

12. RT1:

The people in the story going

across the street to work, after

they went to work, they went home
on the bus,

The decision at these times rests on how clearly an inner origéiaﬁiéﬁwmq'“"
expressed. Consistency between the self-entry and the initial entry at
this level of role-taking ranges from basic fragmentation an/or glovai coherence
(RT1), to a relative degree of consistency but with some irrelevan;& and

contradiction (RT2) to essential coherence and continuity (RT3).

RTl: Care must be taken to distinguish '"role=-taking" in which the subject
is describing what he would do if he were in the situation from role-taking
in which the subject assumes the-attributes originally ascribed in the ..

initial story. The former would indicate & refocusing on the figure, b@t

LA R

Story as told by figure

(boy); He comes in the house and he
mad and then he goes. In the morning
he gets up and goes to school mad.

Then he hits people at school. Then he
gets in trouble. Then he comes back
home mad. Then he looks in mirror and
breaks it. :

(boy): I'm going to the street, to the
store. I went into the door and went -
to work. ' g
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The man and the boy went into
the house and hanged up their
coats and have-supper...etc.

RT2:

Man, he have a létter, He was
speaking to somebody. Man is
mad. Boy 1s walking with the
mail,

RI2:

The boy is running to tell his
father and mother something.
Then he's running back outside.
Maybe he's in a hurry to go
someplace. Probably the mother
and father wonder where he's
going. He could be going
anyplace really. He could be
meeting his friends someplace.
Maybe He's going to school.

RI3 (elso PE3):

same as above,

RI3:
Theres a policeman directing the
street and looks like he's %man)

coming home to his wife with a
present., He (boy) has just
broken his leg.

(boy): If I was a boy I werked for the
mail and I'm pretending I'wm dead., If
I would walk and I'm in traffic, I
would be dead. If I looked ty gee if
& car was there I'd run quiekly, I
would be smashed.

(boy): He's running in to tell hig
mother and father that there was an
accident in front of the house and
their car was hit. Then he runs back
out and watches to see what happens.

(father): He's asking where his son is
going. Then he (son) runs out. He's
(father) probebly wondering where he's.
going in such a hurry.

(policeman): I stop all the traffic
for people to move from the street
and they stop the cars.

Elaboration entry

The scoring criteria in this section are applied to content which is developed

sbout a given figure when taking the role of the reciprocal figure, Elaboration

entries would thus indicate that the subject is not only focusing upon the
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figure whoselrole he is taking (self-entry) but also upon another figure
from that.viewpoint.- This would suggest that he is considering more &spects
of the situation than is indicated by content in the self-entry alone. As in . % ?
the self-entry, the content in the elaboration entry can be evaluated with .
regard to the degree to which there is an understanding that different

perspectives are involved. This consideration is reflected in the eriteria?

which differentiate the g@_(character eleboration) category from the PE é
(perspective elaboration) category. The ﬁaterial in the elaboration entry |
{s also evaluated in terms of the degree of consistency and coordination
with other perspectives. The criteria for such coordination differ with
respect to the CE a8 compared te PB end will be elevoneted whew Jiscussing

the specific sategories.

Iv ;gg.(gparecter elaboration): soored when there is no clear differentiation
between an "outer orientation" ascribed to the eleboration entry and an

"nner orientation" ascribed to the self-entry. It follows that, since lower

levels of the role=~taking in the self-entry (NR and SR) do not evidence an
inner orientation, any elaboration entries at this level will be CE.
However, it does not follow, where there is a clear inner orientation to
the self-entry (RT), that the elaboration entry will be FE; the elaboration
paterial may be ambiguous with regard to such an orientation. Under these

circumstances the elaboration entry would be scored as CE in conjunction

with the self-entry's being scored as RT (RT-CE). At this level of scoring,

content is evaluated in terms of the degree of consistency between the
elaboration entry aud the initial story. Scoring for consistency is based
on the same criteria as previously outlined with respect to the self-entry

material.




" <12~ RIT

CEl: Examples 1 (elaboration on boy), 4 (elaboration on cousirg),
& (elaboration on girl), and 8 (elaboration on boy).

CE2: Exanple 7 (elaboration on boy).

CE3: Examples 3 (elaboration on Mom), 9 (elaboration on lady teacter),
10 (elaboration on grandmother).

