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,Abstract.

.

Ca?ses to Consequences

:

'The theme of this chapter. is Nit recent theoretical. and empirical..efforts

in the cognitive domain qf children's comprehension of etOries ve
1t .

, . ,

implications (:)r the social domain of cfOldren's understanding ineerY
.

, -

personal i?ilerection. Oilile the abil.ft)es nec,issary in actual social
. .

,
.

.sitUati.ons may differ markedly from the abiilties necssary to coMprehend

.
Stories about social events, there are some:impprt-ent-overlaps that are

("1 ;
.

worth exploring. In the first ssectiond. this chapter, we discuSs overlap -

.

.at'a theoretical level by descrrbing.,similari.kies in the procelses involved

in understanding stories and in Understanding scicial interactions, Our

conclusion is that competent comprehension in each domain'involves the

ability to make causal inferences among events. This inferential process

frequeqly depends on the comprehehder's previously acquired knowledgc of

. .

the possible reasons for a specific actiOn and of the result(s) of a

. specific action. Next, we discuss overlap at a structural level by

4
comparing the event structure of simple stories to that of actual social,

events. Event structure is shown 'to have important'impfiCations for

empiricAl.research on social development and the development of socia)

skilAs as well as.for the development of story comprehension skills.

Finally we describe sode research. that employs a.story-telling procedure

to ascertain children's prior knowledge abgut one type Of social event,

friendship. Throughout, we discuss how such cognitive research ovrlaps

with ether effort's to describe and train behavioral characteristics of

cesSful Aciendship interactions.

).
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Children's tnowledge about Sociat Sittiations:

Fr6(11 Causes to Consequeacis ;

;

The Nature of the Understanding Process
_

Theoretical accoOpts of the acouisition of knOwledge and the i)rocess

of unditrstanding highlight. the ivrortance of what an individual already

knows at the time he attempts to understand an envir6rwental event. There
A

. 4
theoretical\cnseSA regarding the general nattir%of,.thi.s process.. -The.

following/is ''S'ummary of proposals made by- a diverse group of psychdLogists
.

.

(e.q., Piageq, .071; BroWn, 1975; Greeno,.1977; Newel) & Simon, 1972; Anderson,

1978; Rumelhart, 1977a; Branford & MCarreH, 1974)%

The general process of understanding involves the interaction between
1

r previduslys acquired, knowledge systems and the information structureof the

new event. The product of this interaction is an int.ernal representailion of

the ev'ent.., Preyiooly acquired knowledge systems'are assumed to guide the

4
construction Of meaningful internal representations of the new event, For

/

the new event to bf msaninOul t must be c9nsistncy between the pre-
-

Victisly acquire4 /4ow1edgt sytem and the additional information in the
''`\ .,

knowledge system'. NThe 4dersander's Attempts to achieve- coasistency may
.

,

produce changes inf the organization of the knowledge system as well aS

1

this process bas npt been speciied.in detail, an.anaiogy has been drawn \

z

between the proceSt. df constructing a meaningfUl representatiorand scientific

v .

-

hypotheil. testingii' initial hypotheses about meaning are successiVely revised,

changes in the con
It

ent of the knowledge system. A1tho40 the.operation gf

1
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. .

expanded,and restructured unti the resulting representation seems to account
. N,

for the new information (RUmelt;art &,.Ortony, 197); Rume.lhart,,1977a; Brown,

Collins,& Harr)s, 1978)-. Ai

, Research io A number of areas in psychology suggests.the Usefulness bf
.

. 1. l
'this genral fraMework i.n inves,tigating the processes of knowledge acorkiisition

.

', . .

and underst-and1'ng (e.g., Piaget & lnAelder, 1969; Greeno, 197); Kintsch, 1577;

van Dijk, 1977). The framework points to the importance of,characterizing

..
both 'the information structure of the mAterial to be understood,and of,the

knowledge systems o*f the unders.tander, regardless,of whether the material

isa story or an actual social event. is theoretical ,overlap between

storie; and soci41 events can be elaborated in two ways. First, we will'

.describe the applica'tion of this' frameWork:to story comprehension processes.

Then me will iliustrate that previous theoretical accouhts of how We under-

stand the behavior of others rely on assumptions that are virtually identical

to those of the present fr'amework:

StortsComprehension Processes

Story understanding is assumed tie involve the construction of a cohere
I,. .

meaningful represe'htation' of the story (Kintsch 4. van Dijki 1978; Anderso

1978: Rumelhart, 1977a). .The construction of Suca reP-PLesentation inv Ives

processes that operate:on a'humber,of different krnds of Information in the
N

tory. These,prpAlesses interact with'clne another4ind with previously'acquired
,

0
."

knowledge\about each of these, 1(inds of imformati-on (cf, Perfetti & Lesgold.

1977; Fre'der14(sen, 1577; K1ntsch & van Dijk, 19h3; Rumelhart, 1977a), Suctessf 1

, . .
, ..

,

41,
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comprehension svms to require-knowledge of a number of drfferent kinds,

imcluaing kriowledge of the grammatical structure of stories and of information

relevant to tbe content area of the story:' For sxories containing problem

solving episodes,.Brown, Collins, and Hareis (1978) suggest that the reult

of the process.is a-"deep structure trace that is a complex- hypothesis about

th.p.4-ens and gpal'iS of characters the text." The source of these hypotheses

l4 the comprehender's ability to Simulate the problem solving ih which the

story charactee is engaged, and this ability decAnc'l on previously acquired

'problem solving strategies.
4

Thus, one domajn of know1Cdge that succesSful comprehension seems to

requi.re is that of proidllem solving in social situations. Furthermore, the

content of.stories writtep for children, and of those produced by children,

. .

often focuses on goal-directed behavior, particularly goals that occur in

social and interpe'rsonal ccimtexts (cf. Botvin & Sutton-Smkth, 1977; Stein

\

Glenn, 1979; Applebee; 1978). Examples ot common themes are friendship,

obedience,and the solution of a particular personal or interhirsonal prob.lem.

Theicontent of such stories typically deals with the reasons for setting

realistic goalsl-rid_successful and unsuccessful plans-for attaining such

goajs. 'Therefore, the child who attempts 6) understand such a storY needs

to rely not only on knowledge.of the grammatical structure of stories but also

on his/her expectations regarding social interactions and problem solving.

