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major theoretical perspectives andrempirical research on children's
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findings of this research are rela to questions that educators and
parents may ask as they observe’ ‘peer interaction in the classgooa
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for children's social experience in the school and at home are
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section, the role of adults in the development of children's peer
relationships is reviewed according to available evidence, and‘\lf\
methods for supporting and instructing children in peer relationship -
development are discussed. Various types of curriculua activity are .
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especially those relationships between chiquen of different ages,
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. 4 .
dren become acquainted, share common experiences, /‘coordinate activity
h & - ~r RS-
and get a ng with eackh éther amid a variety of circumstances and ox?ler ~

i

\

- PEER RELATIONSHIP DEVELORMENT IN CHILDHOOD . *

»

Several .children are playing in the sand-’

.

There

The preschool aplayground.

There are some giggles of fun. ' Fromn the

. box.. are some cries.

. sidelines, the ad'ults watch. Children’ s relationships with p\ers--whe:hor

wr;é acquamtances, fruends, classmat,es, or adversar:os--a(e lmpor‘tant

\

mfluences in chlldren s devglopment

.in chrldrens peer re[atlonshlps

The mfluence_o. parents and educa-

tors is more limited than in any other
developrper)tal context; the adult can only observe, quxre, and wait to be
] \ )

The peeF‘ relatsonshnp is thus the most mdependent sphere in

N

Perhaps th:s, is onef of ‘the reasqns why it is so
: ‘ P

"cohsulted.
the child's development.

fascinating to consider; so critical to undersfand itsvSIQQYficance on chil-

) - . - ‘ . v
) .
dren's development. - ) _ .

Researchers of child development have often .acknowledged that peer

.
“interaction is an important parf~3f childhood but only recently have these

]

time . -

<N

Accordingly,

the main perspective taken in this paper is that peér]_"

researchers made strides in ‘outlining the major processes by which chil-

*

kN

R

r‘elatlonsh”ps in chlldhood provide more than incidental socual»expememces

~and constitute soc:al contexts beyond those in the fa(mly
P
chlldrens development contmues to -progr‘ess" as

“In the context’

of peer' relatuonshlps,

4

children expand othelr experuences "and mcrease their knovledge Three.

" The

major dlrectnons in this rese‘arch are examined in this discussion.

“\ )irst section ’of~ this Chapte_r provides a review of the -major _fheoretical
) perspectives and’ empirical research on children's peer relationships in
% S - . ' .
‘ child develo}:rﬂent. ‘In the second section, the findings of this research
I v
‘ v
. Q ‘? :
EMC o ’




are related to questions that educators and parents'may ask as_they ob-
r Y

0
H ’

serve peer interaction in the classroom, home, or nelghborhood. Through- -

‘e § Pauned
out these two SeCtlQlL) the lmpllcatlons for children's s9[ial exper‘ie'nce in-

the school ‘and at home are dlscussed and future research dlrectlons are -

proposec%" ln the last sectlon,, the role of adults in the development of
>

children's, peer relationships .evnel red accordlng‘ te avallable evndence

and methods for supportlng and ms.tructlno children i peex r latl.onshlp

deylelopment ane discussed. Various typgs of currjfulum activity are then.

ex-ami_ned' for.their ’potential influence on pg€r relationships, espgclally

those ’relationships between. children of different ages, racei, sexes, and

abilitiess . ' ] v

THEORETICAL PERSPECTIVES/ON CHILDREN'S. PEER RELATIONSHIES

There is.no sungle theAcal model that provides a*description of the

. : \ .

crltlcal elements and pr esses in chlldfen s peer relatlonshlp developmant.
Although Tl\tb mo els to bt dlscuslsed here are based on major. chlld

development theor' s (social learnlng, cognitive develop‘lental and - social

contextual) they differ in their fundamental assumptlonj aloout the origin, -

nature, and/éoorse of human development. Each model’, ‘however, offers a

’ ¢ Q
Vlewpomt/’on children's peer re'latlonshlps that n}ay constitute either a

chall»en/ge or conflrmatlor}, of our ideas as educators, -parents, pr research-

ers//Thls sectlon of the paper examlnes a selectlon of these models in

.

t s of the followung questlon What are the soclal condltLons (the actlw
ies and exper:ences encountered _by- the chlld in the famll‘y, nelghborhood
and schools)~wh|ch appear to lnfLuence "social, cognitive, and Ianguage

4

devglopment in chlldren s peer r'ela'flonshlps?

}




Social Learning . . : -
' e &

‘The ’ma}or>/theoretital posgtion of ‘the social Jearning perspective is

that',ghildren fearn to seek, engag'g in, and benefit from peer relations in

7

. : / .
the family, neighborhood, and schoal through reinforcement and imitation.
. v . - ’ e . / +
In addition, * some . theoriests (e.g., Bandura, 1977; Parke, 1970) have

pointed to the im'portance of conceptual modeling through diréct or indirect

instructions. 'According to social iéarning theorists, children are thought

. [ 3 . P .
Yo initiate peer interaction because they are reinforced for doing so by,
4

. ) ™ ' -
adults, have viewed other children interacting, have geceived promgts or
“instructions, or all of these. Agparent or preschool teacher.may often say

to a yoﬁng child, "Go or{r, say 'Hi' to Billy" or "Go over and show yoOf
N . / ' "-
friend Alice your new toy'" or""Good! - You're' such a .friendly boy (or

gir‘l),“' or when a social attempt is ig'nor'e’g or rebuked .by a_child's peer,

“"Maybe he'll plgy with you later" or "You should let Alice play with the

L 4

toy, too.”\:ro’ parehts and teachers such,commentaar'y,' feedback direction,
encouragement and empathy is most often a spontaneous part of{onver‘sa-

tions with children.

C\mldr‘en‘ are thus socialized to enter infq and maintain peer'inter‘ac-

- L]

. . L] -
tions and to form friendships, and adults have some-influence on that

broces&., As chitdren's peer contacts first ?egin, parents and other,care-

3
[ ]

giver}_are in close proximity--most often on the periphery such as the
same room, -the kitchen, or the porch--and are available for giving . atten-

. . . . * e
tioh, reinfor'cé’men{, suggestions, discussion, and if needed, direction and
' -

intervéntion (Ainsworth, 1973). Infants with more secure attachments to

»
parents, compared to those with less secure attachments, have been found

at age 18 months (Easterbr‘ooks. & Lamb, 1979) and at 3% years (Waters,

\,Wi\ppmg\, & Sroufe, 1979) to be more responsive to peers. a .
L] (\ . - I ‘
' . N 7

N\
<
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.
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In preschool, “kindergarten, and primary school, children interact in

» -‘ - ’ ! ) >

larger peer contexts with increasingly less. agult presence. As vyet, luttLe
. r .

research is avaﬂabie on how peers in these contexts socuahze eack other

cofn‘pared to how adults socialize children’. For ex;ample, Shatz and Gelman

N - i

(1973) found "that-in _mixed age. peer in‘teraction,%the 4-year-old c':hjldren

modified the structure of their speech in order to communicate more effec- -
R .

. . . l 4 " . *. .
_ tively with younger children (2-year-olds). Mangione (1981) found a

similar pattern amomng -dyads of 5- and 7-year-old-children Over the
-

. course of the elementary school years, chlldren also increasingly base their

self evaluations on compartsons with characternst;f:s of* their peers.(Ruble,

-

Baggi’ano, Feldman, & Loebl, 1980). Evidence from several research pro-"

grams indicates that- peers also socialize each other in sex role behawor

)

(e.g., Dweck & Bush, 1976 Lamb & Roopnarine, 1979)
‘ Further research is needed on the content of chlldren s interactions
) - -

in order to clar»fy to what extent children's interactions provude/unlque
contributions * to _their® developmental changes, or simp'ly reinf‘orce their
already .acqu»red behavuor To what extert, for example does a child's -
‘newt soc»al learnmg extend beyond the fam;ly--the primary instrument of
socual»zatmn” Peers appear “to’ ﬁrpwde each other with add&t»onal sources

of »nformatnon and example parfly because they are not, strictly, speaking,
i
at that same Ievel in every r:espect Fer example, .two chnldren may differ
r

v 3 .

in ag,e,;sex, ability or |ntere9t and* thus repre'sent resources not likely. to
a . . N

|
! N

be available irn a given child's own family. The peer glroup is thu‘s

'thought by Hartup (19%8) and’, others to expand‘thé child's socalization.
i

[
--Sintce peers |nteract over: tIme and with increasing ;ndebéndence from

adults, -and share’ commbn terrrtorles (the sndewalk \schoo(yard class-

room), they are’ also lnkely to develop thetr own unique s‘tandards and

se b I -
'
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expectations for social behavior. Ladd and Oden (1979) interviewed third- .

" and fifth-gracj'ers on how they would help a classmate who was being made
’ * toe .
fun of by'pee'r's, being yelled at by a peer, or havipg a schoolwork prob-

lem. The cbildreg were 'also asked how they would help the classmate

r when he or she was alone and still unhappy after such events. Many of..

the helpful strategies most ofter- suggested by children appeared to differ
from the kinds of- strategies :adults -might ‘récommend. For exémple, for

esituations in which other peers were present, adults might recommend

" moralizing strategies, - "I'd tell those. kids that it's not nice-to do‘that," og °

" negotiate-mediate strategies, "I'd talk to that other kid to'get' him to

stop." "Howev‘er‘, children in this stud)} infrecyently mentioned $uch

'strate‘gies.. Rather, order-command strategi'es were frequently suggested,
k»“I'd say to those Kids, 'Stop it!' "" Instruct strategies were highly, fre:

. . . ) <
quent for both-the peer group and "alone with the classmate™ situations. .

N . ] X . .
These strategies-included direct instruction on how to tell teasing peers to

+ "cut it out" or the yelling peer to '"bug-off"; an explanatign of what to de

next time; and a demonstration of how to solve a schoolwork problem. . In
LS o
this study, children who lacked knowledge of which strategies were appro- .

' priate, according to peer standards, tended to be less liked by their peers
as indicated by sociometric assessment\ Isolation or rejection by p'eersl

-

Y .
may, in part, result from a lack of socialization from the peer group or a’

child's reluctance to participate or cooperate'with specific peer norms. '

. > ‘ o
Overall, social interaction.-and relationship skills, from the social

L. s E . - . )
learning view, are developmenta'f “fn that they become more extensive and
. o« : . .

As children have increasing oppor“tunities to interact with particular. peers,-.

1 ]

. - e ,
they préfer the company of particular peers. Two children may thus seek .

complex over time as experience ‘and Iear‘mi’g diversifies and increases. '
A . < N

L

4 .

