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THESI S ABSTRACT
SOCI AL COGNI TI ON | N PRESCHOOLERS:  SCCI AL PERCEPTI ON, SOCI AL
KNONM.EDGE, AND RELATI ONSH P GOALS AND EXPECTATI ONS

Darrell Wesley Meece

Mast er of Science, August 26, 1994
(B. A, Huntingdon Coll ege, 1990)

209 typed Pages
Directed by Jacquelyn M ze

The purpose of the present study was to test the utility of
a nodel of young children's social cognition as a predictor of
preschool ers' social conpetence with sanme-age peers. The node
investigated in this study proposes that three, relatively
i ndependent, dommi ns of social-cognitive processes are pertinent
to young children's peer relations. The first of these
processing skills, social know edge, was conceptualized as a
repertoire of social strategies. The second skill, social
perception, was conceptualized as both the accurate encoding of
rel evant social cues and the positive interpretation of social
cues that have been encoded. The final elenment of this nodel of
social cognition is young children's relationship goals and

expectations, or the extent to which preschoolers would like to



play with other children and feel that other children would |ike
to play with them

Subjects in this study were 34 4- and 5-year-old children
who conpleted multiple assessnments that were devel oped or adapted
to neasure each of these domains with preschoolers. Results
i ndi cated that nmeasures of each of the three hypothesized domai ns
were associ ated with nmeasures of children' s peer conpetence.
Furthernore, neasures of aspects of two of the donmins - the
quality of social know edge and positive interpretation of social
cues - independently predicted teacher-rated peer conpetence when
t he subjects' general verbal ability was statistically
controlled. These results are interpreted as evidence that
multiple, at |east partially independent, social cognitive
processes may guide children's social behavior

Associ ati ons anong neasures of the three hypothesized
domai ns of social cognition suggest that the hypothesis that
t hese donmmi ns are independent may not be entirely adequate.
Furthernore, the pattern of associations anong neasures of these
domai ns and nmeasures of children's verbal ability and peer
conpet ence provi de sonme evidence that a two-factor nodel nay
provide a nore accurate and parsi nmoni ous description of young

children's social cognitive processing.
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. 1 NTRODUCTI ON

Social interaction with peers begins at an early age and
beconmes increasingly inportant to children's devel opnment during
t he preschool years (Cassidy & Asher, 1992; Hartup, 1983; M ze,
Ladd, & Price, 1985; dson & Brodfeld, 1991). Sone researchers
have suggested that early peer relationships provide an essenti al
context for acquiring skills, such as enotional regul ation and
cooperative behavior, necessary for optiml socioenpotional
devel opnment (Hartup, 1989; Parker & Gottman, 1989). |Individua
di fferences in social behavior are apparent in children as young
as 14 to 24 nonths old in daycare settings (Howes & Mat heson,
1992). Moreover, young children's social conpetence and peer
acceptance show noderate stability over the preschool years and
predict children's adjustnment during the transition to
ki ndergarten and el enmentary school (Ladd & Price, 1987; Ladd,
Price & Hart, 1988; d son, 1992).

Attenpting to identify sources of individual differences in
young children's social interaction styles, researchers from both
the social learning and the infornmation processing perspectives
have suggested that the ways children think about, understand,
and evaluate relationships with peers guide their social
behaviors. Several nodels that describe how such social -

cognitive processes nay operate have been proposed (Dodge,



Pettit, MOC askey & Brown, 1986; Ladd & M ze, 1983; Pettit &
Mze, 1993; Rubin & Krasnor, 1986). These nodels typically
propose several discrete cognitive, perceptual, and affective
processes that are activated during social interaction and that
are essential for conpetent functioning with peers. El enents
that are commn to nost of these nodels include attention to and
encodi ng of relevant social cues, interpretation of the stinuli

t hat have been encoded, and a know edge base from whi ch possible
responses to social stinuli can be generated.

Recently, Pettit and M ze (1993) proposed a nodel that
descri bes three social-cognitive processes that nay be
particularly relevant as children negotiate peer interactions:
(1) social perception, defined as the process of attending to,
encodi ng, and accurately interpreting relevant social stimnuli
(cues); (2) social know edge, defined as a know edge base or
repertoire of social strategies; and (3) relationship goals and
expectations, defined as an individual's notivation in regard to
affiliative behavior and expectations about social outcones
(Pettit & Mze, 1993). Pettit and Mze (1993) hypot hesi ze t hat
i ndi vidual differences exist between children within each of
t hese domains. These authors further propose that individual
differences in social cognition are responsible for variations in
children's orientations toward, and interactive behaviors wth,

peers.

11
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The processes that conprise the Pettit and M ze nodel have
been linked individually to children's behavior or acceptance
with peers (for exanple, see Asher & Renshaw, 1981; Dodge, Muirphy
& Buchsbaum 1984; Evers-Pasqual e & Sherman, 1975; Gouze, 1987,
Mze & Ladd, 1988; Pettit, Dodge, & Brown, 1988; Putallaz, 1983;
Renshaw & Asher, 1982; Rubin, Daniels-Bierness, & Hayvern, 1982;
Spi vack & Shure, 1974) but to date the extent to which these
soci al -cognitive processes together predict children's social
compet ence has not been assessed. Furthernore, to date all of
t hese processes have not been assessed anong sanpl es of
preschool ers. The purpose of the current research is to devel op
measures to assess these three constructs (social perception,
soci al know edge, and rel ati onshi p goals and expectations) for
use anong preschoolers. The associations between these three
domains will be exam ned. Further, the extent to whi ch these
processes i ndependently, additively, and interactively predict
young children's social acceptance will be exam ned. Although
t here has been no previous exam nation of these three domains of
processes within a single investigation, each of the social-
cogni tive donmins that conprise the nodel is grounded in prior
research and theory.

Previ ous research points to two processes that may be
critical to children's social perception skills: the ability to
attend to and accurately encode rel evant social cues and the
attributions that children make concerning the intentions of
others. Deficits in encoding of social cues has been enpirically

i nked to aggressive behavior whereas skill in this process has
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been linked with peer acceptance. 1In a study of attention to
social stimuli, preschool boys who exhibited aggressive behavi or
in the classroomwere found to focus their attention upon
aggr essi ve vi deot ape-based stinuli nore than | ess aggressi ve boys
(Gouze, 1987). Putallaz (1983) denpnstrated that the children
who were nost skilled at perceiving and describing the ongoing
play of two child confederates al so were nore adept at entering
ongoi ng play, and were better liked by peers four nonths later in
first grade. Dodge et al. (1986) report that in a sanple of
ki ndergartners through second graders, the children who
identified nore relevant social cues presented in videotaped
vignettes di splayed nore prosocial and effective behavior in an
actual group entry situation. Together these studies suggest
that children who are nore capable of attending to and reporting
pertinent social cues are nore successful socially with peers
than are children less skilled in this domain.

The second aspect of social perception, attributions of
intent, involves interpreting social events and draw ng
i nferences about the reasons or notives for others' social
behavi or. Kindergartners, second-graders, and fourth-graders
classified through peer ratings as socionetrically popul ar and
average were nore accurate in the manner in which they
interpreted the intentions of child actors in videotaped
vignettes than were their socionetrically neglected or rejected
cl assmates (Dodge et al., 1984). Moreover, socially successfu
children tend to interpret the intentions of others nore

positively than do socially unsuccessful children. A bias anmpng



14
aggressive and peer-rejected children towards attributing hostile
intentions to others has been well docunented anong el enentary-
school -age children (Dodge, 1980; Dodge & Frane, 1982; Feldman &
Dodge, 1987). For exanple, when presented with a hypothetica
provocation in which the intent of the peer is unclear or
anmbi guous (such as being hit frombehind with a ball) aggressive
and socially rejected children are nore likely to interpret the
intentions of the peer as hostile than are other children (Dodge,
1980) .

Al t hough attributions of intent have been linked with social
outcomes in studies of older children, little research in this
area has been conducted with preschool ers. One prior attenpt to
assess attributions of intent anong 4- and 5-year-old children
found little variance in the attributions preschool children made
regarding the intentions of others (Pettit et al., 1988). Pettit
and his coll eagues found that anong their sanple of economcally
di sadvant aged children alnost all of the children displayed a
bias for attributing hostile intentions. However, Dodge, Bates
and Pettit (1990) report that the preschoolers in their sample
who nmade nore hostile attributions were observed to behave nore
aggressively with peers than were the children who nade fewer
hostile attributions. It is unclear whether the findings of
Pettit et al. (1988) reflect a developnental trend in the way
children make attributions concerning the intentions of others,
or a unique characteristic of the econonically di sadvant aged
sanpl e studied. For this reason, it is inportant to assess

attributions of intent in other samples which include young
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children fromdifferent social ecologies than the one studied by
Pettit and his coll eagues.

In the current research, nmultiple neasures were designed to
assess social perception skills anmong preschoolers. Children
were shown a series of videotaped vignettes of peer interaction
situations portrayed by child actors. Follow ng the presentation
of videotaped vignettes both forced-choice and free-response
items were used to assess the accuracy with which preschoolers
encode rel evant social stinmuli. Likew se, forced-choice and
free-response itens were used to assess the attributions that
subj ects nmade about the intentions of child actors in these
vi deot aped vi gnettes.

The second social cognitive process, social know edge, has
been linked with social success with peers anpbng preschool ers,
ki ndergartners, and el enentary-school -age children. Soci al
know edge has typically been assessed by presenting children with
hypot heti cal social dilemas such as a provocation by a peer, or
entry into a new social group. Follow ng presentation of the
social dilemm, children are asked to state one or nore things
that they could do if confronted with this situation. Two
approaches have been followed in the study of how social strategy
know edge shapes social behavior: the first focuses on assessing
t he nunber of relevant strategies children can generate in
response to social dilemms, and the second focuses on assessing
the quality of these responses.

Resear chers who have concentrated on assessi ng the nunber of

children's social strategies (Pettit et al., 1988; Rubin, 1983;
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Spi vack & Shure, 1974) propose that the greater the nunber of
rel evant strategies children are able to generate, and thus the
nore choices available, the nmore likely the child is to select an
appropriate or positive strategy (Spivack, Platt, & Shure, 1976).
Children who are able to generate a greater nunber of relevant
strategies in response to hypothetical social dilenmas have been
observed to display nore prosocial behavior than chil dren who
generate fewer relevant strategies (Mze & Cox, 1989) and are
rated by teachers as nore conpetent (Pettit et al., 1988). O her
research, however, failed to find significant associ ations
bet ween the nunber of relevant social strategi es preschool ers
generate to hypothetical social situations and teacher ratings of
social status (for exanple, Krasnor & Rubin, 1978; for a review,
see Rubin & Krasnor, 1986).