PE (perspective elaboration): in order to score at the IE level, the yubject

must indicate an appropriate inner-outer orientstion in his gelf and

elaboration entries when taking the role of a given figure. That is to say,

the self-entry must be inner-oriented and the elaboration entry must be

outer-oriented; Thus, a necessary but not sufficient condition for the

scoring of PE is the presence of RT (role-taking) at the self-entry, As

with the other categories, the subject's productions are also evaluated

in regard to his coordination of different perspectives. The criteria,

however, ére more stringent with respect‘to the PE category than with the
others. Instead of judging degree of consistency between the elaboration entry -

and the initial story, the judgement is made on the basis of the

relationship between the self-entry of & given figure and the elaboration

on that same figure given from the reciprocal viegpoint.

Ihe following is a schematic representation of self end elaboration
- entries. In the criteria that follow, references to the diagram are always
from the role of the man.

| - Initiel story Story from viewpoint Story from viewpoint
] of man of woman
1 Initial entry: Self-entry: A Elaboration entry: C
] man
' Initial entry: elaboration entry: B ‘self-entry: D

woman '
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Criteria for levels of PE: e e

PE: 1) an appropriate inner-outer orientation in self (A) and elabaration
(B) entries when taking the role of a given figure (man), 2) the self-entry

of the reciprocal figure (D) does not have an inner orientation, é; 3)

- there is no correspondence, or at best, a rough correspondence by virtue
of belonging to the same gross space-time sphere, between the elaboration

entry (B) and the self-entry of the reciprocal figure (D).

PEl: 1) an appropriate inner-outer orientation in self (A) and elaboration (B)
entries when taking the role of a given figure (man), 2) the self-entry

of the,:EciQrocal figure (D) has an'inner orientation, and 3) the elaboration
ertry (B) is c?ﬁEEEEZEfiz:}h the self-entry (D) of the reciprocal figure in

terms of a specific action.

PE2: 1) an appropriate inner-outer orientation in self (A) and elaberation (B)
eatries when taking the role of a given figure (man), 2) the selfeentyy
of the reciprocal figure (D) has en inner prientaﬁion, 3) the eidboration
entry (B) is consistent with the self-entry of the.reciprocal figure (D)
in terms of a specific action, L) the self-entry of the reciprocal figure (D)

- includes & description of an internalized state, and 5) the elaberation
entry (B) is not coordinate with the internal gtate of the reciprocal figure

ep evidenced in the self-entry (D).

PEJ: Criteria 1 through L have to be met. In addition: 5) the elaboration
entry (B) is coordinate with the internal state of the reéiprocal figure

as evidenced in its self-entry (D).

ggg; Criteria 1 through 4 have to be met. In addition: 5) the elaboration
entry (B) must include a descrtptién of the reciprocal figures external5

-81~
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characteristics whech exactly refleet that figure's 1nternalized étate

T i CUT S

as

evidenced in its self-entry (D).

entry (B) must include a conjecture

PE5: Criteria 1 through 4 have to be met.

Examples:

Story as told by one figure

(from role of girl: no self-entry):
"I can't pretend I'm the girl-
I'ma boy".

(from role of father who elaborates
on mother and girl): |
"He's coming home from work and

he says: "I'm home" and the mother
was listening to him, tgmg to
hear what he's saxmg and the
Jittle gi. girl I Just ta.nding

ere.,

(no appropriate inner-outer between
self and elaboration entries.
Hence, score SR3-CE3 on the basis
of relationship to initial story
which is not given here,)

o

Categories FE1l through PE5:
given in Schpall and Feffer, as are

In addition: 5) the elaboration

as to the reciprocal figure's actual

internalized state as evidenced in its self-entry (D).

(of the lowest PE category)

Story as told by reciprocal tiglg €

(from role of policemen who elaborates
upon girl):
"I was lost. Then the mother came,

and the girl came, and I said, "leave
me a.lcmeii (Seore: RTL-FE)

(from the role of mother who elaborates

upon girl):
"I just cleaned up all the house and
your little girl ge;ged me to, so don'g

mess up in the house and don't eat in
the parlor,..etc,

(Scored RT1-PE: there is an sppropriate
inner-outer distinction between mother
and girl but the outer emphasis on girl
is not picked up elsewhere by a
corresponding self-entry on girl. On
the other hand, the inner self-entry
on mother does not correspond
appropriately to the elaboration entry
on mother (from father's role) since
that elaboration entry does not have

an outer orientation, but an
inappropriate inner orientation.)

These categories have not change ¢ Examples are

the criteria for Change of Perspective.
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