~
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¢ . ways to increase the \freqﬂency or extend the length of .time with each
other, or in the course™ pf mterac-tmg, they may simply ex;')erience
stronger positive feelmgs and/or more ease in revealing thoughts and

feelings. In "this way each shares his or 'her individuality and a friend¢ -

ship relationship is thought to dev,élop. According to the social learning . *

- perspective, these friendships should provide the opportunity for recipro-
- . cal positive reinforcement, modeling and instruction. Hartup (1978) has

. pointed vou.}[ that these relationships appear to be characterized by their

reciprocal nature; that‘ is, eacH child provides a similar degree and/or

¢

" ¢
type of positive retnforcement such as affection, encouragement, sympathy,
* - L)
and help. These peer dyad contexts shoeuld provide more intense socializa-
Jtion‘opportunities and at the same time, due to the element of mutual

A affection, should allow more room for the expression of indivi‘duality, thus

a
R
. ¢

constltutmg an unique opportudnity’ for peers to learn from one another. If
a ch»kd rgd only one fr»end while of great value, in the absence of ‘other

) positive ‘peer mteractnon, thns could be too limited an exper{ence in peer

relationship development. On the other hand,/lt mrght be that such a

N relatlonshlp serve,s to launch each child -into adgstnonal peer relationships.

B
1".

. e Socsal Cogmtnon . .
~. N . . - ‘

lnsplred largely by the cognitive theory of Piaget (1932), some re-

P searchers have focused on how chlldren strycture the social world an\d t\ow

2

they understand or construe what they observe, learn g{oout, and experi-

’2(. ence. In thisagi'ew, it is the’growth in sagial thought that marks social
L 4
developmental achievements. This progression is viewed as ngresenting

b -
qualitatively -dnfferent stages or \evels in one or more social- cognvitive
domains such as the growth. of the ability to know ‘other persons (e.g.,
. G\ '
. Peevers - X /Secord, 1973), the ability to distinguish one's own perspective
SE ‘ '} -
. PN b ) ; .
o~ ,,-"’/ ; ‘ 3
v . - .
u 13
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v ‘

from that of another* (e.g., Selmah, 1981), thé ability to distinguish moral

from conventmhal probiems (Tur‘lel 1978), and knc;wledge of the interper-

) : - [ .
sonal worlg (Youniss, 1978). ¢ : - -

+

Acc’ording to an ‘inter‘pr‘etation c')f- Pf{get's writing (1932') by Youniss

(1978),. “Inter{per‘sonal relatlon: are the topic of sbc:al ‘tHought"’ (p 214)
Acg:or'dmg to this view, soclal knox'vledge is mte"actn\te and' consists of
diffe;'ent kinds of relafions that become known through inter‘per"sonal
‘exchanges. .Thus a child Iearns of authc;r‘lty relations in mteract‘on with
parents, teacher‘s, and o}her‘ adults and Iater, through interactien wnth

.. peers, of" equal:tatusmelg,‘.:ons m-which rules are establsshed by coopera-
< 7 tive 'agreement amoné ‘e(;:fals Youniss more specifically proposed that
- Social mteractlons are functlonal relatlons and- may be under‘stood by
studying how mteractnons oper:ate. ”Inlter‘actlons serve to: (a) establish &

Y

relation; (b) keep a r‘elgtion goin;;; (c) correci a r‘elatip'h’ whé'n it goes’
awr'y,; (d) intensify a relation; (e) ter'r'ninate a relation; and (f) change a ‘
relatio® from ome mode to another" (p. 221). Parficular behavioral actions
_ may. var'y across these types of r‘elataons or within a given type, ye‘t it is
the growth in understanding of social pr;esses fhat is the important focus
here.’ . ' . | \ -
"Chilc‘:l'r'en increasiggly appear to gain knowledge of ht‘.gUo cor:str‘uct‘
social‘,interactions wiﬁpeérs; they_lear'r; h'ow social interaction progresses
and hov;/ to coordinate activity with others.. Youniss and Volpe (‘197'83
s ga-ther'ed data by jnterviewing chil Jen 6- to 14-years-oid on\the spbject of
'" i hﬁ%ﬁendshnp relations are formed, maintained, ty'eatened repai;ed and

termjnated.: These data indicate that wnth tlme, experience, and develop-

ment, children's understanding of a friend r‘elatlonsmp changes from one

F—




\ : _ i . .
based on the sharing of physical activities, through the sharing of ‘re-

L 4
sources, Bemg kind or nice to each other, espedally when in need, to one

based on a unkue match .of twd dlfferent'personalltles. It may be help"f‘ul

. . p
fod teachers, and parents to. consider that the child's definition of.friend-

v

.ship may differ from the adult: view a'nd"yet to realize that ‘the c\hiid"s
understanding is constantly undergoing exploration and rei/isiorj‘.-
. i . .

children's conceptions and acts of distributive justice

For example,
\ & N . -

among peers, commonly referred to as the process of dividing materials,
) R *

space, and time were irivestié;ated by Damon. (1979). Findings in?jicatved an

increasing ability among children to establish a fair method for the distri-

bution of aoods (for example, candy) évep when a simple, equal division

was not possible. Children of elementary School ages are less likely than

preschoolers to keep"m'ateri'al goods just for themselves, while older chil-

dren are more likely to divide resources'by some reasonably fair criterion,

LI

which child tries harder.

4

in experimental

for" example, This developmental, trend was

s in iriterviews Studies also

mdlcate tha'c chlldrerr who have persistent difficulty in fair distribL{ion are

f'ound sntuatlons as well

likely to experience more pee,r COﬂfllCt X -
} -~

-
behavior and moral

Children \ppear quite early to dlstmgmsh socnal and conventional
.

)
issues. Turiel (in press) argues that social develop-

3
" . - M . .
mental progress does not'necessarily follow in a uniform pace or dlrec'tion;

some domains may develep rather early and remain llttle changed ine any .

N

fundamerital sense whereas other domains nay undergo contmual change
In support of this,

- friendship-making proceés, such as ego reinforcement and sharing with

others; may continue.to be important expectations of friends as children -

develop; other behaviors may' not. Similarly, data from several

3

Bigelow (1977) contends that some aspects of the,

studies

*

.
*




indicate that as children develop they become increasingly aware of psycho-
et ’

: logical dlsposmons and per<sonal|ty character\stlcs (e g., Livesley & Bromley,

. 1973) and the dlfference between |ntent|ons and actmons (Baldw:n 81 Baldwm

1970), even at quute young ages, they appear to have these capablht:es to

4 A

somé degree. = Twuriel (in press) argues tha's there is, not one central socual
S ' /
coghltlve sysfem, but different rule systems "“for different cognltlve domams

r

which are not dlrectly dependent or structurally interrelated. Thus, while

.progress in a chllds qnderstand:ng of moral lssues@y affect, his social

"conventnonal .understandnng, the one would not determine- the other.
- v \ .

2

Conventional issues include’ manners, styles of dress, and so/forth whereas
"moral issues pertain to respect for. another person's rights and physical

-

welfare. T C e

As children's éocial developroent ro resses., the become less egacen-
. ¢ y en

tric; that is, - they become mcreasnngly able to 'see or comprehend a per-

spectixﬂother than the\lr own. The grownng capacity for social pers&ectlve-

taking, originally disoussed by® Piaget, may undergo stage-lil‘ge changes as
SeTman’ (1981) argues of™ may be a soci'a1 interaction method ‘as Tawiel
sugge'sts ln e|ther cas}z role 'qaklng is important ability evidenced

<

early fm children's ddﬁOpment that has been found to undergo c0ns»der-.

" able .change with’ time and expernence (Selman, 1981). To Junderstand,

0

predict or anticipate another' person's likely feelings, attitudes, and ac*

tions is d‘ependent on the ability to see both shared ch’aracterjétics or

v

similari\ty between oneself and.another and to know t{'\ere are differenCes.

.
»

Thé social perspectlve taklng process “seems to require-the ablllty to find

ways to learn about the differences between oneself and another; communi-

cate about these'dlfferences and deal with them./ a K

:
e * : € ‘ '
a ’ .
) ' « ! . : !

>
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Sonie rese.'archers'have ‘recently viewed social'»cognitive processes as

=

I3
.~

social inference or reasonlng processes centerlng mamly on the- ablllty to

" comprehend psycholognCal motlves behrnd actlons, to. accuratel? attribute

. .
\causes - and® to; predlct llkelv consequences of socnal actlons and llkely

glven curcumstance (see Shantz, 1973 for_a's

actions of another perso(‘) in‘a
review). ‘Among the more compelling proposalsmStem and her colleagues

‘ ,(e g. Stein® &- Goldman,11981) propose that much of the way social events

]

& .

are understood ahd orgamzed at a cognitive leveL may be in a narratlve
¢
oo~ " 3

-

structure. In th|s model

I~
‘the same way gthey comprehend and process. the elements of a story, whxch

chlldren learn to solve ‘sociad problems in much

(lnclude conslderatlon O'I‘ the setting, ~the lnztlatlngrevent of the story, the

N ’

mternal résponses and reactjons of the main character, attempt{ by. the

'mam character to overtly deal Wfth a problem or to seek a goal, Ld the
1 & . b,

. consequences of these actions for the main .character

-~ ,

In ‘\um, the social cognition perspectzve emphasnzes the role of growth

<

in the social-cognitive processes involved in the Chlldf soc:al development
the nature and course of a child's peer relat:onshnps are

- ) .

determined not ‘simply by the child's previous learning, ‘but also’by his or,

in th|s view,

- ’ VY . .
* her cognitive approach to the social world that influences peer interattiofs

- and relationships. * At the same time, however, eXperience with peers

es to the Chlld .S assumptlons about the work- /

? [ 3T

¥ presents c%\m_%& chall%
N

N i
~

h.
ings of the "lal world. - . .

hd ~ .
B -

. Social Contextual ) ‘ L
LN, 2 / *
The major fggus of the social .comtextual perspective theorists (even

L

more so than social 'learning and cognitive perspattive theorists) is on the

social context. Social contextual perspective thedrists comprise an interdis-

ciplinary group which, includes anth'ropologiats, ethnologists, p'sycho‘logists,
r ; - '

(A




o

-

-socitjlogists : and lmgu;sts wlthln psychology and so,c4oldgy Altl\ough .

' mportar& of stud7g the, varlous systems m the cl’yﬁ s peer context° ib.

P - . ‘ : ‘,!_ } q oo~ . ..
.ot stf‘essed‘ oo T » . ‘Y DL . .
3 Al

T ACM the - social contextUal vnew, a gnven ;ocual céntext ‘is

' s

thase researchers dlffer |n/(l?e|r mterpretatlon of the particular Kind. of

role the social context has _in children's relationship’ devel0pmeﬁt' the
s 4 *

hd .