The second approach to the study of children's social
know edge enphasi zes assessnment of the quality of the first
strategy children generate in response to hypothetical soci al
probl enms (Asher & Renshaw, 1981; M ze & Cox, 1989; M ze & Ladd,
1988; Rubin, 1983; Rubin et al., 1982). Researchers who have
foll owed this approach propose that the quality of the first
strategy children generate is a better reflection of how children
actually relate to peers (Mze & Cox, 1989; Mze & Ladd, 1988).
Per haps the clearest theoretical rationale for this approach
relies on Nelson's (1981) concept of scripts (Mze & Cox, 1989;
Mze & Ladd, 1988). Scripts can be thought of as cognitive
representations of faniliar experiences that are accessed to

gui de behavior in simlar situations. According to the quality-
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of -first-response view, children's behavior in peer interaction
situations typically is guided by initial, automatically-accessed
scripted strategies, rather than by reflective (i.e., thoughtful)
sel ection of strategies. The first responses of nore socially
successful children tend to be nore relevant to the social
problem (Pettit et al., 1988), nore effective (Asher & Renshaw,
1981) and nore prosocial and |l ess hostile (Asher & Renshaw, 1981;
Pettit et al., 1988; Rubin, et al. 1982) than the responses
generated by | ess socially successful children.

Mor eover, researchers working within the script framework
suggest that strategies generated with enactive procedures, in
whi ch children act out problematic social situations using
puppets or dolls and other props, are nore accurate
representations of the scripts that guide children's peer
interactions than are their verbal responses to hypothetica
social dilemas. Researchers have found that children produce a
greater variety of strategies in response to social situations
presented through enactive techni ques than when the situations
are presented verbally (Getz, Goldman, & Corsini, 1984).

Prosoci al behavior has been linked with "friendly" strategies
generated in response to enactive stinuli (Mze & Ladd, 1988).
Mze & Ladd' s (1988) findings provide support for the hypothesis
that enactive assessnents of social knowl edge may be nore

sui tabl e for use anong preschool ers than verbal assessnents, in
that the quality of strategies elicited through verbal techniques
did not add to the prediction of prosocial behavior beyond the

enacti ve responses.
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Because both the nunber and quality of strategies generated
in response to hypothetical situations have been |linked with
preschool ers' social behavi or and peer acceptance, both were
assessed in the current research. |In order to allow for
conpari sons between previously used approaches and in order to
establish construct validity, a multi-nmethod procedure was
utilized to assess subjects' social know edge. Both the quantity
(Pettit et al., 1988; Rubin, 1983; Spivack & Shure, 1974) and
quality (Asher & Renshaw, 1981; M ze & Ladd, 1988; Rubin, 1983;
Rubin et al., 1982) of subjects' social strategies were assessed
using a verbal neasure in which children were presented |line
drawi ngs and read an acconpanyi ng story concerni ng peer
interaction and were asked to suggest as nany potential responses
as possible. The quality of children's first response to
hypot heti cal situations was assessed through an enactive
procedure in which subjects used puppets to enact hypothetica
social interactions (Mze & Cox, 1989; Mze & Ladd, 1988) and a
ver bal assessnment in which children were asked to suggest
responses to hypothetical social interactions portrayed by
vi deot aped child actors (Dodge et al., 1986; Pettit et al.,
1988) .

The third domain of social-cognitive processes,
rel ationship goals and expectations, has been consi dered
theoretically inportant (for exanple, see Krasnor & Rubin, 1983;
Renshaw & Asher, 1982; Gottman, 1986) because it incorporates
children's notivations and feelings concerning social interaction

into otherw se predom nantly cognitive nodels. Simlar to the
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concept of internal working nodels fromthe attachnent
literature, relationship goals and expectations is proposed to
i nvolve two conceptually rel ated processes. The first,
relationship goals, is defined as the extent to which an
individual is notivated to interact socially and establish
positive relationships with peers. |In the context of
preschool ers' peer interaction, relationship goals refer to how
much a child wants to play with other children (Pettit & M ze,
1993). The second process, relationship expectations, is defined
as an individual's beliefs concerning others' desires and
notivations to engage the self. For preschool children
rel ati onship expectations refer to the child' s beliefs about how
much others want to play with himor her. Children's
relationship goals and expectations are crucial factors in
under st andi ng the associ ati on between children's social cognition
and soci al behavior, and may noderate this link. Specifically, a
child may accurately encode and interpret relevant social cues
and may possess know edge of appropriate responses to a
particul ar social situation but may not act on the strategies
because of non-affiliative goals, fear of rejection, feelings
that social interactions are often unpleasant, and so on (Renshaw
& Asher, 1982).

Assessnent of preschool children's social goals has proved
nore problematic and | ess straight forward than assessnent of
their social strategies. For instance, asking children to state
their goals in given situations appears to produce neani ngf ul

responses for elenmentary school children, but not with
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preschool ers. Renshaw and Asher (1982) presented third- through
si xth- graders with hypothetical social dilemmas through stories
and pictures. After children described a strategy, the
experi nenter asked subjects to explain why they would respond
with that particular strategy. Subjects classified as high
soci al status (using peer ratings) suggested significantly nore
positive and socially outgoing goals than did children classified
as lowin social status. In an attenpt to replicate the Renshaw
and Asher findings in a sanple of preschool ers, however, M ze
(personal communi cation, Novenber 12, 1992) found that
preschool ers could not explain their social goals in neaningful
ways.

In an attenpt to overcone problens associated with asking
young children to describe their notivations, sone researchers
have taken a less direct route in the assessnent of preschool
children's social goals. For exanple, Krasnor and Rubin (1983)
identified social problemsolving attenpts during naturalistic
observation and inferred the social goals that the children were
attenpting to achieve and the strategies that the children used
to attenpt to neet these goals fromtheir behavior. Each soci al
probl em sol ving attenpt was coded as successful if the desired
outcome, or goal (as inferred by the observer), was achi eved
following the attenpt. The authors concluded that children's
soci al goals were better predictors of the success of problem
solving attenpts than were the quality of the strategies the
children enpl oyed (Krasnor & Rubin, 1983). Children were nost

successful when their goals involved seeking attention from
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others or initiating interaction with others. These results
suggest that the quality of children's peer relationships my be
partly a function of their relationship goals, and that some
goals, particularly goals to initiate interaction, are nore
likely to be successful than are others. Equally inportant to
the current research, the Krasnor and Rubin (1983) study al so
denonstrates the feasibility of inferring social goals from
chil dren's behavi or.

A social skills intervention study (Evers-Pasquale &
Sherman, 1975) with socially isolated preschool ers provides yet a
third approach to assessing social goals, and yields perhaps the
strongest evidence for the role preschoolers' social goals my
play in their peer interaction. Children were classified as
peer-oriented and not peer-oriented based on responses to
hypot heti cal situations in which they were asked whet her they
woul d prefer to engage in a series of typical preschoo
activities alone, with a peer, or with an adult. Follow ng a
fil mbased social skills nodeling intervention, observed peer
interactions increased significantly for subjects classified as
peer-oriented, but not for subjects classified as non-peer-
oriented. These results suggest that peer affiliative goals are
an i nportant influence upon children's social behavior in that
sonme children may fail to interact with peers as a result of non-
affiliative goals.

Because of the relatively sparse data base to serve as a
gui de to devel oping rel ati onship goal s neasures, severa

approaches were taken. Three neasures of relationship goals were
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derived fromthe videotape based assessnent. First, children
were asked to rate how nmuch they would like to play with the
children presented in each of the 14 vignettes. Five of the
vi deot aped vignettes depicted a situation in which the
prot agoni st was faced with deciding between a peer-affiliative
and a non-affiliative goal. Follow ng the presentation of each
of these 5 vignettes, subjects were asked to make an explicit
choice as to whether they would prefer to play with the peer or
remain alone. Children's social goals also were inferred from
their strategy responses to videotaped vignhettes, using a
procedure simlar in concept to that used previously to infer
young children's social goals fromtheir social behavior (see
Krasnor & Rubin, 1983). These inferred social goals were
classified dichotonously as either peer-affiliative or not peer-
affiliative (Evers-Pasqual e & Sherman, 1975).

Addi tional measures of relationship goals were derived from
the line-draw ng, enactive, socionetric, and goal -choice
interviews. Relationship goals were inferred fromthe soci al
strategies elicited during the line-drawing and enactive
interviews in the same nanner used during the videotape-based
interview. During the socionetric interview, subjects were asked
to rate how nuch they liked to play with each of the children in
their preschool class; the average rating a subject gave to
cl assmates conprised an additional index of peer-affiliative
goals. Finally, during the goal-choice interview subjects were
shown pictures of typical preschool activities and asked if they

woul d prefer to engage in each of the activities with sonmeone
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their own age, by thenselves, or with an adult (adapted from

Ever s- Pasqual e & Shernman, 1975).

devel opnment of neasures of children's relationship expectations,
or beliefs concerning one's own conpetence and the social goals
of others, has |agged behind that of other social-cognitive
processes. |In one study, Goetz and Dweck (1980) presented
fourth- and fifth-graders with hypothetical rejection situations,
and asked themto endorse one of five possible causes (for

i nstance, personal inconpetence, nisunderstanding, or negative
traits of the rejector) for the rejection. Results indicated

t hat | ow peer acceptance was associated with the endorsenent of
personal inconpetence. Furthernore, children who credited
personal inconpetence for peer rejection also tended to give up
easily or to persist with the same ineffective strategy when
presented with a peer rejection situation. Goetz and Dweck's
(1980) findings suggest that beliefs about others' reactions to
the self and the extent to which one expects acceptance from
others are associated with differences in children's acceptance
by peers, in that children who feel that rejection is due to
personal inconpetence are | ess accepted by their peers than are
ot her children.

In another study that included children's relationship
expectations, Dodge and his col |l eagues (1986) operationalized the
construct of "interpretation of social cues" by asking children
to rate how much they thought that children in a videotaped

social interaction scene would like to play with them In the
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Dodge study this variable did not add to the prediction of
behavi oral group entry success beyond the prediction of other
social cognitive variables including strategy generation and
social cue utilization. This may have been due in part to the
fact that only one social scenario, a scene in which two children
are playing a card gane, was used to assess relationship
expectations. Also, only one outconme variable, the success of
group entry as observed in an anal og social situation, was
assessed by Dodge and his colleagues. In this anal og soci al
situation, the experinmenters instructed the children to join an
ongoi ng dyad in play. Because these instructions gave children a
social goal, it may be that relationship expectations are not
especially relevant to the group entry situation investigated by
Dodge and his colleagues. |In the current research, children's
rel ati onshi p expectations were assessed by asking how nmuch they
t hought the children in each of 14 vi deotaped vignettes,
depi cting seven distinct themes of typical preschool social
interactions, would like to play with them

The maj or goal of this study was to exam ne the associ ations
anong neasures of children's social cognition and neasures of
children's conpetence with peers. A nulti-dinensional approach
was taken in the assessnent of children's social conpetence;
specifically social conpetence was conceptualized as being
represented by peer acceptance and social behavior with peers.
Esti mates of social behavior were obtai ned through teacher
ratings. Two teachers in each classroom conpleted the Teacher's

Checklist of Peer Relations (Dodge & Sonberg, 1987), which



25
contains six itens related to children's peer conpetence, seven
items pertaining to children's social sensitivity, and five itens
related to aggressive behavior. Two neasures of peer acceptance
wer e obtai ned through socionetric interviews (Asher, Singleton,
Tinsley, & Hynel, 1979), a peer nom nation neasure and a peer
rati ng nmeasure.