Com 'reheriAL2LItslittzi2raf_21Lt:i

Social interactions obyiously InNiolvenore than one person. This implies

that in understanding social interacttons one must'comprehend the behavior o'f

II

AL

.4*
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5

otheY-s as well as /he'behavior bf omeself, There Pave been a number of theo-
.(

. tical accounts of how we.understand the beh'avior of others (e.tk. , Heider,

1958; De Charms; 196; Jones vDavis, 1965; Kelley,'1973). _These accountts

.

share an assumption thatis consistent with the-previously 'clesgribed general

framework for understanding. The common assumption is that we understand the
1110

behavior of others,With respect to our Iderstanding Of our own ffehavior,

usr ouvknowledge of why we would engage in a.particular actron to constuct

KOotharses about why the other p 'rson is engaging in thee action. The infor-
.

motion structure of /he other person's b4havior is interpreted with respect

to the understander's PreviouSly'acquired knowledge of his owh behpvior.

An important characteristic of intelligent human behavior is that it

tends to be intentional or gOal-directed (Piaget, 1968) and often--involves

the constructIon of plans. This kind of knowledge of our own behlevior has

.been assumed to play a central role in o4r attempts to understand the behavior

of others. ,For example, a basic axiom of Heider's ebmmon Sense Theory of

interpersonal undertanding, the 4xiom of personal causation, states that

the observer Assumes that an actor's voluntarr actions "imply the exi.stence

of a plan'that the kctor has chosen to try ,to execute and also belieVes can

be carried out" (Schmidt, 1976, P. 51). In other words, tfle ability to Under-
.

stand the behavior of enother peron depends on the ability of the observer

to understand hissown plans and intentionally based actions. This process

is similar to the comprahynslon process of simulating a.story cha4"C'ter's

problem ,olvIhg behavIor.

I.

40



Causes to Consequences

6 .

TheTefoi.e, theoretical accounts of comprehentling stories. and of compre-
4

hending thesbehavior of others share a common assumption: an individuall:t

actions are normally understood'to be motivated or rntenCopally basedA The

power of this assumption is tw9folct. First, it allows the prediction and

explanation of certain claSses of causal inferencds that are made between

storysevents. Second, it,allows the prediction and explanation of an observ-
,

er's attributions of intentionality, evalUations, and moral judgments of

the actions of others. The'acquisition andodevelopment of knowledge about.'

interpersonal interactions and problem solving in social situations is im-

,

portant for both modets of Story coMpr'eherfsi.on and for models of social,devel-
4 t

opment. Furthermore, analYtic tools ihat have been developed within the
1

domain of storly comprehebsion can be profi.tably applied to the analysis of the .

structure of actual social interaction events. We will devote the next sec-

tion to a discussion of one such analytic tool, the story. grammar, and illus-
,

strate how the basi,t structural components of a simple story are sipilar eo

the elements of an actual social interaction or observed action sequence.

The discussion alpç points out some important differences-in the informatiop

46.

normally-available in a story versus that in an observed action sequence.:

Storyitid SOclal Event structure
,

Tiat Structure of Simple ut 2

There 'have been a number'-of theoretic6 al analyses of th. structure of

stories anl/or action nar'ratives (e.g., Rumelhart, 1975, 1977b; Mandler

Johnson, 1977; Stein & G.lenn, 1979; Klntsch, 1977; van Dijk, 1.977), These

S.

;AN
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onalyses specify a Tet of grammatical categories and rules Jor combining and

ordering these categories. .The categOries maiy contain cevain kinds of Con-
.

tent. The theoretical status of the categories and ihe content descriRtion

may be understood.by anatogy to sentence grammars. SentNe grammars speclfy

rules for combining different parts of speech. For example, an adjeC'tive may

precede but not follow'the noun that it modifies. Eachspart-of-sp ech denotes

a part)cular kind of contenb,-e.g., a noun is a persop, place,or).:thin We

will refer to the "parts-of-speech" Ofva story as syntactic categories. The
4.

classes of information that may occur in th;se tategories will 6e referred to
4

*las semnantic or content information. The following description of thvgrammar

of a simple story is a summary of the previously mentioned work and is typical

of stories and folk tales.

A simple story has been postulated to contain two higher order syntactic

, categories, the setting and'the episode. The content of'the 'setting typically

introduces and desCribes the protagonistlind the sociat, physical,and cultural

context of the rest of the story. The atplsocie`consists of a number of syntac-

tic categories that are logically and causally related to one another. The

informatiOn in the aplode'gtnerally describes a change or conflict that leads

to conflict resoNtion. These conflicts may be intrapersonal, interpersonal,or

.both. in th, folloWing example, the first three sentences cOnvey settin9

information arid tAe remarnder of the stor is the 'episode.

This story is about a boy named John who lives in the city. John

is nine years oid. He liv'es in an apartment w.i.th his Mother and

father.
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One day, John's best friend, Paul, didn't want to play _with
;

John,. John felt sad and lonely and wanted l'aul to play with him.

John knew how much Paul 'liked ice cream.

So John.bought an ice cream cone for Paul. Then John said,''

"You-can have this ice cream cone if you will play with me.Q

'Paul said, "Okay."
1

John and Paul played together all afternoon and they both

, had a gOod time.

In this story, the conflict isiOnterpersonal and-is resolved.by John's si.tc-
.

4

cessfwl attempt to'COlIvince Paul to play witn'him.

. The erAsode is defined by five s,yntactic categories that typically occur

in the following order: Initiating Event, internal Response', Attempt, Conse-

quence,and Reaction. The Initiating Event signals a change in the story

enVironment that wasestablished by the settin_94 informa.tlon in this category

describes an event that.causes the prOtaupist to generate a goal. In the

above example, Paul's not wanting to play with John causes John to have the

goal of wanting to let Paul to play With him.* Pauvws bchaviot(may be said to

motivate John's goal formulation. The protagonist's goal,formulation is one

. kind of information that may odcur in the Internal Response category. Addition-

ally, the internal Response encompasses emotional reactions to the initiatipg

.9 Event, e.g., sadn'ess and loneliness, dree of coMmitment tothe goal, and

thoughts about how to attain the,goaL Goal fol.mulatron causes an Attempt to

attain the goel, a-series of overt actions carried out to achieve-the goal.,
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In the example, John buys an ice cream Cone and then offers It to Paul if Paul

r
'will pla/y with him. The Consequence category provides outcome information,

i.e., ketether the attempt led to goal attainment. In'the example, Paul

agreeSi to play and then Paul and John pLays Finally, the ReactiOn category

rdescribes the protagonist's response to the Consequence (how he feels about

it or what he thinks about it) or broader consequences of goal attainment

(how other story character's felt or acted in response to the-protagonist's

goal attai,nment). In the abovevxample "they both had a good time" is the
1

,

Reaction. However, we might exp

r

d..4he Reactioil to include "Paul knew he

had been taken but he didn't cade." A grammatically well-formed story has

been postulated to include these syntactic categories in the sequential order

in which t4y were presented.