-tllought‘v to differ in its.. 9tructure and specnflc mechanrsms from ot er

conle'xts and may thus deflne, llmlt ) or structure ‘he naturée and purpose

. ‘of partlcular peér relatlonshlps Denz»n (1977) argues that to fully achiave.

-

a theory of the ré’h,tlonshlp between self and soctéty, a theory must cerlfy

- . e

- . . -
o » 7 .

the childood" socraltzatlon process. To Argyle- (1969’) th study of small
group'*process is particular’ly important to the understanamg of socnal
. ¢ . . ; s =

lnteractnon Chlldren .and adults extperlence several d4fferent groups--the

- »
e

famlly, school (or work) proups7 and fr»endshnp gro’tlpé each of whlch

-~

dtffers in its purpose, membershlp,étructure of adthority, procedure, and
. « e 4 ' ] . -

status hierarchy. * Children thus learn to.operate in a number of different .
. N

school, nelghborhood, and frlend groups. ‘ A

.1

The social experlence and cgnduct of children also reflects a gnven

-

culture Ev:cor‘ng to Much and" Sweder (1978), the . cultural processb

“‘lnvolves "sntuatlons of accountablllty" in Wthh cultural co’ntrol and- negotla-

tion take place.QVhen some “bnéach of _secial expectat.on occurs, an -
L2

ac(:usatlon may be made, an/ ex’planatlon or account requested and an

prov;ded which includes a cultural rule or message. Much and

s
- P, : ' \

Swedér propose that there are at least five rule types: (1) regulatlons
R . . o 7 . [ ‘

“(or laws); (2) ‘conventions (er customs); . (3) morals (or ethic.:ﬁ;"(tl)

oo - . M ' .
truths @r beliefs); and (5) instructions (techhiques, recipes, or 'know-

how')" *(p. 19).  For- examplé, a child is likely to learn ‘or be reminded

P -

Les

-



> . . . \ ! ° ‘
: that the? is a rule against stepping ahefd of a peer in line.when he or-
14 N .A ! . . - .
. s‘e actually- breaks that rule, or that hurting somedrie physically -is,wrgng {

_when that moral rule is Violated. Slmilar‘ly, regardmg social conventions,

hd \

" a chnld may leaf‘n that to his peers’ he - talks too loudly, wears funny. .
clothes, or. eats -9k£p|ly " Much ‘and Sweder pgjnt out, however; that

) ther‘e,—ls continual negotlatlon within groups as to which kind of behaviors

>

are. different, but accep}ablet or not “acceptable,. toler@le or, mto(ér‘able,

a

’ ' mor‘ally right or, wr'ong, allowable ‘or not allowable, correct or incorrect.
A par‘tlcular‘ feature ot peer mteractlon is partucnpatlon in: negot;atlon- )

~ processes. ior:saro (1_981_) proposes.that"éhaldren have far‘ more oppor-

.
©

thnfty'to negotiate in the'peer context than in the family conteXt. The

children may select -which peers they prefer-to interact with and n/egotiate"
. . . .

al context. Corsaro \

with by weighing ‘their personal needs with the .s
» ‘ .

L4

conducted an observational study of peer interaction in a nurser ol

. ‘ ’ A . . ) .
over a‘glear:fs time. He found that-children's p€gr activities in the nursery

. ‘a ¥ oy . . . . . N
| school context were conpnually susceptible to d|§rupt|on either from other:

pee’rs wanting to join an activit

{ . T

s+ the offnall activity of Iﬁe

or use the materials or ffom a change in

-
um schedule. In this context, which

e ACor"sar'o \cc}mpare'd to %%".q 34 “cocktail par‘ty,"friendship making seemed
- -mor'e;'q “f;mcti_on ‘ofr’fhe’.m:tua‘l ease ;Mth which two(childr'en could initiate

o or join an acti}jty and perfaps negotiate ’How to resume it at a later time

" or protect ‘the activity, their "ir;teractive spac‘t;", "~from c.on.tinual invasions.
Per'sonal charact r‘is_tic; of playmates may have little" importanc® to friends

' M L]
e in thisltype\ of dontext unless the friendship is additionally pursued after
b [

\ =
school. - . (\

¢ ' Negoti'at_ion is also integrat to games and agtivities. Fine (1981).
stud'i'eg. preadolescent boys who pérrticipated 'in“lit,tle league baseball in

,

e
b.a




1

~

B ' ) k ‘ - -
several communities. His observations confirmed the impottance of "chums"
‘ 4
1

as' Sullivan (1953) priginally're'ferred to preadolebcent male friends. At

' this point in development and in these contexts boys learn to negotiate

t'heiirj' roles jin games and other\activities. They master such techniques for
"ge?tting, along" as threatening, trading favors, using reason, "backing
off" or "Ieaving. the field./';' Through such activities, preadolescents de-
velop considerable self-presentation skis in which they come to discovér
what Cooley (1902) " orlgmally called the socnal self- corl;pt (knowledge of

how one is perceived by, others), and at the same tlme learn how to com-

municate ﬁsonal views of themseI‘Ves to peers. .

Activities which enhance participation of children in peer interaction

-

are thus important:to children's peer relationship development. The re-

search of Hallinan (1981) and Hallinan and Tuma (1978), for example,
: » .

. What, then, are the elements of contexts such as activities, gapes, and

-

discussions which contribute to relationship development? Sociolinguistic

ang pragmatnc perspectives on the commumcatlon process have recently

presented addlttonal approaches toward gammg a greater understandmg af
W P4
the social meaning of these interactions. For example, Garvey and Hogan

(1973) propose that children's early orientation to activities may promote

’

" indicate that small group activities foster the,.gev%lopment of friendships.

the acquisiton and use of verbal forms of interpersonal contact and that as

children develop language and learn methods to cw erse and sustain

verbal interaction, activities bécome less important. P
A critical” skill in discussion context is turn-taking. The research of

Er‘vin-Tripp (1979) an.d others on how children learn to take turns in

4

v

conversatic;rp illustrates some of the speci'fic pragmatics of language actu-

ally'used if children's social irteraction. (Bates [19.76] refers to p;ragma-

tics as having td do with the rules that direct the use of language in
) -8 ~ ' ' ) .
v ’ : .

‘




~

&

to "trade popcorn and cookies, ‘proposed'rh'at it was importani. to consi'der" -

‘., ~

context.) These reseanbher‘s dem%{nate that learning to take turns in
< "?" .-
conversations mvolves Qfear'nmg the rules for how to begln, sustain, and
terminate conversatton;./' 1Co{1ver'sat|onal skills, however', also mclude the
P . & . . .

application of shared mea’rli'hg\;\for example, “by darifying or repairing

miscommunications and by as'king questions in both direct and indirect

-

h L
LU

forms. L o

. The child also learns that conversational techniques such as interrupt-

“ ® .

ing the, speaker; changmg the sub;ect dr proposing & topic.may indicate

hd N

which person has the greater authomty in a .conversation as in parent-
» 4 -

child or teacher-child discussions. Other conversations are characterized

by a "balance" between peers ’.C)l;‘ by peer competition.\ Mishler (1979), who

- "analyzed the conversations of 6_-\year‘-ol'd children as they were bargaining

L . .
e . . >

the’ social context of the con)\(erg&mn, that of bargaining for a trade, in

14

order to understand and predigt the structdre of the conversation and the
: ; T

N / N oo
meaning of the interaction. He concluded that the Men's conversations

in.the context of tradiné; are structured around not giving the upper hand
. - ‘ - -

.to other- childrenfrwhich is giggfalled‘by being the first one to offer the

-

/ . .
trade.” Researchers in future studies could similarly assess cenversational

‘ L)

structures in fr'.iendship-makirgg ‘contexts. For examp%, it would be inter-

esting to determine {how m»u‘chcﬁz‘rs like each other, or in a conflict of

interest situation to assess: whether the friendship‘%&b{gp hds an

A ~

' A
“effect. Conversatnonal str'ucture may also provide m5|ght into the status

of the. r‘elatlorl'shlp, .that is,vto what extent the children are fr‘s,ends,/

¢

strangers, and so forth.. Sjudies of mixed-age interaction (e.g. Garvey & '
g 12 L - Pl .

-

o -~ I's
Hogan, 1973; Mangione, 1981; Shatz & Gelman, 1973) -have found, that
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langu,ag‘e~pétte'rn§ of mixed- and same-age péer‘s'differ‘ in that olde;' chil-
dren will modify the coroplexity -of their speech to approximate that of

younger children. e

The social contextual view .of children's peer relatianship development:

thus focuses ‘on peer r‘elations'hips, as contéxts in which the child learns to

- hY

operate~ "The three perspectives reviewed, howevér:, .have’common threads

_-~the reciprocal nature of humar relations, the increasing role of peers in

1 Ed

. ) . i
children's behavioral and cognitive development, the role of the larger

‘social environment, in children's peer .experiences and most important, the
further contributions of  peer relationships to the child's development

beyong] the famvily> as additio'nal sources, of modeling information, feedback,

-

L ] .
-affatlenge and- t. :
'_‘a e ge)a suppor N

THE .VARIETY OF CHIMDREN'S PEER RELATIONSHIPS
' i

L]

The discussfop of recent research on children's peer relationships wilf-

'

* now ptoceed with a‘r; emphasis” on the -research findings rather than the

v

theoretical conceptions. ‘Tﬁe findings are organized according to the .

information .,and implications they provide for educators and parents on the
. . ] L

.

P
b

variety of cr‘wildr‘en's pegr relationship’s.

Strangers and Newcomers B

v How ‘do children get to kpow each other? Studies . with very ,young

-

. R 4
children have recorded ‘that even at,1 year of age children show a definite"

interest in other children (Lee, 1975; Lewis, Young, Brdbks, & Michalson,
. £ . . '.‘~. ’ ,
_ 1975). Lewis ‘et al (T975) condusted one of the few studies on peer inter-

-

/

>

action among infants. In the basic study,. 16 groups of four infant$ were -

. [
observed with .their mothers in a rpom. One half of the group of cf\ildr'en

‘ . /
were 12 months and:the other half were 18 months of age. AItho/Ugh the
C :

//
“

.



e, : ' : e )
infants stayed near their’ mothers’ ~both age groups looked more at the
) . N * A ' "u :I {
peers than at the mothers. In a second study, children“of apprbximatély
»

12 months of age were pa:red with either a "frlend" or a stranger peer for

two Sess}‘dns The "friends" were infants who had had a minimum contac;t

: ? . . . . : .
of two occasions during the previous two weeks. The infants were more
-~

/ llkely te touch seek proxnmlty, look at, and imitate the famitiar pegr than
. the unf'amlllar peer. " In a study by MueHer and Lucas (1975), young
children's ‘reciprocal lnnteractlon was found to be factlltated by mutual
{ntérest ‘in-'toys and other phys}ca! objects./leelter-'and Brenner (1.977)‘

: . ’ * Y |
found a similar pattern in a 7-momnth longitudinat study of children from 12
. / °

to approximately 18 months of ‘age. In“this stbdy, they -also found ‘that

'
4

& -the fammar peers engaged in, more sustained peer interactions, which in

»

turn facmtated the development of 'their social skills, thereby “enabling

them to “further’ sustaln their vnter ac\ions. .