Model s of children's social cognition such as the Pettit
and M ze (1993) nodel assert that social-cognitive processes
reflect discrete or distinct processes and are not nerely a
reflection of maturation or general cognitive or verbal ability.
It may be, however, that relations between social cognition and
children's peer acceptance and/ or social behavior are due in part
to athird variable - verbal ability - and its associations with
nmeasures of both social cognition and peer conpetence. For
exanpl e, the quantity and quality of strategi es suggested to
hypot heti cal social dilemmas may be related to children's soci al
conpet ence sinply because children with greater cognitive or
vocabul ary skills are able to generate nore high-quality
responses, and also are better |iked, than are |less verbally
adept children. Similarly, the accuracy with which children
report and identify relevant aspects of videotaped interaction
scenari os may be a function of general intelligence, verba
ability, or nmaturation, rather than individual differences in
soci al perception skills. Also, because children becone nore
interested in peer interaction as they grow ol der (Hartup, 1983),
relationship goals and expectati ons nay be associated with

i ndi ces of nmaturation.
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A few studi es that have exam ned singl e aspects of
children's social cognition have controlled for children's
general cognitive ability or 1.Q (Dodge et al., 1984; Gouze,
1987; Spivack et al., 1976) or verbal ability (Getz et al.,
1984). In all of these studies single aspects of social
cognition were found to be relatively independent of mneasures of
intelligence. The role of general cognitive or verbal ability
and maturation as a covariate when nultiple social-cognitive
processes are assessed concurrently, as in the present research,
remai ns unknown. In the current research verbal ability was
deened a potentially inportant covariate of social-cognitive
skills. The responses of preschoolers to hypothetical tasks may
be especially sensitive to individual differences in verba
ability because the assessnments used are highly verbal in nature.
Chil dren nust understand the hypot hetical situation, which is
usual ly presented at |east partially verbally, as well as the
researcher's questions. Children nmust also be able to express
t houghts verbally in order to respond to nost assessnments. For
this reason, the Peabody Picture Vocabul ary Test (PPVT) was used
to assess subjects' verbal ability in the current research. It
i s hypot hesi zed that social-cognitive skills are at |east
partially distinct fromverbal ability, and so nmeasures of
social -cognitive skills will continue to be predictive of social
conpet ence even when verbal ability is controll ed.

The purpose of this research was to devel op neasures, or
adapt existing neasures, to assess preschool children's social

perception, social know edge, and rel ationship expectations and
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goals. The internal consistency of each of these neasures was
exam ned. Miltiple neasures of each domain were used in order to
assess the convergent and discrimnant validity of the measures.
It was hypot hesi zed that neasures within a donain would be nore
strongly related to one another than neasures across domains.
For example, forced-choice and free response neasures of intent
attributions and forced-choice and free response neasures of
accuracy of encoding social cues, all conceptualized as nmeasures
of social perception, should be strongly interrelated. The
relati onship between these variabl es and neasures of soci al
know edge, such as the nunber and quality of strategies, should
not be as strong.

Furthermore, this research sought to exam ne the extent to
whi ch nmeasures of social perception, social know edge, and
rel ati onship goals and expectations independently, additively,
and interactively predict neasures of children's soci al
conpetence. It was hypothesized that each of the three domains
of social-cognition would independently and additively predict
measures of children's social conpetence. This research al so
exam ned the extent to which neasures of relationship goals and
expect ati ons noderate both the associ ati on between neasures of
soci al know edge and neasures of peer acceptance, and the
associ ati on between neasures of social perception and neasures of
peer acceptance. It was predicted that social know edge and
soci al perception would be nore strongly related to soci al
conpet ence anong children who had nore positive rel ationship

goal s and expectations than anong chil dren who possessed nore
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negative views of social interaction. Finally, the relations
bet ween neasures of each of three social-cognitive donmains,
soci al perception, social know edge, and rel ati onshi p goals and
expectations, and neasures of children's social conpetence were
assessed while controlling for the children's verbal ability and
age. It was hypothesized that neasures of each of these social-
cognitive domains would predict children's social conpetence even

when verbal ability and age were controll ed.
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1. REVIEWOF THE LI TERATURE

This review focuses on research that has been conducted
anong preschool ers and ki ndergartners. As such, no attenpt has
been made to provide an exhaustive review of all prior research
t hat has exami ned social cognition within a devel opnent al
framework. The review begins with a discussion of research
pertinent to the donmains of social cognitive processes that
conprise the nodel investigated in the current research (Pettit &
M ze, 1993). This nopdel proposes that three donains of social
cognitive processes, social perception, social know edge, and
rel ati onshi p expectations, are particularly inportant to young
children's social behavior and peer interaction. Pettit and M ze
(1993) hypot hesi ze that these three domains represent discrete
processes, and that individual differences in these social
cognitive donmins are associated with variation in children's
soci al behavior. Following this is a review of studies of young
children's social cognition that have controlled for subjects
general intelligence or verbal ability. Finally, this review
concludes with a summary of research that has exam ned soci al
cognitive processes as discrete predictors of children's social
conpetence, and a listing of the goals and hypotheses of the

current research.

Soci al Perception

Soci al perception is the ability to attend to, encode, and

accurately interpret appropriate social cues. Research has



exam ned many aspects of social perception anpong ol der children,
but few specific nethods have been designed to assess soci al
perception anong preschool ers. Consequently, little is currently
known about social perception anong ki ndergartners and
preschoolers. In order to develop effective neasures of social
perception in preschoolers, it is necessary to review research

t hat has been conducted with kindergartners and ol der children.

Encodi ng of social cues. Social perception requires the

ability to attend to relevant social cues. In a study of
aggression in preschool -age boys, Gouze (1987) found that boys
who di spl ayed aggressi ve behavior differed from nonaggressive
classmates in the manner in which they attended to aggressive
stimuli. First, aggressive preschool ers attending nursery schoo
were | ess capable of shifting their attention away from a

vi deot aped puppet show depicting aggressive interactions than
wer e non-aggressive preschool ers. The experinmenter al so asked
the subjects to conplete a task in which rings were tossed on to
pegs. Aggressive boys were nore likely to be distracted from
conpleting this ring-toss task by video-taped cartoons depicting
aggressi ve behavior than were their non-aggressive day care
classmates. These findings indicate a |ink between children's
soci al behavi or and the manner in which they attend to soci al
stirmuli; in particular, children who behave in an aggressive

manner are nore likely to attend to and to be distracted by

30
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aggressive stinmuli than are | ess aggressive children. However,
based upon this study we do not know if other specific behaviors,
such as pro-social behavior or peer acceptance, are associated
with any distinct patterns of attending to social cues.

In a study of children's attention to and encodi ng of soci al
cues, Putallaz (1983) arranged for two child confederates to
present first grade subjects with scripted social problens.

Subj ects were individually led to a research trailer where the
two unfam liar child confederates were already engaged in playing
a gane. The experinenter introduced the three children and left.
The behavior of the two child confederates foll owed a set script.
For the first five mnutes the children continued to play the
board gane, while engaging in a series of verbal ganes: an
imtation gane, a rhyning game, and a questioning game. Next the
children acted out a series of staged social know edge
situations: a helping situation, a conflict managenent situation,
and a peer rejection situation. Each child' s attenpts to enter
the dyad were videotaped from behind a one-way mrror. Al of
the subjects' verbalizations to the confederates were coded as
relevant to the peers' play, irrelevant, or tangential. The
percent age of relevant conments was associated with children's
socionetric status four nonths later. Presunably, the percentage
of relevant conments is a reflection of children's ability to
read social cues. Furthernore, experimenters interviewed the
subjects followng this experinmental session. During the

i nterview, the experinenter and subject watched a vi deot aped

record of the subject interacting with the two child
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confederates. At the six points that corresponded to the
particul ar scripted thenes of the experinental session, children
wer e asked "what were the other two boys doing here?" The
subj ects' answers were coded for accuracy, and the mean nunber of
correct responses was considered a neasure of perception
Results fromthis study indicate that children's ability to fit
into an ongoing group is predictive of socionetric status as
assessed four nonths later. Although the social perception
measure did not add to the prediction of socionetric status, the
interaction of relevant conversation by social perception did
significantly contribute to this prediction. One interpretation
of this interaction is that subjects who accurately perceived the
group's behavior were nore adept at fitting into the group
t hrough contributing relevant conversation, and thus are vi ewed
as nore conpetent by peers.

The findings reported by Dodge et al. (1986) provide
addi tional support for the hypothesis that young children's
encodi ng of relevant social cues is associated with their soci al
behavi or. These researchers presented kindergarten, first-grade
and second-grade children with a series of five videotaped
vignettes of two children playing a board gane. Each subj ect
viewed five scenarios: in each, a third child uses one of five
strategies to join the two children al ready engaged in play.
Fol l owm ng the presentation of each of the five scenarios,
subj ects were asked to make an interpretation of the videotaped
actors' behavior; specifically, subjects were asked "will these

children like to play with you?" To determine if the subjects
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utilized relevant cues presented in the videotape to nake this
interpretation, the subjects were asked why they answered the way
that they did. Responses were scored as to whether subjects used
specific social cues presented on the videotape in making the
interpretation: responses that cited presented cues were scored
one, and responses that did not were scored zero, and these
scores were sunmed to provide a neasure of cue utilization. One
to two weeks after the interview, subjects were led to a play
room where two sane-sex classmates had been playing for five

m nutes. Each subject was instructed to go into the room and
begin playing with the two children. After seven m nutes,
subjects were led back to their classroons. Trained coders rated
the group entry success and conpetence of the target child. The
use of presented cues in nmaking an interpretation during the

vi deot aped interview was significantly associated wi th observer
rated success and conpetence in the analog group entry situation.
Together with Putallaz's (1983) data, these results highlight the
i nportance of attention to relevant social cues for children as
young as ki ndergarten age.

A study of parental influences upon children's aggressive
behavi or further denobnstrates the inportance that accurately
encodi ng rel evant social cues plays in children's social behavior
(Wi ss, Dodge, Bates, & Pettit, 1992). These researchers
presented kindergartners with 24 vi deotaped vignettes, each of
whi ch portrayed a negative event. Follow ng the presentation of
each of these scenarios, subjects were asked to recall what had

happened in the story. These descriptions were coded on a zero
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(fully relevant) to 2 (fully irrelevant) scale, based upon the
degree to which subjects utilized cues presented in the

vi deot aped stinulus. Subjects whose descriptions were nore

irrel evant displayed nore aggressive behavi or as reported by
teachers and trained observers than did children who were nore
accurate in their descriptions. These findings suggest that
children's ability to accurately perceive relevant social cues is

associ ated with their social behavior.

Interpretation of social cues. Wen a particular social cue

is attended to and encoded, the child is able to interpret and
devel op an understandi ng of the nmeaning of this cue. The
interpretation of social cues often requires that a judgenent be
made about the causal intentions of others. Two central
guestions have guided research in this area. First, do

di fferences exist in the accuracy wi th which individuals
interpret social cues? and second, are differences in the
accuracy of social cue interpretation related to individual

di fferences in social behavior?

In an effort to exam ne the accuracy of children's
interpretations of the intentions of others, Dodge et al. (1984)
presented ki ndergartners, second-graders, and fourth-graders with
an intention-cue discrimnation task and an intention-cue
identification task. |In the discrimnation task, subjects viewed
10 sets of three vignettes in which one child provoked anot her,
for exanple, one child knocked over another's blocks. The
i ntentions of the provocateur were either hostile (e.g., the

target child displayed purposefully destructive behavior with
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acconpanyi ng facial expressions and verbalizations), prosocial
(e.g., the target child purposefully destroyed the peer's play
material but did so in an effort to help the peer), accidental
(e.g., the target child unintentionally destroyed the peer's play
material), or sinply being present (e.g., the peer destroyed his
or her own play materials and then blamed the target child).