Empirical evidence suggests that grammatical well-formedtiess does:affect

story understanding, and that these proposals are reasonable models of the

majot syntactic categories. For examplp, recall and summary protocols of

adults tend to contain these syntactic constituents (Kintsch, 1977; van Dijk,

1977; Kintsch g van Dijk, 1975; Rumelhar, 1977b; Mandler S Johrison, 1977).

Furthermore, reading time; suMinary,and recall data show that adults do expect

these categories to occur in this hypothesized sequence. It takes adplts

longer to read and to suMmarize scrambled storie5 than stories which conform

to tile hypothesized sequence (Kintsch, Mandel, & Kozminsky, 1977). Addition-

ally, if, presented wIth stories in which the category ordering violates the

hypothesized sequence, adults tend to reorder the vtegories and retatl

gramMitically 1-formed story (Stein E. Nezworski, 1978).
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general, similar findings have been obtained *th chirdren, but there

are some developmental differences in the importance of these categories..

. For younger children (age 6-7), settinss
, Initiating Events, and Consequences

are more frequentl rvcalled than Atter-Opts While for older Children (age 9-10)

A

0
Attempts recalled equally well (Handler & Johnson, 1977; Stein 6 Glnn,

1979). Furthermore, younger children tend to rank the Consequence as more

important than the initiating Event while the revet.se IS true for'older chil-

dren .(Stein & Glenn, 1979). Like adults, c,hildren demohstrafe better reten-

tion of information When the hypothesized logic61 sequence of the categories

is preserved 1Ste1n, 1978). Deletiobn of major categories, especially the

Initiating Event, negatively affects recall but increases Oe addition of non-
- .

,

presented information: -children tend to add information that could occur in

the missing category (Stein 1979; Note 1).

The syntactic category analysis and grammatic'al structi/re of stories is
,

relevant:to Work in the area of Ocial development for at least two reasons.

Firs,t stories have often been Usep as the medium for presenting information

from whith a Olild is to make tval(Jative inferences. Second, social Skills

Araining studieT,often use stories and films that contain the episodic struc-

ture outlined for the simple story. We will discuss each of these in order to

illustrate that a better understanding of the episodic event structure of
\*

stories and films can lead tb a,better understanding of the acquisition Of

knowledge about social eVents and of the outcoMes of social skilCS training

procedures.

2
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Stories as the Medlum for Pigsenting Behaviar'

The put.pose of this sectinn is to illustrate that the reSults of empiri.
cal'research on the acquisition of,varlous social cognitiveTabilities dePend

on'the grammatial structure of the stories that havkhgein used in such

studies. 'Recent reviews of the r=eseerch in the area of evaluative tnferen-,

-tial reasoning (Shantz, 1975; Grueneich & Trabasso, in press) have pointed

out that there is.conilderable variability in the presentation of information'.

thought to be impoirtant in such reasOning. The presentation of motive, or

intention, and outcome, or consequence, information ffiequently varies in terms

of location in the story and in terms of the explicitness,of such informatiOn

(Gruenelch & Trabasso, in press). For exaMple, motives are often implicit in

-" the story and must be inferred from story statements abqut,the character's
:

goal, actions,,consequences of his actions, and/or the reactions of otherls.

This is an important factor because empirical evidence has shown that conclu-

sions about whether or not young children use motive infortatiOn in their

evaluative Inferences depends, on the;expli'citness of motive information

(Beaeison 6. Isaacs, 1975;. Be-rg-Cross, 1975). In addition, Nezworski, Stein,

and trabasso .(1979) have recently shown that if metive information, e.g.

gVing a birthday present to someone, Is eXplicit in the stor4the iMportance

of the location and syntactic category of the 1Qfohnalion decreases, although

it does nOt disappear. These data.,Suggest that if the critical informatiOn is

explicit In the story-and the story is geaMmatically well-foeMed, children-

have tittle trouble comprehending goal-directed behavior"and,then making eval'-

uative infeeences aboUt that behavior.

.,

13

a
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However4 if a storysis'not grammatJcally weit-jorthed because it is miss-
k

ng a.major tyntactic xategory, children tend to ad8 tb the content of Ihe

story (Steir;1/41979, NOte 1) . A common method of assessing One type of evalua-

tive.inference, moral jAgments, is to present stories that lack!a conclusion

or consequence. The child's level of moral develOpment is then inferred from

the type of consequence the child Proposes in conjonction with-his reabning

about this story conclui.on (e.g., Selman 1, Byrne, 1974; Damon, 1975). These

moral dilemmas require children to add tojhe cOntent ot, the story and com-

plete the grammatical struct,pre. The Sophistication of-moraf reasoning may be

lim4ted by the nature of this added content. .There may also be developmental

differences lythe ability .to anticipate alternative possibilitiesfor the

outcome of these dilemmas and this 'ability may affect the nature of children's

moral judgments.

Our contention, then, is that many stories that have been used Jn inves-40,

tigations of evaluati\te inferences require that the child not only make irifer-

ences 'long story-events, but.also add tO the content of the story. Develop-

mental differences arise.not only because of possible differences in the use-

of preiented information but because of- dLfferences in the naturt of children's

elaboratigns of the content and structure of the story. These differences are

related to children's preexisting knOwledge'of story structure, of the social

situations described in the stories, and their ability to make their experi-

ential historY releVant to this new event. From both.the staNbipoint of models

of story comprehension and from that of sotjal development it is fmportant to

deseri:Oe developmental changes in(the knowledge children have acquired about

1.4
t



\

1

Causes. to Consequences

13

sodial 4ituations. This knowledge is .a primary determiner, of tht content of

'their in erendes and their evalUations. In order to be able'to predict-the

types of ontept inferences and evaluations that chitdren will make, we need

.1°
to,have a better idea of what types olff motives children asso,ciate with differ-

ent types of goals,'What actions and alternatives thew miew as leading to goal

attainment, and what outcomes-they foresee for particular actions. Goldman
r4-

,(1978) has attempted.-tai,..A04Mine these questions for social situatiohs involv-

ing friendship. However, before discusSing this work., We will discuss-the

setund reason that episodic 41ructure is relevant to Sociar deve}opment.