. . F

At first, ra child who is ‘a newcowyer to a group of other/chlldren may

be physucally and verbaHy quite reticent (McGrew, 1972) Cons.Lderable

. ’,

time’ may be spent wut~<(h newcomer and hns or her peers Jooksng at‘each
- - other In McGrews study .qf nursery school' ‘children, the newcomer
chlldren tended to make consns‘tent strides -across the first five days to- =
ward participation in the clas‘sroo}n\‘ aotivity,‘ and aJthough thenr general

. physical mobmty increas)ed their verbal interaction was not markedly
. . TR . \
different. A follow-up observatlon, several months later, indjcated that

the cmlg.ren who had been newcomers were behaving and participating in

2

Jthe/{ame ways and with the same -frequengies as’ the other children. .
/ .
'Foote, Chapman, aﬁd Smath (1977) studied 7- and 8 -year old chnldren who ¢

wére either friend or stranger pairs as they watched a comedy film. The

~

. children who were strangers were much .more con,stranned in their behavior
' - . “ . . J

r -

.
’ ] ]

v . . )
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-

_ sessions progressed. . ‘ . '

" tHe .potantial for a friendly versus arf unfriendly response o¥ are simply

17

&
.

W&Wd towart eachy other than were thte friend pairs. . Newcomb,.

Brady, and Hartup (1979). found.that in both competitive and cooperative

task situatiohs, first-anti third-grade children paired with either a friend

or nonfrlend classmate were far more ammated in the friend pairs. Gottman
and Parkhurst (1979) found s:mllar trends among 13 young eh‘!ld@i (fromb

2 to 6 years) who were paired with elther their best f'ruand or with a T

- = - \

stranger.- In. thls, study, fPends were more likely ‘to participate in conver-

sation rather than a colle‘ctive monologue and to engage in fantasy play.
»in a éecent study, designed to determine the social processes occur-

ring during qh’ildreﬁ's initial a'cql'Jaintanceship, Oden, - Herzberger;

Mangione, and Wheeler (1981) observed 5-, 6-, ands/-year dld, same-age,

same- sex dyads who were strangers:to each other prior te:the begmmng

7 2

_of the study’. The chlldren were paired to play‘ with art materials on five “%«x
. . -

successive days for brief periods of time and their interactions were video- -

taped from belu'nd 'a twp-way mirror. The children's interactiohs, espe- |
cially in tlg; initial sessions, reflected a warihess between the peers ('9, . b

N . § L P
"finding consistent with previous such investigations with younger childrer‘{'). -

The transcript®ns of their conver abons showed that  the chlldren tehd vp-

.to become more comfortable and 'less constramed,*more mterested in each

L}

other's activity‘and more interested in getting tq know one anether as,,t.he
\ 2 t "y ’

Overall, the findings from several studies show that infants, pre-

school and ‘primary .school age' children tend to "hang-batk" at first when

.

confronted with an unfamiliar peer. It may be that the childreh test out

*
1

uncertain of how to proceed. Parents and teachers are often observed

\

.er(mcouraging children .to get to know each other by teling them to say




helio,«say their shames, or-ih'vite each other to participate in gn activity.
‘Such encouragement appear‘s to be a source of children's le‘arn/)ig how to
s

5L

lnmate mteract:en in the.,early phases of peer acqualntance, but it seems .

l

|mportant not. t& Cr‘ltlﬁlz,e chrldren for , their warmess or hesitation yvhen

faced With anuunknown peer in:the interests ‘of e‘ncouragmg children

A -

' become friends. “ - ' ‘ \

Friends and BesSt Friends )
v : ’ .
How do children become friends? As discussed earlier, several re-

4

", .
searchers ze g. Damon, 1979 Selman, 19813 Youniss, 1978) have investi-

v N

2
gated ¢hildren's conceptlons of frlendshlp . These researchkrs founc"that
younger children (before the age of 9) say thear friends a'r‘e those—with

whom they play and share things whereas.ln middle childhood (9 to 10

-

years) friends are those who like each -other*and help each bther'; Among

3 'l =

preadolescents, friends are those who understand each other and share

) - ‘&

pérsonal thoug‘hts, feelings and secrets. Selman proposes that the social

‘role-taking or persoective-taking process is the central mechanism by

which th:s progression in\friendship occurs. Youniss *focuses more on
I d } . [ !

r‘rchlldrens wcreaslng ability to collaborate and( reclprocate--m short, to

/

‘-nnteract mutually. However, each mvestlgato tresses children's abnhty to
TR e one another and to form affectional borids as\essential features of
. "‘ .3. - >

t

. -friendship development, a contention supported in the stydy by Oden et al

o,

(1981). These researchers found that when asked elementary school age ;

-

children suggested that liking to play together and having fun were lmpor-

v

N tant bages of frlendshlps

. Although young children ~may have difficulty articulating and/or ‘

. “recalling to .adults, what they think about in the friendship-making process,

. » ( * ‘ " / '
. .
. . . N *
, o ’ - -
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It the 5-, 6- and S*-year-old children in the Oden et al (T98]Y) stu\dy ap-

-

peared to be quite aware of the specific actions of eagch‘@t‘her throughout

the five pray sessions., This study revealed that children’ begin to know

_other_by sharing information; inciuding information a°bo‘ut self family,

. "~ and friends,. thelr(actlvmes, lnter’ests, valuas, and personal char‘acterlstlcs.

-

-

. N
At the same -time, they develop ways to a‘liow for mdlvrdual activity by
sharing materials and space, and taklng tyrers . Chlldren also explore the- .

poss;bgmy of joint actnvuty by attemptlng to plan what, where, when, and . "
7 ' .
how they might do spmething of mutual mterest Dumng an activity, o

chnldren also share general knowledge and information and provide assis- .
‘tance or support.  Throughout, chlldren attempt to dlscover or even test
, .

\wt the personal and emotional characieris‘tics of each other by teasing,

Children’ are also likely to discover the limitations of a develqping re‘la‘tlon-

‘e

- direct inqt.Jlry, or openly showing or stating feelings and atti_tudes. : |
l
l

ship and- maby need ‘to find ways to pre{vernt or alleviate disagreements or

conflict8. The following convgrsations from the transcripts of the Oden et

’
H »

al. (1981 study iHustrate the acquaintance process observed.. The more

™

commoh questions children asked each other and which set th'i'getting

L Y

acquaintecY' process- in motion were about age or grade. For example: Lt
. M ¢ N

¢ Chida \ l - Chjlg B S

How old are you?
. ’

; > Six and a"hal?. f

) * So a'm'{ I'll be seven. g .
T . U
My birthday is..on.. - - PR

, ) : Ooh. This is sticky clay.
. ( . . ' ’ . i ) R
oo Six more years and I'll he sixteen. )




.,

) [ \
Yeah. Seven more years !'ll be’
.seventeen. Three more years ['ll
be...thirteen. One more year,
’ , A I'll be seven. '
x ok .k x
Child A ]
bl - * “‘5-’,4‘;“;
Second. T i
3 3 3 3
)
Child A~ |

Bid you--did you filunk
kindergarien? :

B

=]

.
-

> Your mother--my mother told-- .°
. your mother tolg my mgther and
my mother told me.
My friend, she's eight years
old and she's in second grade.
Shouldn't she be in third
grade? .
- T T
. x  x X X

>

' §

£ their conversations revolved around plann

‘Me too. .
A
x Nk -
&~ \ :
Chilg B )
What .grade are you in? '
’ r.t 'té
I'm in -- l'l'é Fo first. -
X X ' i
‘Child B
How did- you know?
*
Yes. SHe flunked.
* %

» "

*As the children, were becoming acquainted, consider‘able/am.ounts’\of
! é

A ¥ .ol
ing, individual and joint activities

¥ ¢ , '
; j and ways to use, thé materials. Some had few problems agreeinw mat-

ters while othgrs had to negotiate. -

»
»

Child A
Oh, these are the pens that ‘go
) with it.’
. ol
N N
¥ | wanna do it, tqo.."
S |
. '
' S h
' 0“‘1
'f“"

»f

Child B

.
. ’

I wanna do it.

Hold it, we can share these.

-
[4

Al

L -

4

.
[ §4




" . . £ !
. “~ ’ ' ‘ -
I want’ this--| war‘(tathe other S '

one. - A 7 - . / .
T o " . ~ You can use anything you
o= 'want. Oh, look why don't
ron . you use this? . = .
That's chalk and | don't wanna. .,
play with chalk. . : .
* _ R . . . ) ,
: o * 'M& neither. (Sings). I'm
LA . Y gonna draw something. Hold
N it.
* "
We gotta share the markers. v I :
The mark--the markers go with - ‘ - .
this (pointing- to own materials) :
anyways.* ‘
oo Why don't you use these? .
They're better than these. ..
(points to other markers). .
v . : £
| want to use those. (Points ‘
to B's markers) -
: ) . . ¥
by T “"'V_ I'm. usir® thésd,
’ \ ) *
We'll share those... '
Yeah. s : ' o
’ [ ‘ '}We got two packs.
&? - . * ) * v IS
o Hold it. These two packs
are more than one pack. -
® | know | want the--(starting : .
_to -escalate voice) * ’
We share. .
. : Shh. We...
share. oo .
P o o Tx ok x ox % \ N

. B . ‘ ) , . = .
: -The children in this .study found -ways to interact cbnstructively and

in most ‘cages their mutual liking increased. Several dyads also increas- -

4

Lo . * v ‘-'
ingly exchanged’ information about: each other, ‘shared their activity, apd

—

planned to maintain thg relationship after completion of the study.
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In_one of the sessions, a more structured_art activity was provided

via a battery-operated ‘toy which s‘pun a small. sheet of paper around
v ’ .S .

) . . . ol
qu highly attractive to the children’and use of it appeared to present

. -

comside’réble'cha”enges ,to',all.t_he childhen to distribute turns equitably.

-
X

An in-depth analysis was ‘then conducted. in a second study;@ﬁxamine the

conf’uct resolution processes amdng ch;ldren who are_just iqttmg to know
each other Gsee Oden et al., .]981) This sityation appeared to provide a
N . .

socialization exprience for,;some chcldren.

.
s,

ChilgA : . , ) ' Child B
‘ - ‘ I m‘ gonna do it.
You're not gsémna ‘do it! ‘ . -
) .- Yeah, | am.

" s
* Billy! It's mine! -
' . This is ming!