Each of the 10 sets contained two vignettes in which the
provocateur portrayed the same intention, and one in which the
provocat eur depicted a different intention. Follow ng the
presentation of the three vignettes in a set, subjects were asked
to identify which vignette portrayed an intention that was
different fromthe intentions depicted in the other two
vignettes. Responses were coded as correct or incorrect, based
upon the agreenent of adult judges who watched the vignettes.
During the intention-cue identification task, subjects were
presented a series of vignettes in which the protagoni st
portrayed two exanpl es of each intention type per series. 1In the
identification task, five categories of intentions were included:
hostil e, prosocial, accidental, anbiguous, or sinply present.
After the subjects watched each vignette, they were asked to
verbally identify the intentions of the provocateur. Results

i ndicated that children classified as popul ar or average through
peer nom nations perforned significantly better on both the

i ntention-cue discrimnation and identification tasks than did
their socionetrically rejected and negl ected cl assmat es.
Socionetrically popular children also scored significantly higher

t han socionetrically average children on both tasks.
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The findings of Dodge et al. (1984) support the hypothesis
that socially mal adjusted children are | ess accurate in the
interpretation of social cues than are nore socially conpetent
children. Moreover, socially unsuccessful children tend to
interpret the intentions of others nore negatively than do nore
socially skilled children. In fact, a bias anbng aggressive
children towards attributing hostile intentions to others has
been well docunented anong second- though ei ghth-grade children
(Dodge, 1980; Dodge & Frane, 1982; Feldman & Dodge, 1987; Gouze,
1987; Steinberg & Dodge, 1983). This bias, however, seens to be
nost apparent when the intentions of the provocateur are
anmbi guous. For instance, Dodge (1980) exami ned the attributions
made by second- fourth- and sixth-grade boys by reading to thema
series of four hypothetical social situations, in which the
protagonist is the target of a negative outconme. The intentions
of the peer in each story were unclear. The subjects were asked
to imagi ne that they were the victins of the negative outconme and
to describe the intent of the provocateur. Dodge reported that
aggressi ve boys nade hostile attributions of the peers
i ntenti ons about 50% nore often than did their nonaggressive
cl assmat es.

Al t hough there is a fair anmount of research supporting the
presence of a "hostile attribution bias" in aggressive and peer
rejected ol der children, to date there has been little research
focusing on this phenonenon in preschool children. Pettit et al
(1988) attenpted to assess the hostile attributions made by four-

and five-year-old children. Pettit and his coll eagues report
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that alnost all of the children in their sanple were biased
toward attributing hostile intentions to others. The authors
state that the preschool ers appeared to focus solely upon the
outcome of hypothetical situations, in this case a peer
provocati on, and seenmed to assune that intentions were
necessarily hostile since outcones were negative.

Currently it is inpossible to state whether the Pettit et
al. (1988) findings are indicative of a developnental trend in
the attributions of intent made by young children or if these
findings are a reflection of the sanple studied by Pettit and his
col |l eagues. The particul ar sanple was drawn froma federally
sponsored preschool for econom cally di sadvantaged children. The
authors report that 30% of the children studied and 54% of their
not hers were suspected of having been the victins of child or
spouse abuse. Because of the high degree of early social stress
inthis sanple, Pettit and his coll eagues suggest that the
children may have |l earned to over attribute hostility, regardl ess
of characteristics of a particular situation.

However, there is evidence that individual differences do
exi st in the manner in which preschoolers interpret the causal
intentions of others, and that neaningful variation can be
assessed anong this age group. In a study of inter-generational
transni ssion of aggression, Dodge et al. (1990) presented five-
year-olds with eight picture-based scenarios depicting an
anbi guous provocation by a peer. Follow ng each of the eight
vignettes, subjects were asked why the hypothetical peer acted

the way that he or she did. Responses were coded di chotonously,
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as either benign intent or hostile intent. Findings reported by
Dodge and his col | eagues (1990) state that the percentage of
hostile attributions significantly predicted observed aggressive
behavi or. These findings are consistent with the results of
Weiss et al. (1992) who report that kindergartners who made nore
hostile attributions about the intentions of videotaped child
actors were observed to behave nore aggressively with peers than
wer e ki ndergartners making fewer hostile attributions. These
findi ngs suggest that the "hostile attribution bias" may be
present in aggressive children as young as age five. However,
the focus of the Dodge et al. (1990) and Wiss et al. (1992)
studi es were upon aggressive behavior, and so at the present tine
we do not know if deficits or biases in the manner in which young
children interpret social cues is related to their acceptance by

peers or to other measures of social conpetence.

Summary. Differences seemto exist in the accuracy with
whi ch children attend to and encode social cues. Mreover, these
di fferences appear to be related to differences in social
behavi or (Dodge et al., 1986; Gouze, 1987) and peer acceptance
(Putallaz, 1983). Socially skilled children also appear to be
nore accurate in the way that they interpret the intentions of
others. Furthernore, the inaccurate attributions children make
about the intentions of others are not randomerrors, but seemto
reflect systematic biases. Specifically, anong ol der children,
socionetrically popular and average children tend to interpret
the intentions of others as nore positive and prosocial than do

socially rejected and aggressive children, who tend to view the
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intentions of others as nore negative and hostil e when outcones
are negative. Currently evidence is mxed in regards to whether
reliable individual differences exist anmong preschoolers in their
attributional styles, and if so, whether these differences are
related to nmeasures of social conpetence with peers.

Despite evidence |inking social perception to children's
soci al conpetence, few studies have included children younger
than ki ndergarten age. Because of the |inmted vocabul ary of
preschool ers, the methodol ogy enpl oyed by previous studies (e.g.,
showi ng children a hypothetical social dilemm and asking themto
tell what happened; for instance, Dodge et al., 1984; Dodge et
al ., 1986) may not be well suited for use with preschoolers. For
this reason, nmeasures of encoding and interpretation of social
cues designed specifically for use anong preschool ers were

desi gned for the current study.

Soci al _Know edge

Soci al knowl edge i s conceptualized as an individual's
repertoire, or cognitive representation, of potential responses
to social stimuli. Social know edge al so involves the
hi erarchical structure, or judgenents about the appropriateness,
of these social strategies. Social know edge has npbst often been
assessed by presenting children with hypothetical social
di | emmas, such as a provocation by a peer, or entry into a new
soci al group, and then asking the children to state sone things
that they could do if confronted by this dilemm. Presentation
of such dilenmas nmay be done through reading a story and by

providing the child with acconpanying pictures (for instance,
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Asher & Renshaw, 1981; Pettit et al., 1988; Rubin et al., 1982),
vi deot ape-based stinmuli (Dodge et al., 1986; Pettit et al.,

1988), or enacting hypothetical social problens wth puppets,
dolls, and/or other props (CGetz et al., 1984; Mze & Cox, 1989;
Mze & Ladd, 1988). Typically, a social goal is nade explicit to
the child. For instance, children night be asked "what are sone
things you could do to play with those children,” or "what could
you do to get that toy?". Followi ng the presentation of each
vignette, experimenters ask the subject to state or act out what
he or she mght do if confronted with a simlar situation

Nunber of strategies. Early studies of children's social

know edge focused upon the quantity of responses generated, based
upon the assunption that children who generate a | arge nunber of
responses to a particular situation will be nore versatile and
adept at social interaction. Such studies often enployed

met hodol ogy | abel ed "hypothetical -reflective" (Krasnor & Rubin,
1981) because the tasks use hypothetical situations and attenpt
to nmeasure considered, thoughtful responses. For exanple, the
Preschool Interpersonal Problem Solving Test (PIPS) devel oped by
Shure and Spivack (1974) presents children with pictures and

ver bal descriptions depicting two hypothetical situations:
obtaining an toy froma peer and avoi di ng mat ernal anger.
Children are shown nultiple pictures depicting sinmilar situations
(e.g., acquisition of a doll, acquisition of a gane, etc.) in an
attenpt to elicit as nmany different yet rel evant responses as
possi bl e. For preschool ers, the nunmber of responses generated to

hypot heti cal social dilemmas has been found to relate positively
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to teacher ratings of social adjustnent (Pettit et al., 1988;
Shure & Spivack, 1980; Spivack et al., 1976), and to observations
of prosocial behavior (Mze & Cox, 1989). However, other studies
have found no rel ati on between the nunber of relevant strategies
and children's peer-based socionetric status (Butler, 1978;
Krasnor & Rubin, 1978; Sharp, 1978) and teacher ratings of soci al
behavior (Mze & Cox, 1989). 1In fact, Ladd and Oden (1979)
report that the nunber of unique responses to hypothetical

hel pi ng situations was inversely related to socionetric status.

Quality of strategies. Sone researchers who have studi ed

children's responses to hypothetical social situations suggest
that differences in the quality of hypothetical strategies mght
be better predictors of actual social success than differences in
t he nunber of strategies generated. Mze (Mze & Cox, 1989;

M ze & Ladd, 1988) based this approach on the concept of
"scripts" (Nelson, 1981). Scripts are cognitive representations
of fam liar experiences that are accessed to gui de behavior in
simlar situations. A conmon exanple of a script is entering a
fast food restaurant: the roles and potential dialogue of the
various players in the situation are known bef orehand.
Researchers who have followed this approach in the study of
soci al probl em sol ving propose that the quality of the first
strategy children generate is nore typical of how children would
actually relate to peers (Mze & Cox, 1989; M ze & Ladd, 1988).
These researchers posit that children's behavioral responses to
actual peer interaction situations typically are guided by the

first, or "top of the bin," script that children access rather
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than by reflective, or thoughtful, selection of a strategy. 1In
ot her words, children may not weigh all of the possible
alternatives to a given situation and enact the solution deened
most likely to succeed. Rather, children's behavior is nore
automatic, relying upon past experience in simlar situations.
Thus, researchers began to exam ne the quality of children's
hypot heti cal social strategies.

Asher and Renshaw (1981) asked kindergartners to respond to
hypot heti cal social dilemmas, presented through picture based
stories depicting peer conflict and friendship initiation. 1In
response to conflict situations, unpopul ar kindergartners were
nore |likely than their popular classmates to respond
aggressively. Wen confronted with a friendship initiation
situation, unpopular children tended to be nore vague and nore
likely to seek adult intervention than popular children. The
responses of popular children were judged to be nore effective
and prosocial than the responses of unpopul ar children, across
situations.

Rubin et al. (1982) presented preschool - and ki ndergarten-
age children with eight picture stories depicting a soci al
dil emma (acquisition of an object). Subjects were asked to tel
the experinenter what the target child in each of the scenarios
could do or say to get the object. The quality of each response
was coded as one of five categories: prosocial, aggressive,
authority intervention, bribe or trade, manipul ate affect.
Proportion scores were cal culated by dividing the total nunber of

responses in each category by the total nunber of responses. No
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relation was found between the quality of the responses generated
and social status for preschoolers. For the kindergartners, high
peer acceptance (as neasured through peer ratings) was positively
related to the frequency of prosocial responses, and negatively
related to the frequency of aggressive responses.