E isodic Structure S-tories, and Social Skills Trainin

The second reason that story research and the concept pf epis6dic.struc-

ture are relevant to social development is tKat social skills training studies

often use stories and films that contain an'episodic event structure similar

to that of the simple story. The purpose of this section is to illustrate

.that underStanding episodic-structure can lead to- a better understanding of

the outcomes of social.skills training procedures-' One aim of many social`

skills training studies is to encouritge,.childr40 to"make inferences:about the

motivesintentions, and feelin/s of the people involved in actual social events

(see Asher & RenshaW, in press). Films can be very much like actual social

events in thae-A character's thoughts rriust be inferred from his overt actions

and from. facial expressions. In contrast, the episodic structure of a well-

formed story includes information about the reasoiv for the protagonist's

actions.
11
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The dtfference between films
4

and stories has important implicationsjor

social ski) k training procedures because empirical evidence suggests that

there are developmental differences in the nature' of the .inferenc4 children

make-about charactrs in films (e.g., Flapan',.1968) and a developmental pr6-

.gression in the strategiesi children use .for ma.king infences about characters

who display diverse, behav or (e.g., Col 1 in ,''i958). Flapan, for' example, Nas

,found developmental cliff rences in the types of inferences children make When

asked to explain.the behilvior of ,the ..characters in afilm,that had a p'roblem
/ Sr.

.1

soiving.eisodic structqre. twelve y.ear olds explained the behavior of the

characters using situational, psyChological, and ihterpersonal'reasonind

while nine year olds Used situational and psychological explanations aped six,

,year olds used mainly situational reasoning. Situational reasoning refers to

alt

Ihe concrete events and actions that were featured in the film while psycho-.

logi reasoning, referred' to the thoughts a pa'rticular character had and

interpersonal reasoning to thoughts about others' thodghts.

Filmed episodes have also been used to examine. developmental changes in

strategies for evaluating characters who Ithibit inconsistent behavior.

Gollin analyzed.children's descriptions of a protagonist who engage in soc-
,

ially approved actions and soijally disapproved actions. He pr(Dposed de-

velcapmental sequence of strategies that children use for making judgm ts

after witnessing such diverse,behavior: (a) delete diVergent qualities,

()) describe actions and make inferences based on a single aspect of behavior,

'anA (c) rlaks.inferences aimed at justifying-divergefq actions. In Gollin't

iample of 10 to 17 year olds, the younger children tended to use the first
/

1 6
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procedure while the older children tended to emplby the more inf,erential pro-

cedures. Stein (Note 1) has found A similar deveropmental prov.aegeon in tlic

strategies children use wher recalling stories.that contain characters who

behave inconsistently. First graders tend to delete character descriOtion.s

that are incongruous with the 'character's actibns wh'ile fifth graders %tend

'to add information that justifies the character's incongruous behavior.

A major difference between the finc4pgs of Golly and cifStain is the .

age,at a particLOar strategy was used rather than the developmental

sequence f strategies for dealing'with the lncorItencie St A'p;ssible ex-
,

planation for thls,tlifferencit hIghI1hts'en important difference between

films and storie4; character evaluations may be easier.to make in the story

, contegt tip in the f\ilm context because stoilit
. . .

r-

explicitly"state informa-

tion Chat mwst,be infer d in.filmg: Stories may be easier than films .because

the causal connections arnohç mitives for behavior, goas, .subsequent action's,

and outcomes can be made expl it whe.reas they are often implicit in film
_

and in actual social events. Th s characteristic of stories as compared to

-

films and actual tociar.evienis make stories effective instructional tools

In social skills trpining. For examp , a story,can state a protago/kst's

goal explicitly anA the actions he took y be purposivelyconnected to that
. _

-goal, as is illustrated in te.folowing: \John wanted to be friAidly so he

went to the playground an0 played with some bOVs." The story states the-reason

for John's action'of going to the plAygroun4 in a film or actual social

event, it is likely that we would have 411404 4ohn's action as the basis fo'r our

inference about his Motive. Vett, Asher and)tenihaw (in 'press) suggest
'NO\

1 7
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that the.success of,a4east one social skills study that used gr film

,

.(O'Conndr, 1969, 1972)'way_have t;een due to the verbal narration ,thai "accom-
%

7panied the film. Fron*our perspective, the verbal narration of this film

r(Go.ttman, cited in Asher 6..Rinshaw, in press) functioned to make explicit

the goals, thought5, and affective reactions of the cWaracters in the film and

the causal connections.between theSe internal states, .the character's overt

actions r1 the consequences of that behavior. .We wriuld further expect that

other types of social, skills training procedures will be effective to the

.. , .

degree.that causal conn:Alons among motivCs, goals", actions, and outcomes

i.'
are madepxplicit. Rowever,\the theoretical perspective outlined ,in Che first

\

section of the paper carries with it an importantikeliOkca,tion: optimal .

\ ,

interIntion procedurts are those that achieve a tialance be.tween new content :

,

information and rts o4nlzation and the child's preexisting conceptual know-

r/

edge and if'S organizaeion '(eN., Brown, 1975; Gl,Aer, 1976)

Thus, if one wants ti, teach children hc to be friendly, it is important

to firs assess the Child's un4dersiand1ng f friendship, including the ways

. .

h
.

e knows to be friendly. Such on assessment.might show that the child knows

many Ways to be friendly but not the context in which the action.will lead

, to the desired outcome. Asher and Renshaw's analysis .( in press) of why

social lkills trainin§ i% effective includes the possibility that childyenIdo

not lack social skilk-Ult rather the knowledge of when partrcular soCtal, "

skills are appropriate. Knowledge of when particular sbCial'skills are

appropriate ehoompases oter aspects of the Conceotof friendship,Most

1 8
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impOtantly the child's concept of the conditions under which one might want

tot be .friehdly. The use of an.action or Social skilj that will result in

frien8ship presupposes t.hat the child want; to be friendly. It wyid be in-
,

*

formative to know if'shildren who differ in terMs of their popularity also-
.

differ in terms of the personal and social situations in which they formulate
.

the goal of wanting to be friendly. There is the possibility that children

who are isolated differlfrom childrenvho are popular with respect.to their

reasons for wanting to,be friendly. There is the further possibili/y that
.

.these children differ in terms of the goals that they formulate in response

to similar motivating staes. For example, a popular child who is lonely.

.

might formulate a goal of wanting to be friendly% In contrast, an Isolated
.

-.,child who feels l'onely might formulate a goal of wanting to be alone. These.

different goals would lead to the appropriateness and iAilization'of differ-

ent acti,ons, independent of other differences between these two children.

Therefore, descriptive.accounts of children's understandIng of the reasons

for Wahting tkbe friendly, in addition to their underttanding of,the actions

that constitutelleing friendly would be helpful in understanding the dynamics

of popularity and isolation. A first step toward such a descriptive acicount

is discussed in the next section.