-

s
>y

Would you (mumbles)..all
rightt | quit! 1'm. not

doin' nothin'. . .
’ But you got it. You had a

- y 7 turn.
You always....l didn't even- © e

do sanything! . ¢

e s

Yeah, you did.

L 4 . -
What? . < ’ . : .
A design.
Nothin' 4 gigne t, fdidn't . (_ . . :
. do nothin', . . -
/ . .
. Yeah you did, keep it on!
‘" No~ didntt. Bill -~ all
righf! . \
x A‘ﬁ/that, all that I was trym
i / to do. -
. 2 8

as each child used magic marker pens to make circular designs. The toy

L]

(A




. -
- w -/
v .
A

well, let me have a turn!

| did not! "(screams and
throws down a pillow)’

No, | didn't, I...

' /
" Yeah -(mumbles) but you gotta
give me a tyrn. ,

What'd ya call that thing?
‘Nothin'. | don't like it.

If | don't like it let me '
have another turn.

| know that, but...

’

(Child B sets up paper '

" All that 1 was tryin'.- I...
you got a turn. oo /

Yeah, you did. ~°

/

~

-~

Stop arguing. ,Pon't yell '-
see that.tape recorder? -
Just...you can do it now.
We have to share, ya know.

e

| did give you a turn.,

N ]
Ya can't always have your...
your way.

for~€hild A to use) e g

Chop off the tops? .

P

Kay..=Where's red?

L4 -
.

Gimme a purple.

-~

4 .

Aw, look what | did in the
middle!

The first time is neat. Don't
try to chop off- the tops.

Yeah. - Like these parts.

-Like this part right here.

Why don't you try short-stop?

Red! | think this is réd.

‘ N
Hey, these might work. 7
These work. *
- [y '-1, A




Y e . ' . N . .
. . : .. Oh great. Wanna try.green?
AT ' .. . . Herels a green. )

- . « Tiny green now. @ °
T Wait - I'm gonna see\what it .
» .. .looks like. But I'm gonna : , ; , S
-V >turn it back on, okay’ . Se ’
J P . / ' Yeah, but then it's my tu!‘”n.“,{,,

All right. .. . T .
. , ' x K W * K K '

~ . N - ~y
Interestingly, by the end of the 10-minute session,‘ children i each dyad
had shared the toy to an équal extent of time, even though they switched

the toy back and forth for varying lengths of time. Also,; nearly every"

to, par‘tigipe{te in some® way; for example, handing\the pens or selecting’

o ) B

colors. ~ The potential for a lack of equity was a critical issue here and

- may be a critical issue'in enhancimg or detracting from friendship building
» ~ N 4::%-»\_. .

. (see Wheeler, 1981). Among those ghildren who seemed to be forming

friendships in the current study, situations involving conflicts of int?rest
£

did séem to present a catafyst of sorts:, -
Child A ) : Child B
- C It's my tyrn. ¢

’ I'm gonna show this to my Dad.

You want me to turn it on?

Cause We're .best friends, right?
. . .-

| - No, I'm not ready. ..
) 4 » X Okay, now...
Welre best friends, right? ’ '

» So we could turn it on. .
It's fun. It's fun. / -, ,4 g
Isn't it a lot of fun? . ) .

Ooo, 4 need'more paper, .
No, too much-paper. }juh,
-~ 4 v

o,
™
S

dyad. worked out a system allowing forethe child awaiting his or her turn -
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‘.*T ., ) Wad’ ) - .. i ‘ e
A Yours is gonna be much\ b0 ¥ ’ ’
better. . - : )
R ) ’ /’ ) ° L "’ T can._'stHI fit,a-lot of colors
o ' f" ' d v in.
¢ . ; < : 7
., +  r+Yeah. "Oooh. That's pretty. B S
RS . - ,
. ) - I'm gonna put’same on the
. ‘ - 4 R .Out§ide- '
) * N \ Nice. Okay. ° -~
Oh. I'm sorry for being in ) »
. the way. . o ’
bl R
. B 4 I hope this turns out. '
Please—use black It's
' 4 pretty. Se€. ~ > £
e . - : R AN I don't wantgo use black. .~
) . X 3 - b
It's real pretty. Please it's i
reafly pretty. y
) . . . - OK?Y° ' . )
sée? It's pretly. ., L
" . . lt makes the plcture pretty
. 7 . - . 1" know,
C\ - | Oh, that's pretty. * ‘ ’ .
, . ’ . . " But it's gonna t\Jrn out awful
. S -~ It is awful. tagp
PR - " - i . J ’ ‘ ‘.* ¢
~ - No, just...ne.it's not gonna &7.
T »  turn awful. See? - See that. i .
4 B 4 .
N s You haye. . .three/ right?
. > ‘ ~ ‘e . 7 | have two. i
S s ‘ . . ’ Can_| do‘anothef -one?
, . . - '?Right now. . .
~ * Right now? You coutd do A - ™
i somethin' else. Whyddh't . : R
« *you do somethin' else. Cause .
. ‘\"r ) friend do...doft play. really —
" all that together...like... S -
o you known .-, . . -
» - - y: ' . . - g
- ~l .\",‘- " LY 28 - .5
4 . » .
) . . RV ) -
' . v . \., )+ " o
PN '/ o
. . S -~

o

<




well ‘yoﬁ're my...you kpow,

e E ) - ) best friend that | can play
Lo° s AP with. Cause | don't have any
. o - . other friends the neighthr-
. ' ’ . od. Hey, waft to get each
- T 2, . other's address. .
4, . .
! € . S I'll give you my address. .-
' g | don't know my, um, address, ] SR
- - . but..(gives phone number). - y

ive me yeur phone number
I'Il rip this piece of

. R < o aper in half. You write
. " .it down and I'll “W -
‘ ‘ : down.\ .. ‘

?

A

All right. .. - .
& . .

(Children quickly write =
v ‘ , down phone numbers.)
“ , . . ) ' You better get goin' on your .
‘ ‘ _ M picture. .
' All njéht, now, here's mine. . . \‘\}

* ~ %k %X %X X %

. Gottman and ParRhurst (1979) stress the importance of studying the
\ . . / ., -

. -
interactions of actual friends. . From their data on preschoolers, they have.

' forr'nulated a model, “which they .sugg'est may predict whether young chil-
- '& .
~ dren will becc"\e friends. In this hierarchical model, Gottman’' and

Parkhurst propbse that* the application of. sp‘.ecific social skills is important
if children _are to begin to develop a friendship. The -first skill in the
LY - B b N
. . % .
~mqdel js the "connectedness" of the dyad's con\?nﬁation and the clarity of -

their communication. The seconél ‘skill is conversation that leads to estab-

lishing.simila.rity in interests, feelings‘@ and so forth. Third, when a

' Lot . . .
+ "common ground" and agreements are solidly established, "contrasts" or

L)

Jindividual differénces .between the children become interesting to them.

. The ability to resolve conflicts and have squai:bles "burn out" appears_to
.l a P ' . *

- 1 4
- - A

a®
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be important throughout the friendship-making process. The final level is

'\Q‘i ability of the children to interact in fantasy play, including role-
playing, playing monsters, television’ éhar‘actérs, arfd ‘so forth. In thege
J . .

1

interactions, the. children can express- feelings, explore differefces,. test

each otHer's ;;at_iencé anc,:l limits, and resolve conflicts in less threatening
ways. : - -
Goftman°and_ arkhurst also suggest that\ older children par"ticip'ate
more in ."activity talk" which may indicate that they are_ less interested. in
making new friends and/or in( mastering the friendship making p—rocess.
This proposal remains to be explored, however:. it may be that olde;' e
. .

children are more a'c;tivity oriented as a function of the nature of the v
school context. Activities in school environments may receive iﬂcpe.‘asing,
focus and the friendship-making process rr'way Tﬁ’lﬁ become more integrated
into the structure of the classroom, the scho'olyar-d, and planned games.
If Gottr‘?an and Parkhurst's mode! is valid, a large dnegr-egf of éimilar‘ity

P

between .individuals.  seems important in childhood f:‘iendships as it is in’

4

adult interpersonal attraction (Berscheid & Walster, &d59)° Re;/iewg by °
Asher, Oden, and Gottman (1977) and Hartup (1978) rﬁ?ted on a number
of correlational sttjd'ie§ which fo.und that chi‘r‘en like or prefer to play
with or be friends. with children who arg similar ta them in personal status
characteristgs such &s age, sex, race, and cultural Jbackground. How-
ever, Hartup pointed to the fact that thildren do have friends of different

- "~ .
’ ages and migk% have more of these friendships if environments such as

classrooms were differently structured. Singleton and Asher (1979) found .«

that cross race it:lter‘actions became/mor'e positive with ér‘eater‘ opportunity
to i.nter'act, alth.ough friendships were not really increased. Serbin,
_ Tonick; and" StenginZ‘(1977) found‘ tr;sat when opposite sex interactions .
o ‘ ) . / : L.

= (DI

R S




. were encdug'aged by teacher's, " they increased. Perhaps it ‘is only when
. IR S ’ .
interaction. between children of a different age, sex, or race is actually

-
.

encouraged that children may discover simiiar'ity and attraction and develop
*fr'iendships R/ith each other‘ It seems unfortunat® that characteristics
cther‘ than behavior o\n'nersonalityﬁ\houi'd constrain children from getting

td know another \;vhb may potentially become “a- friend. ,
In summary, the'?,';\):'ocess’\from acqfiaintance to friend may be a grad-

ual one and .ti\e bar‘ticular“issues' that emerge as important may vary ac-
‘coi'ding to the childre‘n's developme‘ntai'ievel, previous ex‘per'ien'ces, or
individual 'per"s‘onaiitie‘s, ~ralues, and interests. It appears that cnildr'en‘
may become‘*fr'ien‘ds ‘and best friends when they have sufficient opportuni-
’t.ies to get to Kknow eaych other:. ~ Even where such op.por'tunities exist,
“ children may 'need,tbibe encouragedtto look beyond ob\./ious differences
and find .a common 'gr;ound to which, they can Telate. ,Prouiding children
with Tactivities {that are likely 'to be interesting to both or many children
may be’ helpful. -Encour‘(aging children to learn mor-e' abéut each other may
also’\ help children ~fo‘cus on more substantive issues. Educators and par-

ents arelikely to find that children will seek their help for clarification

-

and information abo'ut Fio,w to unravel a misunder‘standing or resolve a

“

conflict. On such chasions, adults can help "a child express his or her

»

ideas and feelings, .Ejlscever ways to flEar'n the other child' s perspective,
that take into account both .children's per‘spectives.

and examine solutgon

_(Further discussion of the adult role in peer rélationships is provided in
. . - ' 1 r
the last section of this chapter.)