Pettit et al. (1988) enployed a simlar nethodol ogy,
pi cture-based stories depicting hypothetical object acquisition
and friendship initiation dilemas, to assess the response
generation of 4- and 5-year-old children. The nunber of
responses generated was positively correlated with social
preference, a continuous neasure of peer social acceptance.
Soci al preference was positively associated with responses that
were rel evant and prosocial, and negatively related to aggressive
responses.

Al t hough both the nunber and quality of strategies children
generate verbally have been |inked to social conpetency,
researchers working within the "script” franework have suggested
that strategies elicited through enactive interview ng
procedures, in which an experinmenter and children act out
hypot heti cal social interaction themes using puppets or dolls and
ot her props, are nore accurate representations of the scripts
that guide children's peer interactions than are their verba
responses to social dilemmas. Getz et al. (1984) report that
three- four- and five-year-old children generated nore responses
reflecting a greater variety of social problemsolving strategies
when props were used to present a social dilenma than when
pi cture-based stinuli were used. These findings fit well with
research conducted by Mze and Ladd (1988), who used both a
ver bal assessment, in which children were shown a series of
pi ctures depicting problematic social situations, and an enactive
procedure, in which social situations were acted out using
puppets and props, to elicit social strategies from preschool ers.
The "friendliness" ratings (prosocial, |ow hostility) of
enacti ve responses predicted teacher and observer ratings of
prosoci al and aggressive behavior. Quality ratings of verbal
responses were found to contribute little to the prediction of
t hese ratings beyond the enactive responses. These findings
suggest that, with preschool ers, enactive procedures night be
better suited for the assessnent of social know edge than verba
nmeasures.
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Summary. Research with preschool ers and ki ndergartners
supports the hypothesis that social know edge is related to
children's success with peers: socially successful children tend
to generate a greater nunber of responses to hypothetical social
di | emmas, and the responses of nore socially successful children
tend to be nore prosocial and | ess hostile than the responses
generated by less socially successful children. Because both the
nunber of social strategies and the quality of these strategies
have been inplicated in children's success with peers, both were
assessed in the current work. The current research al so enpl oys
a nulti-nmethod approach in the assessnent of preschool ers' social
know edge. Because both "hypothetical -reflective" techni ques and
enactive techni ques have been used successfully to estimate young
children's social know edge in the past, both techniques were
used here. This multi-nethod approach was taken for several
reasons. First, it will allow for the conparison of the utility
of the nunber of strategies to the quality of strategies as
predi ctors of social conpetence. Also, conparisons can be nmade
bet ween strategies elicited through hypothetical -reflective
t echni ques and enactive techniques. Al though these anal yses are
not primary goals of this work, this will provide inportant
replication of earlier research (such as Mze & Ladd, 1988).
Finally, it may be that a nore conplete estimate of each
subj ect's social know edge can be obtained by using nultiple

assessnents with different nethodol ogies.

Rel ati onshi p Goal s and Expectati ons
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Rel ati onship goal s and expectations are conceptualized as
the degree to which an individual finds social interaction to be
a positive, rewardi ng experience and feels accepted by others.
As conceptualized in the current research, the domain of
relationship goals and expectations is conprised of two rel ated
processes. The first, relationship goals, is defined as the
extent to which a child is notivated to interact socially with
peers and establish positive relationships. |In essence,
rel ationship goals refer to how nmuch a child wants to play with
other children (Pettit & Mze, 1993). The second process,
rel ationshi p expectations, involves the child' s beliefs
concerning the degree to which others desire to engage the self.
For preschool children, relationship expectations refer to the
child' s beliefs about how much others want to play with himor
her.

As nmentioned previously, a hypothesis of the current
i nvestigation is that relationship goals may noderate the
associ ati ons between social perception and social conpetence and
bet ween soci al know edge and soci al conpetence. This hypothesis
i s based upon the conpetence - performance distinction (see
Flavell & Whliwill, 1969, for an extended discussion). It may be
that sone chil dren possess the social perception and soci al
know edge skills to perform conpetently, but do not use these
skills because of negative relationship goals (Renshaw & Asher
1982). For exanple, if a child s goals are not peer-affiliative,
the child may not initiate peer contact despite possessing the

appropri ate know edge of how to do so. Likewise, if a child
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feels that his or her attenpts to engage with others will be net
wi th negative reactions, the child may wit hdraw from soci al

i nteraction, even though the child my possess know edge of
appropriate behavior. Simlarly, a child may accurately encode
and interpret the ongoing actions of others, and yet choose not
to interact with others because of alternative goals or fear of
rejection. Although relationship goals and expectations as
conceptual i zed here have not been neasured previously anong
preschool ers, prior research that has focused upon social goals
offers sone guide to how this variable can be neasured with young

chi l dren.

Soci al goals. To date there are few enpirical studies that

have explicitly focused on young children's social goals. The
few that have, however, suggest that neaningful differences exi st
anong children in the extent to which they desire to interact
with peers. Renshaw and Asher (1982) presented third through
sixth graders with hypothetical social dilemras depicting
friendship initiation, a failed group entry attenpt, relationship
mai nt enance, and a peer provocation, using stories and pictures.
Unli ke nost studies of social strategy know edge, no social goal
was made explicit in the four stories. For exanple, subjects
were not asked "what could you do to get those kids to play with
you?" Instead, children were asked what they would do or say if
confronted with a simlar situation. First, subjects were asked
to describe a potential strategy. Next, the experinmenter asked
subj ects to explain why they would respond with that particul ar

strategy. Five general types of social goals were identified.
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Positive-outgoing goals were highly friendly and assertive;
positive-accommodating goals were highly friendly, but average in
assertiveness; avoidance goals expressed the desire to | eave the
situation and focused upon the potential of experiencing negative
enotions; hostile goals were lowin friendliness and highly
assertive; and rule-oriented goals were neither overly friendly
or hostile, but focused upon upholding the rights of the children
in the story. Subjects classified as high social status (using
peer ratings) suggested significantly nore positive and socially
outgoing goals than did children classified as |low in soci al
st at us.

In an attenpt to replicate the Renshaw and Asher findings in
a sanpl e of preschoolers, Mze (personal comunication, November
12, 1992) found that preschool ers could not neaningfully describe
their social goals verbally. M ze concluded that the
preschool ers in her sanple were not very self-reflective; she
reported that when asked why they said they woul d behave in a
certain way preschool ers nost frequent responses were "because
want to," or "just 'cause." M ze added that she was unable to
cl assi fy such vague expl anati ons neaningfully.

Anot her approach to the assessnent of preschool children's
soci al goals was taken by Krasnor and Rubin (1983). These
researchers made naturalistic observations of social interaction
anmong preschoolers and identified naturally occurring soci al
probl em solving attenpts. Eight categories were used to classify
the social goals that were inferred fromthe children's behavi or

stop-action, the desire to prevent another's actions; object
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acqui sition, an attenpt to gain sole use of an object; self-
action, a bid to seek permi ssion to engage in activities;
attention, directing another's attention to an object, event, or
person; affection, attenpt to receive or give social contact;
information, elicit or clarify information; nonspecific
initiation, initiate conversational interaction; and other-
action, an active response not otherw se coded for goal. Results
i ndicated that children's social goals were better predictors of
successful problemsolving attenpts than the quality of the
strategies the children enployed to neet those goals (Krasnor &
Rubi n, 1983). The npbst successful goals, in ternms of achieving
the desired outconme, were bids for attention fromothers and
initiations toward others. Although these results tell us that
the nost successful goals for young children are those that are
positive and socially-oriented, we do not know how t hese goal s
relate to children's peer acceptance or social conpetence. One
aspect of the Krasnor and Rubin (1983) study inportant to the
current research is nmethodol ogical: this study suggests that
per haps preschool ers' social goals can be inferred fromtheir
soci al strategies.

The inportance of young children's relationship goals al so
was denonstrated in a social skills intervention study. Evers-
Pasqual e and Shernman (1975) conducted a social skills
intervention anong preschool ers identified by teachers as
socially isolated. The children in this sanple were asked to
choose whom they would prefer to join in a series of 11 typical

preschool activities, such as playing with bl ocks, reading a
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story, and painting a picture. The children were shown three
pictures, a child alone, a child with a sane-age peer, and a
child with an adult, as well as a picture of one of the
activities. The experinmenter asked each child "would you rat her
play with bl ocks by yourself, with sonmeone your own age, or with
a grown-up?" The children could answer by pointing to the
correspondi ng picture. Based upon these responses, children were
classified into one of two categories. Peer-oriented children
answered "with someone ny own age" for the mpjority of itens,
whi | e non-peer-oriented children answered either "by nyself" or
"wWith a grownup" for the magjority of items. Following a film
based social skills nodeling intervention, observed peer
interactions increased significantly for subjects classified as
peer-oriented, but not for subjects classified as non-peer-
oriented. These results suggest that peer affiliative goals are
an i nportant influence upon children's social behavior, in that
some children may fail to interact with peers as a result of non-
affiliative goals. Mrreover, the Evers-Pasqual e and Sher man
(1975) study provides an easily adapted method of assessing young

children's social goals.

Rel ati onshi p expectations. Relationship expectations

i nvol ves the degree to which a child believes soci al
relationships to be enjoyable, positive, experiences. 1In the
present work, the termrelationship expectations is nmeant to
reflect children's beliefs concerning the reactions of others to
the self. In sinple terns, relationship expectations is

conceptual i zed as how nuch a young child feels that others want
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to play with himor her. The guiding hypothesis is that children
who feel that they will be accepted and treated positively by
others should be nore likely to actively seek out and engage in
social interaction than children who believe that social
interaction will result in negative consequences. Because

rel ati onship expectations is conceptualized as the child's
beliefs concerning the notivations of peers, relationship
expectations is not sinply a reflection of sonme gl obal self-
concept. However, the child's self-efficacy in social
situations would seemto be inplicated. Although there has been
only a small anount of research on this process, the findings
froma few prior studies denonstrate the potential inportance of
this construct.

Goetz and Dwmeck (1980) presented fourth- and fifth-graders
wi th hypothetical peer-rejection situations. Follow ng
presentation of a scenario, the children were asked to inmagi ne
that they had been the victimof this rejection. Subjects were
asked to endorse one of five possible causes, such as personal
i nconpet ence, m sunderstanding, or negative traits of the
rejector, for the rejection. Subjects |Ilowin peer acceptance
tended to attribute peer rejection to personal inconpetence nore
often than did children accepted by their peers. Furthernore,
when children were presented with an actual peer rejection (in
this case subjects were refused acceptance in a "pen-pal" club)
the children who credited personal inconpetence for peer
rejection also tended to give up easily or to persist with the

sane ineffective strategy. Goetz and Dweck's (1980) findings
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suggest that beliefs about the cause of others' reactions to the
self are associated with differences in children's behavior with
peers and acceptance by peers.