6 Children's Knowledge of Friendship'

Goldman (1978) examined children's understanding of friendship by asking

them to talk about their reasons for wanting to be friendly or unfriepdly,

actions they Could take to attain each of these goals,and the conditions that

could prevent them from attaining each goal. Goldman's primary conern was

1 9
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WithAesci-ihing'the.information and the organization of the l'nformation that

1

constitutes cOnceptual knowledge of friendship for children of different ages,

While .this research does not deal with popularity differences among'cAbildren,

the methods used °for data .ct-lection and analysis can be extended to questions.'

regardi,ng such individual differences. Furt:hermore, the developmental differ-
,

ences that were found may help to explain previously reported age differences$,

in the effectiveness of certain social skills training procedures, results

reviewed by Ashecand Renshaw: (In press) and PUtallez .and Gottman (in press).

Children's knowledge of friendship was irferred from the language they

used in talking about feiendship. Previous research has investigated the

, language children used to describe,their friends (Peevers & Secord, 1973;

Livesley & Bromley, 1973) and Pileir expectations 4bout,their best friends

(Bigelow, 1977). These descriptions have shown: (a) There are developmental

changes in the pefsonality attributes that are salient to.children (e.g.,'

Livesley & Bromely, 1973). ((b) There are developmental changes in children's

descriptions of what they expect their, best friends to be like but there is

also agreemenc that a best friend should provide ego reinforcement and reci-
.

procity.of liking (Bigelow, 1977). Both of these types of studies index

part of the child's'\concept of friendship since-they focus onProperiies of

, the other person. They do nothowever, inquire aboutpthe child's own role
Va.

in the interaction. The present research uses children's v.erbal descrip-
.

tions of the'r own role ir5 solvin

111

/
roblems involving fri:endship in oler to

examine tFle niture of conceptual k wledge.of friendship ,and developmental

chattOs In this knowledge. Delpite fhe focus on the child's owe role, all

childreri also gave their friends a role to play in these problem solutions.
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The problem solutions children were asked t6 construcr involved two

types of goals: wanting to be ftriendly and not wanting to be.frienctly. In
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der to help the children organize their comments, two types of task.were

ncluded.in the interviews: a story-telling task and a probe question task.

In the story-telling task,children were.asked to produce 0 story in which

Al
they were the protagohist and had a particular goal that they met. Instruc

ions for the Want-t6-be-friendly condition 0e're the following:

I want you to make up a story today. The story is about you.

Suppose one day you decided, "I want to be friendly." Tell

me a s,tory Where you want to be feiendly and are friendly.

FQ1)owing the productlon of the story,' a series of probe questions were

asked. 'hese questions were used to: (a) help minimize the effects of

developmental differences in productive language skill§ on conclusions about

the child's knowledge of friendship; (b) systematically elicit further discusSion

from the children about reaons for wanting to be friendly, the actions they

would take to be friendly;and the conditions they coul'd anticipate that might

x
prevent them from bieng friendly. The same instructions and set of probe

questions were repeated at another point in the interv.iew for the Not-want-
?

to-be-frisendly goa.1 condition.

Thus, the story-telirfig ihstructions gave setting, Goal,and Consequence

information.that had to be included in the story,and the probe questions

directly requested content that could occur in other categories of the epi-

sodic structure of stories and social events. Reasons foresetting the goal,

or Motives, typieally occur at the beginning of a stdry and convey initiating
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Event information. Motives arp causes of goal formulation. Actions, or

'Attempts, convey information about hoiw the.protagonist solves the 'iprobleM

that was set up'In the Initiating Event. Attempts are causes of goal attain-

meot, i.e.,.the means to the end. Conditions that mighirprevent goal atttbin-

ment, or Obstacles, typiciilly occur as the Consequence' of an actiooh and often
r.

lead.to additional Attempts to meet the,goal. There Is, therefbre, a causal

relationship betw'een Information in each of these three categoriesand either

\. the Goal or the Consequence or the problem solUtion. The selection of these

specific ca4sal relatiOns and the rationale for the form of the interview
,

were based on analysis of previous proposals regarding problem solving (e.g.,

Klahr, 1978; Simon, 1970 and on previously reported developmental chan4es in

the form of children's,verbal narr.:ations (Glenn & Stein, 1979; Menig-Peterson

& McCabe, 1978). ./

.Ten boys and ten girlS at each of three age levels (6, 9, 12 years) were

interviewed. The rationale and,additional procedural dloails are more_ fully

described -th Goldman (1978). The interviews were tape reco ded and later

transcril;ed. A content analysis was then dowon-the infor tion in the proto-
,

cols. The ahalyais of the protocol content involved classi ying the statements

in each ch4ld's protoCol_into a number of categories that r present different

aspects.of problem solving in social situatiors. The categ ries should Kr

under;IMErd as plauSible classes of conceptual knoWledge rel ting to gval

attainment in realistic, eve'ryday situations. The categori s that.were used
1

"10 .

to classify Information about friendship are shown in Table 1. Three rirjor

classes of information are represented: information about heprotaqonkt,

°)2
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ibout the role other people, and about aspects of the external environment.

Within the-se major classes, a number of component categories were distinguished.

(
Insert Table 1 abodt

7
here

As can be seen in Table 1, the first major class i; Protagonist's States

and Actions.. Statements from the children's protocort were classified into

one of. the categories in this class if the statement described the protag-

onist's, i.e., the child's, internal states or ov4rt actions. The categories
k

distinguish among types of internal states' and specNic overt actions. Four

internal states were distinguished physical, affective and emotional, situ-

ational, and attitudinat. Statemen s were classified as situational states if .

they described other goals and ongoing activities that were concurrent with -

the friendshi4 goal. Statements were classified as attitudinal states if they,.

described feelings and attitudes toward friendliness, toward prospective

friendship objects, or toward anticipated outcomes of being either friepdly

or unfriendly. Examples of each of these are, respectively, "It's nice to be

friendly,u "She looked like-a nice kid," and-"(1 wanted to be friendly) so

peopl-e would 1 ike me." The specific action category covers statements that

describe friendly' or untritndly-Overt actions, including both direct actions

and virloal acttons. This'category represents specific ways to be friendly,

e.g,, hAping, shat'ing, playing, telling that you like him, or unfrfendly,

e.g., hitting,.not helping, ttasing, callirknames. All of tt)e categories

in the first major class refer to some aspect of the child's own rote in the

friendship situations.

The second major class refers to the role of other people in friendship

situations. Statements from'tt4 children's protocols that referred to the
2 3
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ways in which pther people were involved in the friendship interaction were

classified into this major class. In classifying statements. into this'class,

no distinction was made among statements that described the direct actions,
.

the verbal actions, or the int'ernal states of others. Rather, the categories

within thils class distinguish among the type of person that was involved.