Acquaintances, Playmates, .and Classmates

N ' . .
. } - - e . . . $ .
Do children have many friends? Several investigators, using soci6-

- _ , o ‘
metric questionnaires,‘have in}/estigated? the number of children's .fr'iends,
. p ‘
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4 ’
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M .

.e;pecially in school —:(jAsher-'& Hymel, in Eresg; Gronlund, 1959; Hallinan,
1981; Si.ngl.e'ton & Asher", 1979). Acco}'ding to research cond‘ucted by
Asher and ba colleaguesr approximately 5 to 10% of *elementary school
children are not named by any of their classmates as a pest fr;ignd on
sociometric questionnaires.  For example,“ 2'3 out of 205 ’:thir‘d- through

fifth-graders in one sample received na nominattons as an "especially liked"
3 [

friend. Of the 23 children, 11 children received no negative nominations

. . * I

fr'orx same sex peers. A child could therefore be well liked or accepted by
N X

peers, but have no close or best friends in a given classroom. Further, a

“child could have one or moré best friends and be quite disliked by some
other classmatés, and so forth. According to Peery £1979) children can be
popular, amiable, isolajed, or rejected.

-~ ~

" Although - most - children ‘in school do have one “or more close or best

friends eithek in their classroom, in ‘another_’classroom, or elsewhere (in
the neighbbr‘hood, in_a club), there has been insufficient attention to the

other types of peer relationships that a child experiences. A child's

- €

constellation of peer relationships may be differentiated accoraing to tamil- .

iarity, -attr‘action', and liking and whether the attraction or liking is recip-
* 7 -

rocal or unidirectional. First, peers with whom a child interacts include

peers that the child considers as playma®es or companions‘, and peers he

considers as friendly and unfriendly acquaintances. Secondly, peers with'

¢ *

whom ,a child does not interact .include the peers-she finds attractive, . |

7

peers she does not find atjractive, -and peers she has overlooked. Final-
S : -

ly, among playmates, a child may have one or more best or close friends

and may even have an adversary or two. Considering the complexity of .

.the possible types and levels of children's peer relationships, par't of a
. ’(

child's . peer social development is likely to include -his investigating-and
. ~ .

*

)
N
o 3
: . 4

* v
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» understanding 'the range of possibilities. More r‘e?earjch is needed on the

\' . ) ey . * . t .t . .
sbcial-cognitive, and behavioral processes inherent in the.range of chil-
£

>

dren's peer r‘elationships.. ) .
¢ oo : \ -
_ Cooper,* Ayers—LopEZ, and Marquis (in press) have stressed. the

! . L4
imporsance, of studying peers in teaching and collaborating roles. In peer

socializatiohhildren, including those not considered as friends, appear

to be resources for ®ach other for instruction, information, and evéL@bn.

The one-fourth' to one-half of'péera .intgr‘aéﬁon in \\?hic;‘u there is a more
modest degree of liking or.attracfioh’ is also a part of children's peer
re[,ations as indicated in studies employing sociometric anaI')/ses. Hallinan
and Tuma _)(1978v)', for e_xamp{e-, employed a sociometric questionnaire in 18
upper 'e)ementa(r'y school ‘classroéms in whic-h chHdren were asked to indi-

cate their best friends, friends,\and -nonfriends. The data revealed that

. ’ 4
49% of the children's choices were in the friend category with the other

-

half sPlit between the best friend and nqnfr‘iend categéﬁies. - Fire's study
(1981) of pr‘éadoléscent boys in little I’eagueAba'sebaIl. found that 18% of ‘the
possible rgla;ion‘ships were rated as c,los; fi‘iend's, 31% a;s friends, and 2%
‘dis;likéd-, leaving 47% who were neither friends nor disliked.

Peer r‘elationships thus are varfed‘iry their dégree of liking and pur-

pose of the. interactionss

v

It may;bé that learnini to interact cooperatively
in an activity with another ¢hild \‘Nh'O‘.iS not a friend and may pot be
es\pecialiy likeable_ or‘a"-ctr'éctive % an important early experience for con-
structiye p'afticip;tion -in’work 9}* recreational activities in jadulthood. -

Furthermore, when children are encouragé'd to learn to interact with many

+ -

children, more equal oppo(rtumty‘ for all children to particpate in the full

t /‘, N

N " “. - 3 Ot - .
range of academic experiences in schobk.is enhanceéd, and some children

may also increase their pool of potential peer relationships.

3 I .
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Cliques'and Cohesive Groups (/’“ "V LT /

What types of_peer groups do ‘thildren form and. what is ch influence ,° '

i~

, of meﬁfbership in'such groups? Regearch "has indicated that. cliqugzs/~(mu-
- tual‘,fr‘ie'nd. groups) dé exist amo'n‘g_‘ egiefr\éﬁtaril “School children;. oftén as a
function of‘ mutual p_r'efer'ence for fr‘iend; of thé ;é;ez_é'ge, sex“j and ‘r'efcel
as discussed in 'thg previous_ sections &nd further by Asher et-al. (1977)
ind 'Schofjeld (1981). - Hallin‘an (_1’929) fstudied classroor;w cliques (r;t;ualv

e

‘ " \' L3 N ¢ ‘ . -
friend groups) from over .60 fourth- through sixth-grades and found, that-

29% of the classrbomlg,-had né“icliqﬁes at all. - More cliques were found in _°

N

" the sixth-grade; larger. sized classrooms tad more and larger cliques.

- ~

However, the majority of the cliques were not stable in peer memberhip

across the schdol year. (Interestirjgly,.ﬁhe type of classroom organization

--for example,  open, traditional--did not appear to be related to the

‘

s

L ]
# existence or stability of cliques:) , ¢
- , .

According to the cognitive-developmental per‘spgctive (e.g., Turiel, in

press), chi‘ldrér{ might .not begin to explore the .concept of a group, includ-
ing dts purpose and membeérsbip requirements, until middle childhood when

cognitive operations are more advanced. It'is during this period of child-
' -t X . ’\ ‘ ) 7
_ hood that clubs; for example, have been observed to become more interest

- b
1

. ~ ~ihg to children. Hallinan's research (1981) indicates, that in_this culture
m . . r

. , . : : 3
- boys are much more likely to form groups of three or more friends whereas
. Y * 1

gi;'ls appear to elect dyadic friends, although theyido participate in group

¢ ' . .
. activities. Reseagch on actual peer groups and their development in .the

. ., } -/ . . .
- social context is important and to date quite overlooked. ‘Studies should

focus not only on friend groups, but also on "work" groups. .The implica-

= . .

tions of such research would be informative to educators, in particdlar,
» ~ ' s .
but -might also clarify some relationships between,- social and cognitive

[ .

processes.

ks

»




’ : .32
. . i . s - . .
- SR ’ ' s / . .
‘ ‘_SWhen children are givem more opportunities to mix 'in.group activities
- B * » . ) . '
) and hélped to participate,-especié“y in discu$sions, they may gain greater

‘knowledge and unde: standlhg of each other Frie.ndships may: then de-
'\felop and thereby enhance the cohesuveoé?s of more d;verse peer grouo,s

Hallinan and Tuma's {1978) study -of 18 ehmentary classrooms fou%d that
those chlldren who had the samé reading teapher and \'vh/o also spent)
greater tvme in reading groups over the coiirse of the school year tended
"to, develop more ’friendships in their group.= Friendships were enhanced
from . nonfriend- to-. friend " ‘status ‘and from friend to best friend status
without .a “decline in other best‘friendships “An evaluation of two first
grade classrooms found ilmxlar results (Moss & Oden, 1980) In "each
classroom, two groups listened to stories read to them by the teache;r twice

/

a week over a six week period. They then participated‘in a discussjon of

each story's struct re,. including a discussion of the language, setting,

s
CH

-

characters, plot, prob>ler_n or conflict events, attempi'{tow'ard solution,
N . - . )
motivation of the charactérs, and the overall purpose of the story.‘ One of

the. groups in each classrdom llstened to stories about makmg frler;ds anL_

getting along wnth others whlle the othéxr group hstened to _stories about ’

,the dlfflcultresloﬁ bears living in the natural habitat. A~,th|r;d group in

each classroom’ listened to both sets of stories, but were asked anly for
N ., 2 - s -

~ .

t’hei’r initial reaction to the stories. Children in the groups which had

£

discussion, re'gardless of the gontent of the stories, listened to and in- <

»

creased their mutual liking ratin'os"of‘group h‘embers’on posttest sociome-
tric assessments. The groub which did nat participate -in discussions
slig_htly decreased their mutual lik'iné ratings of gou.p members. . Cherry-
Wilkinson and’ Dollaghan (1979); who examined the. language used by chil-

drd in first grade;reading‘group discussions, offer some explanation as to

-
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why dis|cus's'i'ons increase liking™ of group members. They found that

discussion contexts provide opportunities for children to experiment with

stMategies. for more effective communjcation With their peers

Although little is known about group experience , m chiidrens peer
relationship development, it seems that children tend to form gﬂstﬁ>S, o

‘they do friendships, largely on the basis of similarity in salient personal

» b

characteristics, such as racef cultural backér@n and phyrsicai disabii;ty
This tendency may be espeCialiy isoiating\ﬁor ci lldren who differ from
ciasSmatés or neighbors Qn “one or more characteristrcs that place them in
the ininority.' Even where ’there are aeveral 'chii&feﬁ of -somepar'ticular
‘characteristic or siznilar characteristics in a classroom, peer grdupjs r.nas‘i
become polarized ~as each group has difficulty interacting with "those othei‘
Kids." Groups 'pased on' same sex- or race are the most common examples'
g : = ) N Do

of this tendency. Again, as noted above, when children are encouraged
\ to interaet- with each other, such bahriers may give way to the formation

of more diver‘se, 'yet-cohesive peer groups.

Adversaries and lsolates

ka'are some children disliked or alone? Some children do seem more

Iikely than others to become engaged in an adversary relationship wuth
their peers. Numerous studies have used observationat methods and'
\sociometric questionnaires: to identify children who oftén seem to be at the
center of fights, ar‘guments,. and oéher such ,sociaf activity'(e.g.,
Johnston, Déisca Murtaugh & Diener, 1977) and children who appear to

—-———7 N
be disengaged from their peers; on the periphery of peer interaction and
relationships, or as Go'ttrpan (1977) described, "hovering." b
The nature of the isolation experience of 'some children may also be/

variable. A child sometimes, for example, might interact negatively with
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peer;'s.anc} at other times r‘er’nvafn quite uninvolved or withd/r‘as;# from peer
interacfions. :These children +nfay lack knox_vﬁédge of how to effectively
interact with their peers: Ch.ildr'en may also interact negati‘vely with peers

mainly n: specific types of circumstances’f',f’or' example;_g_r'oup discussion or

with a specific peer group in the classroom. Putallaz and Gottman (1981)

r‘ecently conducted resea;e?wmd(nllustrated that many children who were

/rj'mt well accepted by peers behaved as though they were newcomers to a
4 \ * -

setting, that s,  unhaware of peer norms and cenventions for interaction.