In another study that included variables simlar in concept
to relationshi p expectati ons, Dodge and his coll eagues (1986)
presented kindergarten, first-grade, and second-grade children
with videotaped vignettes of two children engaged in on-going
play. After watching the videotaped vignette, children were
asked to rate how nuch they thought that children presented on
the videotape would like to play with them |In the Dodge study
this variable did not add to the prediction of behavioral group
entry success beyond the prediction of other social cognitive
vari abl es including strategy generation and social cue
utilization. However, there are at |east two potential
expl anations for these null findings. First, the children were
presented with only one social scenario, a scene in which two
children are playing a card gane. The use of only one soci al
situation limts the ability to generalize these findings to
other situations. For exanple, it is possible that subjects were
aware that these children were already socially occupied, and
this influenced the subjects' judgenents concerni ng how nuch they
felt the children on the videotape would like to play with them
Also, it nmay be that relationship expectations are not especially
relevant to the manner in which the social outcone variabl e,
group entry success, was assessed in the Dodge study. To neasure
group entry success, the subjects were lead to a trailer in which

two children were engaged in play and instructed to "go into the
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room and begin playing with the host children" (Dodge et al.,
1986, p. 14). The instructions in this analog situation
explicitly gave children a social goal. It is reasonable to
assune that children who possess | ow rel ati onshi p expectati ons
m ght behave differently fromchildren with positive relationship
expectations in that they woul d have | ess desire to enter the
group in the first place. By giving the subjects a social goal
inthis case to play with the other children, Dodge and his

col | eagues coul d not address such a difference in orientation
towards the group entry situation. Because children were given
this social goal, one can only specul ate upon "real -worl d" peer
initiations that are never attenpted because of negative
expect ati ons.

Pettit, Harrist, Bates and Dodge (1991) presented five-year-
old children with four scenarios depicting potential conflict
with a peer (for exanple, the target child is watching a
tel evi si on show and another child turns the channel). Foll ow ng
each of the scenarios, subjects were presented with each of three
types of possible behavioral responses: conpetence, aggressive,
and passive. For each potential response, subjects were asked if
t hey believed the presented response would |lead to the desired

outcome, e.g., each child was asked if the response "pl ease ask

bef ore you change the channel” would lead the other child to "ask
bef ore changi ng the channel” or "not ask before changing the
channel." Results denpnstrated that the percentage of aggressive

strategi es subjects endorsed predicted teacher ratings of

aggressi ve behavior. The findings of Pettit and his coll eagues
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(1991) suggest that children's expectations concerning the

out cones of social situations are associated with their behavi or.

Summary. The body of literature investigating children's
relationship goals and expectations is snall at the present tine.
Al t hough there is some evidence suggesting that relationship
goal s and expectations are an inportant influence upon children's
peer relations, we have only limted informati on about how these
processes nmay operate. Few studies in this area have focused
upon preschoolers. As a result, few neasures have been devel oped
to assess young children's relationship goals and expectations.
For this reason, neasures of young children's relationship goals
and expectations were developed in the current research. At the
current tinme, we do not know if young children's relationship
goal s and expectations are related to their social behavior and
peer acceptance. Furthernore, we know not hing of the
associ ati ons anong young children's rel ati onshi p expectations
and goal s and other aspects of social cognition, such as social
perception or social know edge. The current research seeks to

answer these questions.

General Cognitive Ability and Soci al - Cognition

Due to concerns that social-cognitive processes nmay sinply
reflect general cognitive or verbal ability, some studies of
soci al -cognition have statistically controlled for general
cognitive (Dodge et al., 1984; Gouze, 1987; Putallaz, 1983; Shure
& Spivack, 1980) or verbal ability (Getz et al., 1984). For the

nost part, these studies conclude that social cognitive processes
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are i ndependent of general intelligence. However, it is rare
that results of these analyses are reported in any detail. For
exanple, in the study of intention-cue identification and

di scrimnation, Dodge and his coll eagues (1984) included a
geonetric shape discrimnation task to control for genera
cognitive ability. These authors reported that scores fromthe
discrimnation task were entered as a covariate of intention-cue

n

identification and discrimnation resulting in "...sinilar
findings to those reported in the MANOVA (pp. 167-168)." The
only study reviewed here that includes the results of anal yses
controlling for general intelligence was conducted by Gouze
(1987). In this study Gouze reported that fourteen variables
assessing attention to aggressive stinmuli were significantly
correlated with aggressive behavior. Wen scores fromthe
Wechsl er Preschool and Primary Scale of Intelligence (WPPSI) were
partialled out, six of these correlations were no | onger
significant. Because findings in this area are sonmewhat vague
and i nconsistent, it is reasonable to conclude that the
associ ati on between social -cognition and general intelligence is
not fully understood and nore research i s needed.

Mor eover, general cognitive ability has been controlled
only in studies that have focused upon a single aspect of social
cognition, such as social cue interpretation or the nunber of
social strategies. In the current research, nultiple social-
cognitive processes were nmeasured sinultaneously, in order to
assess how these processes nmay additively and interactively

predict children's social conpetence. Because the role of verba
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intelligence as a covariate of social-cognition has not been
exam ned when nul tiple processes have been assessed, it was

consi dered inportant to control for in the current research

Concl usi on

The research that has been revi ewed here supports the
hypot hesi s that social perception, social know edge, and
relationship goals and expectations, when assessed i ndependently,
are associated with children's social behavior and rel ati onshi ps
with peers. However, to date there is little information
concerni ng how preschool ers' social perception, especially intent
attributions, preschoolers' relationship goals, or preschool ers'
rel ationship expectations may relate to their peer acceptance.

At the present tine, we do not possess information about the
interrel ati ons anmong neasures of social perception, social

know edge, and rel ationship goal s and expectati ons anong
preschool children, or the extent to which these domai ns serve as
i ndependent predictors of young children's social success.

There have been few prior studies that have sought to
simul t aneously assess the nultiple processes conprising a nodel
of social cognition. In one study, Dodge et al. (1986)
presented ki ndergarten, first-grade, and second-grade children
wi th videotaped vignettes depicting two child actors engaged in
an on-going card gane. Follow ng presentation of the vignettes,
the children were asked a series of questions designed to assess
five hypothesized social cognitive variables: (1) encoding of
social cues, (2) interpretation of social cues, (3) generation of

soci al strategies, (4) evaluation and selection of a social
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strategy, and (5) behavioral enactnent of a social strategy.
Four of these processes are very sinmlar to tw of the social
cognitive domains included in the Pettit and M ze nodel : encodi ng
and interpretation of social cues are represented in the Pettit
and M ze nodel by social perception, and strategy generation and
eval uation are represented by social knowl edge. Dodge and his
col | eagues found that anmong their sanple, estinates of four of
the five social cognitive processes investigated contributed
uni quely to the prediction of children's behavioral success in a
group entry situation: encoding of social cues, social strategy
generation, social strategy evaluation, and behavi oral enactnent.
The uni que contributions of single social cognitive
processes beyond ot her social-cognitive processes to the
prediction of peer group entry success were sonewhat small. For
exanpl e, Dodge and his coll eagues found that, in the prediction
of behavioral social success, the R increment for social cue
utilization was .08, and for evaluation of strategies the
contribution was .06. The nodel as a whol e accounted for 38% of
the variance in subjects' success in a peer group entry
situation. The work of Dodge et al. (1986) denpnstrates that
soci al -cognitive processes independently make contributions to
the prediction of behavioral outcones, supporting the hypothesis
that such processes represent discrete donains, at |east anobng
el ement ary-school -age children. To date, however, nultiple
soci al -cognitive processes have not been investigated in a sanple
of preschoolers. It is thus still not clear whether the

hypot hesi zed domains are distinct in children so young. It is
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possi bl e that these perceptual, know edge, and eval uative
processes do not becone distinct until the el enentary school
years.

The present research seeks to expand our understandi ng of
social -cognition in preschoolers. 1In the current study,
instruments were devel oped or adapted to assess the soci al
perception, social know edge, and rel ationship goals and
expectations of preschoolers. This was done to address several
questions that remain unanswered by previous research, supply
val uabl e replication of past findings, as well as to provide
evi dence for several primary hypotheses.

First, questions that remai n unanswered by past research
exam ni ng preschool ers' social perception, social know edge, and
relationship goals and expectations will be exam ned. Research
t hat has exam ned soci al perception suggests that deficits in
young children's attention to and encodi ng of social cues is
associ ated with aggressive behavi or (Gouze, 1987), whereas skil
in this process is associated with successful group entry
behavi or (Dodge et al., 1986; Putallaz, 1983). The current study
seeks to expand these past findings by including nmeasures of
children's peer acceptance. Also, despite evidence of a hostile
attribution bias in the interpretation of social cues anong
aggressi ve el enentary-school -age children, there is only linmted
evi dence of this phenonenon anong preschool ers (Dodge et al.
1990; Pettit et al., 1988). Through devel opi ng neasures of
social cue interpretation for use with preschool ers, the current

wor k sought to establish that an association exists between young
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children's interpretation of social cues and their soci al
behavi or and peer acceptance.

Al though a fairly | arge body of research exam ning the
relati on between young children's social know edge and young
children's social conpetence exists at the present tinme, the
current study seeks to replicate sonme past findings in this area.
First, both the nunber of social strategies generated in response
to hypothetical events and the quality of these strategi es was
assessed in the present research. Analyses were conducted to
examne the relative utility of the number of strategies and the
guality of strategies as predictors of young children's soci al
behavi or and peer acceptance. Also, both hypothetical-reflective
and enacti ve net hodol ogi es were enployed in the assessnent of
social know edge in the current study. This allowed for
conparing the relative power of social strategies elicited using
the two techniques in the prediction of preschoolers' peer
acceptance and soci al behavi or.

Finally, there has been little research exani ni ng young
children's relationship goals and expectations. Assessnents of
preschool ers' rel ationship goals and expectati ons were desi gned
or adapted for use in the present study. Because no previous
research has |inked preschoolers' relationship goals and
expectations with their peer acceptance, the inclusion of this
domai n of processes is one inportant contribution of the current
wor k.

Several primary hypot heses concerning the relations anong

preschool ers' social perception, social know edge, and
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relationship goals and expectations, and their peer acceptance
and soci al behavi or were al so addressed:

1. It is hypothesized that social perception, social know edge,
and rel ati onshi p expectati ons each represent discrete donmi ns of
processes, and so nmeasures of each process are hypothesized to be
nore highly related within a domain than between donai ns.

2. It is hypothesized that measures of young children's social
perception, social know edge, and rel ationship goals and
expectations are each related to children's peer acceptance and
soci al behavi or.

3. It is hypothesized that each of these three donmins of
processes independently predicts children's peer acceptance and
soci al behavi or beyond the prediction of the other domains.

4. It is hypothesized that these social cognitive domains are

di stinct fromgeneral verbal ability, and that these domains wll
be predictive of children's social acceptance and social behavior
when general verbal ability is controlled.

5. It is hypothesized that preschoolers' relationship goals
noder ate both the associ ati ons between children's soci al
perception and their social behavior and peer acceptance and

bet ween children's social know edge and their social behavior and

peer accept ance.



1. METHOD

Subj ect s

Letters of informed consent were sent to the parents of 38
children attending four- and five-year-old classroons at a
uni versity sponsored preschool in Al abama (a sanple letter is
i ncl uded as Appendix A). This preschool primarily served m ddle
i ncone, professional fanmlies. Parents of 34 of the children
(89.5% agreed to allow their children to participate. O this
34, 19 were boys and 15 were girls. Subjects ranged in age from
55 nonths to 77 nonths (nmean = 65 nonths, sd = 6.7). Seven of
the 34 children (20.5% included in the study were nenbers of

mnority groups.