The first category refers to the role of parents and family members. The

second category refers to the role of people outside of the friendship inter-

action andoutside of the family. Peers not directly Involved in an inter-

action can still have an effect on the protagonist's behavior. A statement '-

iAlustrat.ive of this component is "(I eidn't play with her) becad*e'my'other

friends would laugh at me if I did." Statements that referred to the role of

the person, di.rectly involved in the dyadic friendship. interaction, the friend-

shif;$' object, were classified intO the third category, e:g., "(t couldn't be

friendly with him) because he alrays hit r*,"' and "He was nice to me." Note

that if the'child's statement referred to a group of friends with whom he Was

interacting, the statement was classified into the category of Role of Friend-
.,

shiT Object, e.9., "My friends wanted me to play ball with them." The second

major class, then, refers to the role played by other people. However, the

child and these othee people exist in some environment,and the characteristics'

of this environment also affect friendship interactions.

The third majorclass refers to the role of,the environment. In order

forla.friendship interaction to'oecur, the envEronment has to be,conducive to

such an interaction. 4he categories within this class distinguish among the
114.10.00,

availability of different types of environmentai resource. Seatements that
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referred to the presence or absence of potential friendship Objects we.re clss-

ified into the categor l'y 'Availability Of berson toe friandly.with... A example

statement is " ere were lots of kids my age." )Furthery4re, the childis attempts
,

to meet: a new person 'were also scored in this eategory, c.g:, "I asked h'm his

name," and "I said 'Hi'." These statements are.similar to previous reports

of One types of actions children propose as ways to make new friends (Gbttman,

Gonso,8, Rasmussen, 1975). The second category, Availability of a basisfor

friendship interacton, refers to'statements th describe an #wareness of

the need to agree,on a common activity or attempts to establish a common
4

interesNr activity. Examples are: " I. wonted to be friendly with him

because we both ltke to play football," ancl'"I asked him if he wanted.to play

what. I was playig." , The final category, Avaielabilkty of a common location,

refers to the fact that the participants in an interaction must be in proximity

to one another, e.g., "I went up to his house," and "I called my friend on

the telephone."

To reiterate, these categories represent ditterent opgcts of 'problem

solving in friendship situations. Children's knowledge bf,these aspects of

friendship was inferred from the results bf classifying the statements in

their protocols. Reliability in sco.ring che.profocol statements was"90%

(Goldman, 1978). Once the.statements were classified, two questions were of

primary interest. The first question was whether there were developmental

:differences in the content of the knowledge base, i.e., in he set of cat-

egories of knowledge associated with friendship. The second question W35

.vhether there were developmental differences in the brgazation of the

25 q.k
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knowledge base, i.e., in-the-type(s) of causa4'i-elation associateckwith a

Particular category and the goal situation.

In O.rder to address these queStions,the results of the statement classi-

flcation were summarized (scored) in two ways:. To answer questions associated

with the content of the knowledge bake, a child received credit for a particu-

lar category,if it occurred during any part of the interview and the causal

relation of the category to the goal wa's ignored. The Causal relation was

considered when the organization of the knowledge base was examined.:7. For

example, a child could'give the statement "I like him" a/ bOtha Motive for

being friendly and as an Ob-stacle to not being 6-i,hdly. For pUrposestof the

knowledge base content analysis, he received the same credit as a child who

gave the statement Only as'a Motive for being friendly. However, in descrrb-
,

ing the organileation of the knowledge base, the first child rece,ived'credit

for both Motive and Obstacle,relations while the second child only received

Motive relation credit.

Content of the Knowled9e Base for Friendship Interactions

.A knowledge base is'the,.set of informakion that an indilidual has.acquired.

A particular child's knOwtedge base for friendship interactions was destribed

by the set of Categories of orIceptual knowledge that was inferred from the
\

f

classification of his prOtocol statements. .'1Within each grade, certAin cate-
,1

goriO were present in the knowledge base of at least. 90% 6f 18 of the children.

These were labeled Core cattgories. Other catego:ries occurred ih less than

80% of the children's protocols and these were labeled NOn-Core categorilts.

`)6
.1
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One way 141' talk about the content characteristics_of the knOwledge base for

each age group is to consider those categories i# the Coee subset and those ,

.in the Non-Core subset. The Core subset is A highly frequent Pattern of in-

formation within an ege group. By consi.derina,the co-occurence of Non-Core

categories with the Core subset,'we can augment the descriptioff of the set
4

of information that &)nstitutes the knowledge base for an age group. Develop-

mental cha es in the knowledge tiase can be described by compai.ing Core subsets'

a.nd.Nbn-Core su6sets_across age groups.

The knowledge base 4or friendship interactions'for each age group is

shown in jable 2. Developmental changes in the knowledge base were elabora-

tive and systematic. The elaborative nature of developmental chariges is illus-

trated by the categories in the Core subset. For the oldest children, the Core

subset includes all of the categories that are in the tore subsets of the nine

and six year olds. The Core subset of the nine year ol4 includes all the

categories that are In the Core subset of the six year olds. Within each age

group, Core includes the Protagonist's specific actions, hi Feelings-About the

friefidship interaction,and the Pole of the friendship bbject.' Withir:the

tloo groups of older children, Core also includes Unformation about the Availa-

bility of a common location i e of being in.proximity to someone to be

friepdly with. Only with the oldest Children does C re include information

about establithing a basis for a friendship Interact' n, for example, "1

ske him if he liked to play. football." This implies an increased awareness 0

oi the motion that shafed,iptaresn facilitate the establishmint of friend-
!

ship and that the interests of hers may differ from those of the self.

a.
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Younger children may know that you play with a friend but are less aware

of the need to match or establish common interests. For the oldest children

Core also included the Protagonist's situational state, i.e., other goals the

protagnist has and Other Activities in which the protagonist might be engaged.

This implies increased awareness that friendshipmay conflict with in IndvF

dual's independence.

Insert fable 2abouther e

The Core subSet. represents the information that most children within an

age group have acquired. Wtat most older children know about friendship was

ound to be additions to what most younger children know. The acquisition of

4
heseodditions seems to be systematic. This is illuAtrated by the likelihood

that a Non-Core category co-occurs with the Core subset, reported in the lower

half of Taple 2. The.critical data is th t'the most frequently co-occurring

Non-Core categories within each of the youn groups are precisely those

categories that are part Of the Core subset for the next oldest group. 'For

'example, the Core subsets of the ni-ne and twelve year olds differ y two cat-

egories, Availability of basis for friendship and.Protagonist's sitUational

state. For the nine year olds,#the probability that each of these categories

'co-occurs with the Core subset is .74 and ..68, reipectively, and higher than

that probOlities associated with any of the other Non-Core categories. Simi-

larly; the difference between the Core subsets of the nine and six year olds

is Availability of common location. For the six year olds, the probability

ii .61 that this category Will co-occur with the Core subset: Thus, the

acquisition of know/edge about friendship interactions seems to proceed in

systematic es well as an elaborative fashion.