Even when they were interacting with children of similar low peer status,
their behavior proceeded in a fashion that seemed 'Iikely to Bring on rejec-

”
.

tion or negative interaction. Per:'haps some children are 'seh‘-defea'ting as a
function of past exper'nences in thexr‘ family and/or with peers who avere
r'e;ectmg towar'd them; they expect to be r‘ejeé'ted In some cases, chil-
dren may simply lack socialization of basic norms and ‘moral actibns either
from their family or" fr'o’rn_infr'eq.uept peer relationships that r;ave the

cgntinuity'of friendships. As indicated earlier, Ladd.and Oden (1979)

N . h * -

-found-, that in middle childhood the children wl?o were less liked by peers
. s ~ . l - .

also tended to be less aware of. peer norms for being helpful to—their

“ . , ’

“peers. ,
It is nmportant to conduct research on the origins of peer sgcial

' {
isolation to determine the duration of the 50,'330”' and the original and |

«

current causes, including the critical situations' and behavioral characteris-

t%s that lead to such isGlation. AItHoth chitdren . who are not well liké'd:

—

or accepted by peers may not share an 'equivalent_‘ rofile, they do share
’ I '1. -
an equivalent problem--isolation from positive pzinteract'ions, reltion-
. . " /
ships, and socialization. .

o
v

Y
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Recent research on social s:kills instructional -methods with low-a;ceped
, : : /
and isolated childrdn has indicated that interventions are helpful. ~Several
LR ) ) .
intervention studies have instructed low-accepted children in positive social

e

~ behaviors (e.g., joining activities, sharing mater‘ials,‘ taking turns,( asliin‘g
questions, offering* useful suggestiong), and I'.meNe provided str'uctur'ga

) c;bpor'tunities for peer inter;ction resulting in improvement m the chil-
' a_ren's péer‘ acceptance (Gottman., Gonso, & Schuler','1976; Gre;h'a}n &
) Nagle, 1980; Ladd, 1981.;/ Oden & Asher',.' 1977). A variety of. research and
\ > educational interventions have been found helpful to -children's overall

social develo‘pment, and these metl’ may be employed by teacher's_,v
N -, .
parents, and counselors with children who have difficulty in peer relation-
i - -

ships (Cartledge & Milburn, 1980; Furh‘am, Rahe, & Hartup, 1979; Roedell,
s ,./ +
Staby, & Robinson, 1977; Shure & Spivack, 1978; Stocking, Arezzo, &
. L

3 Leavitt, 1980). Some of the intervention m(‘ethc}ds may be-incorporated into”
i /

educational and Rarenting methods to eQb‘ance children's peer relationships
# : , ' » \' 3 T YY}‘.‘“ ¢
or to prevent or attenuate persistent problematic peer relationships.

.

Some children may not lack social skills but because they differ, as
-noted earlier, on some salient characteristic (race, cultura! background,

sex) they may encounter social rebuffs or neglect from peer‘é--a situation

-

that can Tead to ,isolation, segregation, or mutual antagonism ('seenj

’

Scholfield,. 1981). §imilarly, several studies (e;g., LaGreca & Mesibov,

1979) have f;%d that children who have some physical or learning disabil-
S .

ity and who .are then '"mainstreamed" into a classroom with peers of moge
I N
typical development may not bé@tcepted by these children. .
i .
‘. When isolation from peer relationships is a stable condition, as some

data indicates it can be (e.g., Oden & Asher, 1977)," children are limited

~ in their overall developmental experience. Some evidence indicates that

e
B
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socic:sl isolation or problematic peer relationships in child-hood may be re-
lated to social and‘e}notio‘nal difficulty in young adulthood (e.g., Cowen,
Peder'son,-Babigian, lzzo, & Tr'ost’, 1973). The’r'e is no évailab!ge evidence,
‘however, that positive peer r‘ela'gionships in childhood con‘gtitute a founda-

tion -for or have some influence on ytur'e positive relationships - in adult-
: - ) .

hood. This would be an interesting direction for future research.

SU’%'PORT. AND INSTRU‘CTION,, FOR CHILDREN'S ‘PEER RELATIONSHIPS
The role of educators and pérerits in children's peer relationship

development ‘depends upon many factors including cliltural values, current
i “ e

"social iss'ues, the individual child, the peer‘a the curriculum.

Although some parents may feel that 'the teacher\should heve a Iimited role

in their children's social development, peer social experience does. take

place within the teacher's sphere in day .care centers, preschools, in the

-

classroom, on the playground, and at camp, scouts, and little Ieggue. Yet

the parent's role‘,alsé-'cont'inues to be a factor in children's social develop-
‘ ’

ment. .-Children's peer relationship development in school is also likely to
[/ - i . .

.

be affected by major social events in the society, for example the integra-

fion of children with diverse racial and cultural membership, mainstreaming

of children with physical or léar-ning difficulties,. changing sex role expec-
» R Y
/@15, and the increasing use of media and‘computer‘s. in the classroom.

The major focus of this sectiorr, however, is the role of adults in chil-

dren's peer relationship development. The adult's participation in chil-
. ’ .

d

drén's peer relationships includes two major, roles: (1) an aduit person,

experienced andf knowledgeable about social interaction and elationships

with peers; and (2) the architect and director of the curriculum and

activity context in which children interact ‘with peers. .
. ~ . 2

~
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Support and. lnstr*u;ti311 from Educators and Parents .
What do you?gy to a child who tells you, "No one likes me at school,*
or "Jennifer and .l had a fif;ht'," or "Mike's not my friend anymo'r‘e," or
"Alan's always bossing me aroupd!';' A supportive style of communication
. 'in discussions. about a c‘hi’ld's ;Deer‘ relationships is pr'obabl&a necessary
beginning element (see Stocking et a'l.,' 1980 for a review). Reinfor‘c'ing or
praising cr;uildr'en"s positive social interaction with peers is likely to en-
¥ _hance communication ar.1d discussion while the use of sarcasm or interrup-
tion are Iikély to bloclz‘/e;fective communication (see Rbbin, Kent, ‘O'Lear'y,
Foster, & Prinz, 1977). Parents and teachers should also ensure that

>

their discussions of peer relatonships with children are relgvant to’ the

children's levels of development and 'nderstanding. At the same time,

however, adults should avoid platitudes of "Oh, everybod‘ lfkes you,*"
"He'll forget about it," or "You'll feel |better tomorrow." Usually, after
some questioni.ng and some listening, an)aduit wil readily find.a response’
that satisfies the child's search for a ring, interested, listening, and
.‘, vreassur‘ing adylt. Essentiaily, in these iscu§sions, according to research

) ’p child c'ievelopment, the adult is both almodel and a coach who helps the

§ \ .
“child toward an understanding of social interaction and relationship.forma-

tion processes. ]
) . k:r;;ds f‘or\' enhancing discussienséwith children m;y be discovered by |,
comparing ideas* with other adults. ’ A riufnber‘ of such methods, however,
have been examined by\researchers. Some m?thods Rave been applied in
schools and their effectiveness has heen " evaluated. Other metHpds have
been applied as-a pa;rt _o’f‘resear'ch studies, but consti;:uje models which

‘may be adapted for various situations acco'r'ding to the individual ehild and

* aduly, the particular peer greup, or the particular situation. 'Sever‘él/

1, '
L 4 >

. \
"% - .




<
4

methods are higl’ﬁy similar in that ‘they engage the Chlld in learnlng to
descrlbel propose, and evaluate aspects of sorlaﬂlnteractlon and rela on- 3
ship formation. More specnflcally, key features of these methods lnc de .

. (1) Descrlbmg a problem or event (e. g\ , a fight, trym-gj‘to join _-

,
.Yy -

a group, being teased) ' . Cor v

qsu-'
- (2) Descrlblng ene's own feellngs behavuors, and perspectlves

-,

(3) Conslderlng the likely perspectlve of the other peer or peer

~ b

(4) Suggestmg X number of strategles that are potelatlal sotu-

tions to a "problem" (e. g., a quarrel) or’ poterltlal means of attalnlng a
goal (e.g., maklng friends); B '
(5') Considering thé llkely impact _of a/istrategy for or{eself and
the}%ther peer or peer group. ‘ : C -
A number of researchérs have exammed the critical features of sucﬁ‘"*
‘discussion methods in ~ order 'to dete-rmlne why they are effectlve

£

Meichenbaum and Goadman (1971) and Bash and Camp (1980) conslder a

critical feature to be the “talklng out loud" aspects which chlldren lncreas-‘
ingly learn to do on thelr own before taking a course of actlon In this
way, chlldren are likely to behave less Wlslvely and wnth more judicious-
ness prior to such action. Splvack and- e.Sbure (1974) and .-Shure and
Spivack (1978) characterizé - these ‘types of dlSCUSSlOﬂS between adult and
child as "dialoguing" in which the chlld‘leqrns to th;nk about how to

rectify his or her problematlc social behavlor before selectmg a course of=

\/Sc{on. The problem solvmg process lnclua“es thlnkmg of alternatlve,

. . e - ’

“solutions, thmklng of ghe cgnsequences of such actlonJ and means-ends

thinking, that.is, w 's'to put plans into action.. Sevgral social prob\ler[\_-".

‘solving scripts a programs along with opportunities to try ‘out"action's

a
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T A | T
have bee found- ef(ectlve lrb' er’ancnng posltlve socual behavuor of chll‘@n .
?see Ugbaln'& Kendall 1980) e ’

- Methods which are hlghly _similar to ‘social, problem solving methods,

]
. . L] - *

. ) e
- but have beﬁ applied more specuflcally to enhancmg peer interaction are

referred to as "coachlng“ or socijal sklll"lnstructlon As prevnously dis- '

cussed, » tliese methods have been ‘effecy’\/e interventions withy, chiidren 3

< found to be Jdow in r’r acceptance 'or‘to have a few friendships in school. .

¢ ©

In this reSéarcthowll Servo, 1981; Gresham & Naglé 1980 ‘Ladd,” 1981, ‘

‘.
-~ L]

Oden, 1980; Oden & Ashet, 1977), chlldren pgrtlapate in a number. of

coachlng" sessions in Wthh they are first instructed by an adult in soc:al

h sklll“ conceptss .l;hat are correl'ted w’ch peer acceptance measures and repre-, Y
. .
sent general norms for social behaviors wrtl?«peers. Fér eXamp'le, Oden .

s ? and Asher (1977) instructed children in the “following socfal skills for

.
»
' playlng A game wuth anothe‘r?‘chlld participation (getting started in a i
. —-\,,I % f .
o game ‘or actlvrty, paylng attentlon),t cooperatlon (taklng Nr‘ns, sharing
: . . Y | ..
. - materlals), tommunucatson (talking with the other ch|ld llstenmg), and
" L -

4 - 4

VaJ‘lq'a,tlc®1pport., referred to as ”frlendly, fun, and nice (being frlendly,

e : & ‘offering; heldyr i"ouragem'ent). £ach child was then given A, opportun-

> «

|

|

| o . !