Pr eparati on of Measures

Preparation of the videotape-based assessnent. A set of

t hree vi deot apes were devel oped to use in the videotape based
interview Each tape consists of 14 vignettes in which child
actors portray hypothetical social dilemmas. To devel op these
tapes a set of scripts were witten depicting variations on seven
typical peer interaction thenes that were deened especially

rel evant to preschoolers. These thenmes were identified from
prior studies of preschool children's peer interaction and soci al
know edge (Dodge et al., 1986; Krasnor & Rubin, 1983; Ladd &

Qden, 1979; Mze & Ladd, 1988), information from parents (Pettit
60



& Cullen, in preparation), and from studi es of problematic soci al
situations (MFadyen-Ketchum 1991). On each tape there are

vi gnettes depicting seven social interaction thenmes: (1) peer
support (Ladd & Qden, 1979; M ze & Ladd, 1988; Wheel er & Ladd,
1983); (2) initiating new rel ationships (CGottman, Gonso, &
Rasnussen, 1975; Renshaw & Asher, 1982); (3) object acquisition
(Rubin & Krasnor, 1986; Spivack, & Shure, 1974); (4) mld
rejection by peers (Putallaz, 1983; Richard & Dodge, 1982; Rubin
& Krasnor, 1986); (5) maintaining relationships when a play
partner |eaves to play with something el se (Asher & Renshaw,
1981; Mze & Ladd, 1988); (6) conflict over materials in which
the target child is provocateur (Zahn-Waxler, Radke-Yarrow, &
King, 1979); and (7) conflict over naterials in which the target
child is victim (Dodge et al., 1984). Because of concern that a
single vignette could not adequately represent each of the social
probl em sol vi ng thenes, each of these seven thenmes is represented
by two sub-thenes. For exanple, the thene of peer support is
represented by two sub-thenes: (1) the target child observes a
peer who is being teased by another child, and (2) the target
child observes a peer drop an object such as a tray of cups, a
puzzle, etc. For nobst vignettes, the goal of the target child
was not nmade explicit in the stories. For exanple, the vignettes

descri bed above depict a child in need of peer support, but there

61
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is no explicit direction to the subject that "you want to help
this child."

Three- to 7-year-old children were trained to act out
scripts of the social interaction thenes for videotaping. These
scripts are included as Appendi x B. Four versions of each of the
14 sub-thenes were videotaped, and three were selected for use in
the current research based upon clarity of the actions and props
portrayed, sound quality, and visual clarity. A total of 42
vignettes were retained, one for each of the 14 sub-thenes for
three versions of the videotape stimulus. The sane children
served as actors and played the sanme roles within a thene across
all tapes in order to control for actor effects within a thene.
Each of the tapes includes an approxi mately equal nunber of nale
and female child actors, and the sex of the children within
vignettes were m xed. African-Anmerican, Asian-American, and
Eur opean- Aneri can children al so are represented in approxinate
proportions to their nunbers in the | ocal conmunity. For each
set of 14 vignettes, a white nale was a central actor five tines,
a black nale was a central actor five tinmes, a black fenale was a
central actor five times, and a white female was a central actor
six times (nore than one child could be a central actor in sone
of the vignettes). The order in which the sub-thenes were
presented was randonly determined for each of the three stinulus

t apes.

Preparati on of other assessnents. The enactive and |ine-

dr awi ng- based soci al know edge interviews were adopted fromM ze

and Ladd (1988). 1In the enactive interview, children and the
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experi nenter used puppets to enact six social situations: (1) a
play partner |eaves to play with sonething else; (2) a third
child disrupts ongoing play; (3) the target child is the victim
of peer provocation involving conflict over objects; (4) the
target child observes a peer being teased; (5) the target child
is rebuffed during a group entry attenpt; and (6) the target
child views peers engaged in ongoing play (relationship
initiation). During the |ine-drawi ng based interview children
were presented with line drawi ngs and acconpanying narratives of
the same six stories. Detailed descriptions of each story as
wel |l as instructions for conducting the enactive and |ine-
drawi ng- based interviews are included as Appendi x C.

A peer affiliation assessnent was devel oped, based upon the
procedure used by Evers-Pasqual e and Sherman (1975). Lam nated
pi ctures were produced that depicted ten conmon preschoo
activities: playing ball, riding a trike, swinging, reading a
book, playing with blocks, playing with toys, playing with toy
ani mal s, working puzzles, sitting at a table, and painting. A
poster board with |ine drawings portraying a child alone, a child
with a peer, and a child with an adult also were produced. The
peer affiliation assessnent was conducted by asking children to
pl ace the picture of each activity on the picture of either the
child alone, the child with a peer, or the child with an adult,
based upon by whomthe children would prefer to be acconpani ed by
during the activity. Detailed instructions for conducting this

assessnent are included as Appendi x D.

Pr ocedur es
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Overvi ew. Subj ects were asked to individually participate
in each of the procedures during the normal course of the day at
the preschool. If a subject did not want to participate at a
given tinme he or she was told that it was O K, and was assured
that there woul d be an opportunity to participate |ater.

Children participated in six individual interviews: (a) a

vi deot ape-based interview in which children were shown vi deot aped
vignettes of child actors portraying typical social situations;
(b) an enactive interview in which children and an experinenter
used puppets to portray a series of social situations; (c) a

i ne-draw ng-based interview in which children were presented
with |ine-drawi ngs depicting typical problematic social
situations and were read an acconpanying narrative; (d) a peer
affiliation interview in which children were asked to indicate
whet her they would prefer to engage in a series of typica
preschool activities by thenselves, with a peer, or with an
adult; (e) a standard socionetric interview, and (f)

adm ni stration of the PPVT. Muiltiple nmeasures were derived from
several of these assessnents. The videotape-based interview was
used to derive nmeasures of each subject's (a) accuracy of soci al
cue encoding, (b) attributions of others' intentions, (c) quality
of social strategies, (d) relationship goals, and (e)

rel ati onship expectations. Children's responses during the
enactive interview were used to derive nmeasures of each subject's
(a) quality of social strategies and (b) relationship goals.

Responses during the |ine-draw ng-based interview were used to
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derive neasures of each subject's (a) quality of social
strategies, (b) nunber of strategies, and (c) relationship goals.
Children's responses during the goal choice interview and the
socionetric ratings assigned by the subject to each of his or her
cl assmat es provi ded additional neasures of children's

rel ationship goals. The PPVT was adm nistered to control for
response variability due to subjects' level of verbal ability.
Finally, both teacher ratings and peer based socionetric neasures
were used to provide estimates of children's peer acceptance and
social behavior. |In the follow ng descriptions of the
procedures, the constructs that each itemis designed to assess
are underlined. See Appendix J for a sunmary of constructs and

vari abl es.

Socionetric interview During the fall, each subject was

individually interviewed by a trained research assistant using a
procedure devel oped by Asher, Singleton, Tinsley, and Hynel
(1979). There are two segnents in this interview, a peer

nom nati on procedure and a peer rating procedure. |In the first
segnent of this procedure, each subject was presented with a set
of phot ographs of all participating classmates in random order.
First each subject was asked to nane each of his or her
classmates in the photographs. Once it was established that the
child recogni zed all classmates, he or she was asked to name and
point to the photographs of three children "who you especially
like to play with." This resulted in three positive noninations.
Subj ects were next asked to name and point to three classnates

who "you don't like to play with very nuch,” resulting in three
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negati ve nom nations. The |iked nost score is the total nunber

of positive nonminations that a subject receives from cl assnat es
di vided by the total nunber of nomi nations made within a class.
The liked | east score is the total nunber of negative nomi nations
each child receives fromclassmates divided by the total nunber
of nom nation nmade within a class.

Fol | owi ng the procedures outlined in Coie, Dodge, and Coppotelli

(1982), each subject's social preference score is calcul ated by

subtracting the liked | east z-score fromthe |iked nost z-score.
Positive and negative peer nom nation neasures have been shown to
have reasonable test-retest reliability with el ementary schoo
age children (Asher & Hynel, 1981), and noderate stability with
preschoolers (in the .40 to .60 range over 4 weeks; Asher et
al ., 1979).

In the second portion of this procedure, subjects were

instructed in using a 3-point rating scale that consisted of a

smley face, which stood for "like a lot," a neutral face, which
stood for "like a little," and a frowny face, which stood for
"don't like nmuch." Using this system subjects were asked to rate

how nmuch they like to play with each of their peers by pointing
to one of the three faces. The ratings that each subject
received fromhis or her peers ranged fromone (don't like) to
two (kinda like) to three (like a lot). The ratings that each
subj ect received fromall classmates were averaged to produce the

peer rating. This rating scale neasure has been found to have

reliability superior to the nom nation nmeasure anong preschoo
children (Asher & Hynel, 1981); for exanple, Asher and coll eagues

(1979) report test-retest correlations over a four week period to
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be in the .70 to .80 range for the rating neasure. A neasure of

each subject's relationship goals was al so derived fromthe peer

rating procedure. The average rating each subject gave to

cl assmates conprised rating of peers. Follow ng the socionetric
interview, children were read a short story to distract themfrom
the nature of the interview before returning to their preschool
class. More detailed instructions for conpleting the socionetric

interview are included as Appendi x E.

Teacher ratings. The head teacher and graduate assistant

in each classroom conpl eted the Teacher's Checklist of Peer

Rel ati onshi ps (Dodge & Sonberg, 1987) which consisted of 18 itens
rated on 5-point Likert-type scales. Six itens pertained to
children's peer conpetence, for exanple, "this child is accepted

by other children in the group.” Teacher-rated peer conpetence

was the total rating teachers gave subjects on the six itens that
pertain to how well children get along with peers. Five itens
descri bed aggressive behavior, such as "this child starts fights

n

with peers." Teacher-rated aggressiveness was the total score on

the five aggression itens (Pettit & Harrist, 1993). Seven itens
that described children's social problemsolving skills and
sensitivity to peers were not included in the current study. A
copy of the rating formis included as Appendix F. The
correlation between ratings conpleted by the two teachers in each
cl assroom were statistically significant (for conpetence, r =
.61, p < .01; for aggression, r = .33, p < .01) and so ratings
fromthe two teachers were summed. Internal consistency for
teacher-rated peer conpetence was al pha = .90, and for teacher-

rated aggressi on was al pha = .53.
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Peabody Picture Vocabul ary Test. Prior to the social -

cognitive assessnent procedures, each subject was adm nistered
the PPVT. The PPVT is a receptive vocabulary test that is
recogni zed as one of the nost reliable and valid nmeasures of
verbal ability for use with young children. In this assessnent
subj ects were shown a series of panels containing |ine draw ngs
of four common objects, and subjects were asked to sel ect which
of the four objects depicted a particular term For exanple, for
one item subjects were shown a panel conposed of pictures of a
flashlight, a sailboat, a basket, and a hot-air-ball oon.

Subj ects were next asked to "point to the boat." Standardized
scores on the PPVT have a nmean of 100 and a standard devi ati on of
15. Detailed instructions for conducting the PPVT as well as
reliability and validity information for this instrunment can be
found in Dunn and Dunn (1981). Correlations fromalternate-forns
retests, over 9 to 31 days, ranged from .58 to .78 for children
ages 3 to 6, and correl ati ons between the PPVT and ot her

vocabul ary tests range from.20 to .89 (Dunn & Dunn, 1981).
Children's raw score on the PPVT constituted the nmeasure of

verbal ability.