2 8
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OW firial aspect of the developM(ntal changes in knowledge base content

has implications social skills training research. Within ap age group,

'individual differences among age mates decrease as age increases. This is

illustrated by the changes across age in the number of categories that meet

the criterion for Core. information. This point is further illustrated by the

presence of a smaller range in the cO-occurrence prbbabilitifs associated
1

with the Non-Core categories for the older age-41roups. For ehmple, over 60%

of the twelve-year-olds mention the same information,. with the exception of

Protagonist's physical state. In contrast, there is much less agreement amo0
/

.

theyoungest children.? range .17 to .67. What, a younger child kliows &Tout

friendship would seem to be hess predictable than what hn,older child is

likely to know. A relationship between differences in conceptual knowledge

about friendship and differences in popularity might be more likely in younget
4

than in older children. Asher and Renshaw (in press) report that certain
A

social skills training procedures have been effective with younger but not

with oldei children. A possible explanation of this finding Is that the cause

, .

of isolation or low popularity for younger children is different from that of

older children and related to changes in variability in the knowledge.base.

Older children, regardless of popularity orlsoleton, may share he .same
/

knowledge base fo r. friendship while for youngerchildren*differen es in the

knowledge bare may be cor'related with dif4rences in popularity. An appropri-
,

, ate focus for social_skilis training with older children might be on the

utilization of knowledge In different group contexts -(see Putallaz 6 Gottman,
F

29
4-re:
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In press). .-A more appropriate fOcus witb younger children may be on the

acquisitj'on of knowledge about friendship.
4

/ ipowever, as we noted PrevjouslY; optimal intervention requires sped--

fitation of what tlie child knows plus the specification of how that informa-

tion is organized. The orgbanization of informati66 in the knowledge base for

friendship interactions describes tha relevance of the'various categories of

knowledge to three aspects of friendship) (a) Motives for being friendly or

unfriendly, (b) Obstsclel to being f.riendly, (c). Attempts!or ways to.be friend-.

1%r unfriendly. As discussed above, descriptions of information organization

may l.ead to better undersiending of children'S comprehension of actual'social

.events and storieabout soCial events by allowing the predittion of the

types of cohtentsand evaluative inferences-children will make.

#

Orr)el(ro_i_4mizationofttqledetiasefor.Friendship interactions

During the comprehension of episodically structured information,children.

_must:frequintly make inferences about why -particular actions occur. Our

aisumption is.that a 1:)rima.c.4. source for making such inferences ts the child's

,pmelvie5144, akammJc41,4- kno4I tdge about tTle.event, Inc luding what he knows about
. .

-

.

the reasons for formulating goals, ways to achieve pacticular goals,and condi-

tion4 that might prevent goal attainment. Developmentrl differences in infer-
,

intlirreasoning may arlae from cilfferences in tiie way the contents of the

knowledge base are organized as well as from differences in the contents per

se. Ore way to talk about the organizatron of the knOwledge base is in terms

of the causal relation associated with partiguiar content. o dman (1978)

3 0
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,examined the previously discussed content categories In terms of three causal

roles in friendship Interactioms: (a) Motives ore causes of goal formulation.

(b) Attempts are causes of goal attainment. (c) Obstacles arediauses of fail-
-

ure to attain the goal.

N.
There were differences in the categories of information associated wi0T-

\

each causal relation., -These differences are informativq_ Inithat they describe
Okb. 0

children's exPectations about the content of Motives, Obsta0es, and Attempts

involved in friendshlp interactions. The mean probabilities of associatingI
each category of information with each causal rbiatrOn are shown in Table 3.

Protagonist's physical, emotional,.and situational staite:1 and his feelings
I1

toward the friendship interaction tend tO motivate goal formulation) are

occasionally Obstacles to goal attainment, and are rarely asiociated with

Attempts to 'attaip the goal. Not-surprisingly, the Protagonist's specific

actions ere always associated with the Attempt. the role of other people in \

the friendship interactions yaries wi hthe identify of the'other. Parents

and family members are associated wl h motivating conditions Oile non-Oad

others (peers not involved in the p rticular interactions)'are associated

with both Motive andObstaCle rolattons. The friendship object's role is

associ.ated withall three types of causal relations. Finally, the\ole of

the environment is associated lrrt exclusively with Attempts to 1:4 friendly

't

oe..upfelendly.

Insert Table 3 about here

Thus, children's view of their own role in a friendship interaction is

4 4
.that tt)eir owo thoughts And feelings tan motivate them to be friendli or

,
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unfriendly,and there a-re S'pecific actions that they can take to mccomplish

their goal. Few children see themselves as catising there own failure. How-
%

-9;°4 ever, the friendship object is seen as a potential Obstacle to goal attain-
.

ment% In addition, the frienct,eyip objec't shares the motivating and Attempt

role that the child associates with himself. People outside of the friend-

ship ipteraction are seen as motivators of friendly or unfriendly interactions

and asObstacles Ao the child's goal attainment. FinallY,.Attempts to attain

friendSbip interact,ions involve satisfying the environmental conditions of

friendship.

One other aspect of these data is of particular relevance to social

skills training 'research and attempts to train problem solving skills. There

was a great deal of consistency within the sample with respect to the types

of infOrmation associated with causes of goal attainment. In contrast, there

was a great-deal of var'iability in the types of conditions ihat were seen as

Obstacles to goal attainment. One indicator of SQC181 adjustment is the

number of alternatives children produce to solve a particular prot;lem (Spivack,

Platt t, Shure, 1976). ` However, Ladd and Oden (1979) have not found a posi-
.

tive relationship between the number of ways children neport to be helpftl

and soCrometric ratings of populaYIty. The present data indicate that there

may b* potentially imPortant individual differences in the nature pf antici-

pated.Obstacies that would make alternative solutions necessary in the-first

piece. It may be that the ability to foresee potential reasons for failing

to be friendly or popular 10; more important predictive factor than ls thy

ability tojist a numitoor of ways to be friendly.,

32
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In general, developmental differences in the organization of knowledge

bases for friendship interactions were associated primarily with the number

of different categories reportted for each causal ielation. These data are

shown in Table 4. The youngest children associated fewer categories of Anfor-

.

mation with each type of causal rellttion. These resUlts imply more variability

in the content of inferences made by older children than. by younger children.