Jty to play a ‘game (with_a classmate Following this, the ‘adult and child '"3’"1
~ o

|

vl rglewed “the soc1alv skills prevnously lnstructed in llght of the peer play
. A3 \

expérien®e (see- Oden, 1980 for further detarls) Elements of the Oden

- L4

- . angl Asher study were’ repllcated by’ Gresham and Nage]) 1;1980) and Covrll-

\Segv 0981’) “In the Gresham _and Nagle study, chlldren v:ewed a film

‘. with a narratlve soufidtrack provnd;ng instruction in - the skllls used tn

+ - P
v . R N

Oden and Asher's study Results were somparable to those of Oden a,nd
.- Asher. The«Covull -Servo study repllcated Oden and Ashers socnabs‘klll A ¢

-
P * = instruction Wlth both classmates a'nd nonclassmases as- peer partners for .
M * . - ’ . f - w—— ,’n .
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A i . .
the play sessions. Play experience wi}h/thildren “from the child's major

'peér":g"r'dup(e.g.: the classroom) appea‘r‘ed {ofhave a greater imp;ct on the
f:hild;;en's social parti¢ipation and acceptance by peers. The childrer; in )
Lada{s"r’i11981) study made garns in specific social .skills (e.g.i askﬁlg.

! . o positive qugstion;, giviné usefub&dg’g;stions)"as'wéll as peér&ccep%ance.

>

This socigl skill instruction procedure-included a guided rehearsal by the
- adult as each dyad plafed games. These fifdings also _indicate that simply
leaf'ning new-skills and interacting‘with other &hildren may not alter accep-

L " tance by, classmates if opportunities to ‘interact with peers are not in- "

. c;'easéd ih the classroom. - K ‘ o . -
’ In smLJmmar'y, adult conversatians with children about their peer rela-
".. tionsh‘ips appear to be an impc;r'tant resource in helping children devé’bop
s ’ a f’iendéhip skills. Numer'ou-s: styles or methods of talking with children

appéar" to be helpful to them. _An adult who is op;en to talking with his or
her child about peer relationships is also likely to.further=enhance the
: \

adult-8hild relationship. ‘ o .

W 4

- « Influence of Curricula and Activities
5 :

o

A,cyrriculum for children's social development is ongoing in theg

4

. claslsroom or family even though it may be implicit or "hidden" (Cantledg_e’
- é( M?lbur‘r}, 1980; 'Johnson, 1981). Katz an‘d Zalk (1978) and Lockheed and. Cy
) Harris (1975&), among others, found that.when children interact in curricu- .
v \lun‘w a:ctivities which include mixed-s_eX'and\ race groups, 'ster'eotypes, te/nd
to be lessened. anp a.gr‘eater ‘general openness to intergroup a&tivities' -
~results. X In genéral, the “research evidence indicates that in order to
» . ’ :

- - - ° -
promote children's. social deévelopment, the’presehodl and elementary.school  +

’ -

cUr'r'iculurh should provide children with opportunities to (1) interact with’

\

v their peeré so that they can learn to know and get along with each other

. .
. . ’
» "

. )
S S

L
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and begin and sustain friendships; (2).1neract in pairs and-in small groups;
. . y A : .

(3) dnteract with many “different children in ‘the classroom; (4) interact

-~

various situation

s

/

arts and/m_egia experiences, on the
- L S

i

in .human relations (e.g., rights, of

with many different children i (e.g., in classroom

instructional activities,” in langua
playground); and (5) discuss issue

individuals, cooperation in the group, resolving conflicts). ‘ .

Children are also likely to benefit fkom opportunities to iptera&t with

peers ﬁuzside the” school context such as aX each other's homes, in clubs,

a

scouts, art activites and/or family outings ( the circus, zoo,0r pic-

nics). The inclusion of ‘a sibling should  also e .cgnsidered in activities

" where ﬁﬁey: may enjoy or profit from being include (The role of siblingis

would seem important in.children's peer relationshi but this is an area

which needs investigation.)

-

In curriculum planning, educators and parents need\ to include vari-

’ n‘ . - g - . . k]
ous types of activities that foster children's general education as well as .

~ » *

positive peer - relationships. Language arts activities, a% weyl as music,

drama, art, and children's literature, for example, are importa in help-
’ ’ . 1 ’

ing children express individual feelings, idees, “and creativity, \and in

enhancing their understanding of reciprocity and fairness in human\rela-
tions. Accordingly, language activities represent a potential for greater

knowledgg and u‘r.{der'standing between children and for Helping childre

interact with childred of a different race or €ultural background, age,
.. ‘ ’ ,

sex, and physical or learning ability. ~ Several studies have found that.

reading and discussind stories about cHildrenm—whe d,i'ffer on some charac-

teristic 'such as -a physical disébili;y (e.g. Mauer,/§79) help children to

have more receptive attitudes .toward each other in future interactions.

7 -

A

.

_ﬁf
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'Discussi‘ng stor‘ies from children's ILtera';ur‘e (e.g. Serow & Solomon, 1979)
or from teIevn;ton (e.g. Slaby 2 Quarforth 1980) can help( children to' be

more aware §f 'sex and race stereotypes and what may be incorrect or

“inaccurate about these stereotypes.

P

Academic projects may also be coristructed So that-children learn the
role of cooperation in group effort. Those elements of the curricula de-
_ signed to maximize children's’ knowiedg’e of cooperat‘n‘ve"problem-solving are

likely to" be mdst beneficial to children when'ernployed as an integrat fea-
hY * :

3 ture«of classreom activity. It is important to balance the goal structures
4
of act:v:ties so that’ chnldren experren 8ct|wt|es that are structured for

h <

cooperat;on as well as for a‘ssertlvenes Research eV|dence indicates that

4

subjects such ‘as ‘math, apeH:ng, vocaful.ary,«geograp , and so forth can r
. €' -‘
be structured for group’ COoper' ,on,‘and that such Zooperation tends to

g “"'A

- enhance chlldr‘eras peer «nglat;onshu@, wgnle at the same time€ improving

" vy o

their cognitive: "abm)ues" and acgdemxc achievement (Johnson 1981). In
—_ }N ¥ Ly ,'W

. general engaglng small"gwsﬂbf‘ ‘i’hndre.n in these activities allows every

child to make spme con&? to the\gr‘oup |nteract|on Jr‘ge group -

L actlvntlgs also vae their pla Phys?cal education and sports activities,

o ?®
for example, are known fo enhgnce group effect;veness and\ still, foster

friendships in larger groups (e. g Fine, 1981). =

Group duscussuoﬁ on issues of |nterest may include cont‘F‘oversy but it

can result inh .an enhaﬁcementiof the peer group (Johnson & Johnson,

1979). ° Topimcs of controversy might be handled -by, discussion and activi- A

e
/

ties that exterrd‘ from the}chscussnons such as ‘a clas%room newspaper or a/

debate. Various dlscussuon formats and topics sheyld be cons:dered ﬁe g.
v -
Mehan, 1979; Johnson, 1981); however, there are some issues that should

»

be highlighte'c'i‘ or "recei_ve -;pecific'attention in discussions or debates.
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[

These issues include specific events in the classroom and/or issues in

human relations 'in society. " Disdussions could take place gn relation to _a'

television program, current event, slides, .a story from children's litera-
. - . . A ,

ture, or by role playing.  The discussion of issues in human relations.

‘should help children to examine stereotypes and get to know each other at

\fhe same time. Examples of general themes that are especially refevant as

children progress thr'ougl"l the ‘preschqol and elementary school vyears

-
L]

inciude:

”

(1) Learning how to include a child who tries to join *a classroom

activity; . . N

-

b4

: (2) Learning to appreciate many of the diverse characteristics of
classmates, playmates, and friends; D)
(3) Lear‘niné how tg understand the perspective of another child

nv’ whose values or dituation may differ from one's own;

- »

. ' (4) Learning how to help another who may be in" distress or h@yin}g'

“

_some problem such as learning a skill, finding the way around the school, -

¢ making friends, or getting along‘with cle;ssmagtes; and

(5) Learning h9\'~ to determine fair ways to utilize space amd re-

—

sources within a group. . '

w These kinds of issues may also be purseed in special discussions to
~ ‘ o T
help solve problems over everyday issues, including participation of both

sexes in games in the playground or in s specific section of the room

'(e.g. block building area, playhouse); refusal of a child to sit next to
£ f
another child at the art table; teasing or bullying another child who may

~

‘appéqr to be lost, upset, unaware of how to do so}nething, or who is -

usually very quiet; pushing ahead of others in line; stealing someone's
supplies #r abusing someone's property; and settling arguments by physi-

cél',fights. The use of role-playing and puppets for acting out potential

»




7

solugions-to such situations has been fourd effective for, cllar'ifying perspec-

-

tives and consequerices of social actions (/Sf’ee Carledge & Milburn, 1980). -

) '
It is also inferesting to consider the potential challenge that television
and computers in \the classroom will:pr'ese‘nt for curriculum planning.
Rather than inéreasing.‘ct?mpetition a;ngj isolation fromh peer, r‘e}ﬁlations'hjp
de:/elopr;jent, this technology cbgld fesult in greater mastery of the basic
academic skills and provide greater time for children fo’léarn to apply or:
br‘aciice their skills in';')r'c;jects and_ joint endeavors. In any curriculum
planning,  activities should be examine?wfor' their potential for enhancing

children's peer*relationship development as well as their academic learning.

CONCLUSION
Peer relationships amoné children appear to provide contributions to
children's social ‘de'velopment. Children do not simply interact with peers;
they develop r'e.lat'ionships with peers which provide uniaue social contexts.
.

in the childrer* devetopment. In a peer relationship,'a child experiences

interaction with another child who is of a similar level 'of experience and

]

competence and yet who is different enough to pr'ovic]e a resource for
enr"ichment of his or her own experience. Children also learn to c{evelop
. cohesive peer groups--they learn how to resolve conflicts 'thr'c}ugh negotta-
tion “am, coopération; and they learn how to compete .\\'/ith c;ne another and

yet ma?ntaiq their own individuality. Essentially, they learn how to form

friendships. Although the influence of adults in children's péer r‘el.ation-

ships is limited, their role is important in ensurlhg that classraom curricu-

la, and activities in schools and the'communiy provide sufficient opportuni-

‘ties for childrgn to'develop rela’tionships with their peers.
!
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