Furthermore, children tend to associate a greater variety of information,
1

i,e., a lai-ger,number of categories, with Attempts to be friendly or unfriendly

than with eithe+ Moiives or Obstacles to.friendship interactions. This ten-
t

dency'appears to decrease with age and indicates that older childrenexpect

as much variability in Motives for friendship interactions as in Attempts to

be friendly 9r unfriendly., The implicatidn of this result is that older

children may be able to under3tand the behavior of others In a greater range

of situations than younger ctaldr=en.

There were few devitlopmental differences in Aich categories of infor-

matiOn were astocieted,with each causal relation. These results show that

known categories play a sImiler causal role for children Of different ages.

DeVelopmental differences in understanding friendship interactions arise more

'from differences in knowledge base content than from differences in organiza-

tion of_knowledgeibase content. -The knowledge base-for younger chlidren-con-

tains fewer information categories than the knOwledge base for olde.ribChlldren...

Rowever, If a category is In the knowledge bAse, its causal role is che some,
0

increases in children's knowledge of the information categories relevant to

/- r4" t 414+.
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1

friendship interactions reflect a more elaborated and complex understanding

of friendship. This development allitis the understanding of friendship ,

behavior across a greater variety of people and situations.

41) Summary and Conclusions

We have attempted to show how models,of,story comprehensiob and models
\

of problem song 1%social situations are consistent with the same theoret-
a

ical perspectiye onsthe nature of the understanding process. ap,th domains

share the assoMption that actions are understood to be intentionally based,

and that compe ent(c,omprehension within each dodiain requires the construction

of causal infeence's among-events, The episodic structure of events was dis-
.

0

cussod as ecoOmon link among, research efforts in story comprehension, social
I . N
,

cognitive deve 'opment,and social skills training. Funthermore, we pointed

out the importance of assessing children's conceptual knowledge of problem

situations.solving in social' This knoWledije is the source of the child's

content and evevative inferences during comprehension of-stories and actual
( .

social events. Tinally, we discussed some research aimed at assessing develop- -

mental changes 14 children's conceptual knowledge about friendship. Changes

in_she content ot:the knowledge base were systematic and-of an elaborative .

,

,
nature.- ThiS type_of research methodology and content analysis seems to be a

useful approach' tri describing childFen's knowledge.' Furthermore, this type

$

of approach can potentially lead to prediCtive models of comprehension that

ccouat foe developmental and individual differences in the.U6derstanding

problem solving behaVior$ wbether that behaviot ocurs in stoties or in every-
.

day social intei-actrions.
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Table 1

I.

Causes to Conequences

Categories 6f information about Problem Solving

In Friendship Situations

Major Classes and
Description

PROTAGONIST'S STATES AND ,

ACTIONS

Statements that convey
informa ion about the in-
ternal frtates, cognitive
actior, verbal actions,
and,4lréct actions of the
protagonist,.

" II. ROLE OF OTHER PEOPLE

Statements that refer _to
the involvment of other
peoplerin the friendship
situation. Component
categories specify
classes of other people
that childrens state-

, ments referred to.

ROLE OF ENVIRONMENT

Statements that refer
to the nvironmental
vailability and access*
!Witty of resources,
including objects, a*ti-

-vities),Instrumentsieend
, locations necessary for

goal attainmeht.

9
Categories Within Each Class

and Examples

A. Physical state--tirednliss; sleepiness;
hunger; thirst.

B. General emotional state-anger; fear;
shame; happiness.

C. Situational states and ongoing activi-
ties--I was watching television; I

Want to be atone; I have to do home-
work.

O.. Feelings about friendship. the friend-
ship object, or about antiCipated out-
cbme of attaining like him;
So I'll have a friend.

E. Specific actions and skill state0Jor',
attaining the goalpraying, helping,
hitting.

I. 1
A. Role of parenWand famliy members--

Mom said to play with him; Mom didn't
like thls kid' so I couldn't play with
her.

B. Role-of non-familY, non-dyad others--
My other friends teased me when I

played with the new girl.
C. Role of FriendshiP Object--The Aid I

wanted to be friendly with wouldn't
share his toyt; He didn't like me.

. Avail4bility of person.to,be friendly
with--There were no kids around.

Of basis for" friendship
interaction--We couldn't agree on
what to do: We decided to play mono-
poly.

Availability of common location for
InteractionI went up to Kis houSe;
I covidn't go to.the park with the
other IOC's.



Table 2

KnolAedge Base for FrCendship Interactions
1

for Each Age Group

Categories in Core Subset

Age Six

Specific Acxions
Protagonist's Feelings about Friendship
Role of Friendship Object

A

Age Nine

SpeCific Actions
Protagonist's Feelings about Friendship
Role of Friendship Object
Availability of Common Location

Age Twelve

Specific Actions

Protagonist's Feelings about Frtendship
Role of Friendshtp Object
Availability of Common Location

.Avai.lability of Basis for Friendship.
Protagonist's .ituational State

tategorles in+ Non-Core Subset

tategories

Protagonist's States
Physical

General Emotional
Situational

Role.of Other People
Role of Parent and Family
Role of Non-Dyad Others '

Role of Environment
Availability of Person
Avallabil.ity of Basis fOr FriendShip
Aballability of Common Location

PrObability Of Co-Occurrence with Col-e

,
Age Six Age4lipe Age 14eive

.11 .21 .31

.17 .58
.68. Core

P

.33 .63

.33 .26

.61 .32

.39 .74

.61 Core

. 63

.75

.63

Core

Core

44 45
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Table 3
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43

Mean Probability of Motive, Obstacie,and Attempt

Relation fox Each.Type of Information

Categories Motive: Obstacle Attempt

5
Protagoniit

Physical State )0 .78a/ .47 a
.00

General Emotional State .89 .28 .03

Situetion State .74 .50 ,I4
Feelings Toward.Friend-

ship and Friendship
-Object. .95 .57 .12

Specific Act4o61 .03 .00 1.00

Role of Other People
Parenv.and Family Role .64 .50 .06

Non-Dyad Others' Role
Friendship Object's

.47
,

.64 .00

Role .71 .68 .98
t

Role of EnvIront'n4mt

-.-89
4'

'Mailability of.Porson
to be friendly With

.36 .26- , \

Availability of. BeSJ!
for Friendship

..04 .18 .94

Avellakilliy-pf Common .00 ' 713 .97
toCation .

Note. Maximum frequencY of occurrence is 60.

Frequ*ncy of occurrence < .15.

2

f.

-1g
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Table 4

Mean Number of Different Categories Mentioned as Motive,

Obstacles, or Attempts for Each Age group

Type of Causal
Relation

Age Six

Motive 2.7

Obstacle 2.1

Attimots 3.4

=0
Age Nine Age Twelve

3.4

2.8

4.3

\

3.0

'4.6-

6 \ 4 7
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