Vi deot ape-based interview Each subject was presented with

one of the three videotapes, selected at random ' by a trained

! Although it was originally intended to present each of the three versions of the stimulus tapes to an
equal number of children, delays in the production time for the stimulus tapes coupled with a limited

amount of time for data collection resulted in disproportionate numbers of children viewing each of the
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research assistant. Detailed protocols for each version of the

vi deot apes can be found in Appendix G and conplete instructions
for conducting the interview and codi ng can be found in Appendi x
H. Each vi deot ape-based intervi ew was audi o-recorded, and the
experimenter repeated each child' s verbal answers and descri bed
the child's behavior (for example, if the child slapped at a

i ne-drawi ng picture of a provocateur fromthe videotaped
vignettes, the experinenter would say "so | see that you would
hit him is that right?"). Inter-rater reliability was assessed
for all scores that relied upon the judgenent of the interviewer
t hrough a second coder codi ng 25% of the subject's interviews and
are presented in Table 1. Reliability information is not
presented for codes that did not require experinmenter judgenent
(e.g., forced-choice neasures).

Fol | owi ng the presentation of each of the videotaped
vignettes subjects were asked by the experinmenter to describe
what the children in the story were saying and doing. For al
vignettes, responses to this question were scored on a 0 to 3

scal e of free response accuracy. To be scored O, the child's

response contained virtually nothing that actually occurred on
the tape. A score of 1 represented a response that contai ned

sone, but not

three tapes. Fourteen children (6 girls) viewed tape #1, eleven children (7 girls) viewed tape #2, and

nine children (3 girls) viewed tape #3.
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Table 1
Inter-Coder Reliability Data.

Const ruct r kappa

Free response accuracy .79 .74
Spont aneous attri butions .70 . 66
Assertiveness of strategies

Vi deo .90 . 85
Enacti ve . 96 .92
Li ne-draw ng . 98 .91
Sophi stication of strategies

Vi deo . 68 .71
Enacti ve . 85 .77
Li ne-drawi ng .81 .63
Friendliness of strategies

Vi deo .93 . 88
Enacti ve .93 . 89
Li ne-dr awi ng .97 .90

Inferred goal s
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Vi deo . 86 . 86
Enacti ve 1.0 1.0
Li ne-drawi ng 1.0 1.0

nost, relevant information or contained nost rel evant infornmation
but sone added information that did not occur on the tape.
Responses scored as 2 described the significant actions portrayed
on the tape, and did not contain additional, irrelevant,
informati on. Responses scored as 3 contained all the significant
actions in the story as well as additional relevant details of

t he event (coding schene adapted from Wi ss, Dodge, Bates, &
Pettit, 1992). Inter-rater reliability was established through
two raters coding 25% of the subjects' answers (percent agreenent
= 86.5% kappa = .74, r = .79).

Children's responses were recorded and coded for the
presence of hostile attributions. Instances in which a hostile
attribution was spontaneously generated during the description of
the actions presented on the vi deotape-based stimuli were scored
as 1; if no hostile attribution was spontaneously generated a

score of O was assi gnhed. Spont aneous attri butions equal ed the

total number of descriptions of the videotaped actions in which a
subj ect made a hostile attribution divided by the total nunber of
descriptions that subject provided. Inter-rater agreenent for
this variable was 99.2% (kappa = .66, r = .70).

For each vignette, there was al so a forced-choi ce question

concerning the actions portrayed in the story in which subjects
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were asked to identify which of two descriptors was accurate.

For exanpl e, the forced-choice question for one story was "was
the child smling or frowning." A line drawi ng acconpani ed each
of the two choices, and subjects were encouraged to respond
verbally and also to point to the line drawing that they believed

to be correct. A second neasure of the accuracy of social cue

encodi ng was obtained from answers subjects provided to these
forced-choi ce questions. Correct answers were coded as 1,
incorrect as 0. The proportion of the total correct answers to

the total nunber of questions answered conprised forced-choice

accuracy.

For vignettes depicting peer conflict (10 vignettes),
subjects also were asked if the provocateur was being nean or not
bei ng nean. Responses in which subjects said the provocateur was
bei ng nean were scored as 1, and responses in which subjects said
t he provocat eur was not being nmean were scored as 0. Forced-

choice attributions were calcul ated as the total nunmber of

hostile attributions nade divided by the total nunber of forced-
choi ce questi ons.
For each vignette children were next asked "what woul d you

do if that happened to you?" Each subject's quality of social

strategi es was assessed by scoring each strategy on 5-point
Li kert type scales of friendliness, assertiveness, and
sophi stication. A conplete description of the rating scales can
be found in Appendi x H.
First, strategies were coded on a 5-point Likert type scale

of assertiveness. Highly assertive responses were engagi ng
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responses that would likely result in friendly interaction with
the peer, and would serve to sustain or enhance a positive
relationship between the subject and the peer in the story.
Responses that were active and that were likely to continue sone
formof direct interaction, but were not likely to foster
sust ai ned, positive interaction (such as an aggressive response),
conprised the mddle range of this scale. Responses coded lowin

this di nension were responses that were unlikely to result in

conti nued, positive interaction: i.e., w thdrawal or passive
strategies. Interrater reliability was assessed for the
assertiveness rating (kappa = .85; r = .90). Assertiveness of

strategies (video) was conmputed by dividing the total of

subj ects' assertiveness ratings by the total nunber of strategies
coded.

Strategies were also rated on a 5-point Likert type scale
of sophistication. A highly sophisticated response was one that
made use of relevant environmental and social cues presented in
the vignette in the framng of a strategy, and was mature and
el aborated. Responses scored in the md-range of this scale were
slightly vague, |ess el aborated upon, and | ess mature. An
unsophi sticated responses was one that was so vague or general
that it could be equally applicable to any situation, or of
unlikely relevance to the current situation. Reliability was
establ i shed through nmultiple coders rating 25% of the vignettes
(kappa = .71, r = .68). The total sophistication score divided
by the total number of responses coded provided scores of

sophi stication of strategies (video).
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Finally, strategies were coded on a 5-point Likert type
scale of friendliness. Strategies coded high in friendliness
were prosocial or helpful to peers. Strategies in which the
subj ect suggested asking an adult to intervene or suggested doing
not hi ng conprised the md-range of this scale. Strategies coded
lowin friendliness were hostile or harnful to the peer, and
i ncl uded verbal threats and direct physical or verbal aggression.
Inter-rater reliability for this rating was adequate (kappa =

.88, r = .93). Friendliness of strategies (video) was cal cul ated

by dividing the total friendliness ratings by the total nunber of
strategi es generated.

Subj ects' relationship goals were inferred fromthe

strategi es they suggested to the hypothetical social dilenmas.
Strategies that stressed peer affiliative goals, such as playing
with a peer, were coded as one, strategies that did not stress
peer interaction, such as playing with materials al one, were
coded as zero. Interrater reliability was assessed through

mul tiple coders rating 25% of the strategies (kappa = .86, r =
.86). The total nunber of strategies that stressed peer-
affiliative goals divided by the total nunber of strategies

suggested yielded inferred goals (video).

As an additional neasure of relationship goals, follow ng
stories involving a social goal choice, such as the relationship
mai nt enance and initiation themes (5 vignettes), subjects were
asked a forced-choice question about their social goals. These
guestions posed two possible courses of action - one involving

peer play and one involving solitary play - and children were
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asked to select the course of action that they would pursue. For
exanple, following a vignette in which a play partner |eaves to
play with sonething else children were asked, "would you pl ay
with the other kids at the puzzles, or would you play with the

| egos by yoursel f?" Forced-choi ce answers that stressed peer
interaction were coded as 1, forced-choice answers that did not
were coded as 0. The proportion of the total nunber of forced-
choi ce responses that stressed peer interaction to the nunber of

forced-choi ce goal questions answered conprised forced-choice

goal s.

For all vignettes, subjects were next asked, "How ruch

woul d you like to play with these children?" (relationship

goal s). Subjects were instructed to answer by pointing to one of
three faces: a sniling face representing "very nmuch," (coded as
3) a neutral face representing "a little" (coded as 2) and a
frowy face representing "not very nuch" (coded as 1). Play wth
others represented the total of these scores divided by the total
nunber of questions answered.

Subj ects were next asked "how nmuch woul d these children
like to play with you?" These questions were al so answered by
pointing to one of the three faces. These answers ranged from 1,
"not nuch" to 3, "a whole lot." The total of these scores
di vided by the total number of questions answered will be

referred to as relationship expectations in subsequent anal yses.

Detailed instructions for conducting the videotape-based soci al

cognhitive assessnent are included as Appendi x H.



76

Enactive and line-drawing based interviews. On a separate

occasi on subjects were asked by a trained research assistant to
"play a gane with puppets and pictures.” The experinenter asked
the child to select a puppet "to pretend to be you," and, using
addi ti onal puppets and small toy props enacted each of six social
situations in a randomorder. The experinmenter acted out the

di al ogue and actions of the story with the puppets and subjects
wer e encouraged to spontaneously enact a response to the
presented social dilemma. |In the event that the child did not
spont aneously begin to enact a response, he or she was pronpted
with "can you show ne what you would do now?" All of the

i nterview sessions were audi o-recorded. The experinenter
repeated the subjects' responses and descri bed the subjects’
actions so these would be clear on the audiotaped record. The

guality of strategies was scored on 5-point Likert-type scal es of

assertiveness, sophistication, and relevancy. These scales were
identical to those used to code strategies during the videotape-
based interview, and coding details can be found in Appendi x C
The proportion of the sumof the scores fromeach of these three
scales to the total nunber of strategies provided neasures of

assertiveness of strategies (enactive), sophistication of

strateqgies (enactive), and friendliness of strateqgies

(enactive). Relationship goals were inferred from each enactive

strategy by coding the presence of peer-affiliative and non-peer-
affiliative goals, in a procedure identical to that used to code
relationship goals during the videotape-based interview.

Inferred goals (enactive) was calculated as the proportion of
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enactive strategies containing peer-affiliative goals to the
total nunber of enactive strategies. Inter-rater reliability
data for the enactive neasures are presented in Table 1.

Both the enactive and the |ine-drawi ng assessnents were
conducted during the sanme interview session. The enactive
interview was always presented first, because this interviewis
designed to elicit spontaneous social strategies. It was deened
nost appropriate to conduct the |ine-drawi ng based interview
second because this interviewis intended to assess thoughtful,
reflective social strategies. Follow ng the enactive procedure,
subj ects were shown |ine-drawi ngs and read acconpanyi ng
narratives depicting the same six social dilemas. After each of
the six stories subjects were asked "what are sone things that
you could do if that happened to you?" Subjects were encouraged
to generate as many potential responses as possible, to a maxi num
of five per story. Standardized pronpts, such as "what are sone
ot her things you could do?" and "can you think of anything el se
that you could do?" were used to ensure that all children
generated as many responses as they were capable. An estimate of

each child's nunber of strategies was calculated by dividing the

total number of strategies elicited during the |ine-draw ng-based
interview by the total nunmber of stories conpleted.

Every response that children made in response to
hypot heti cal social situations presented in the |ine-draw ng-

based interview was recorded and the quality of strategi es was

coded in the sanme manner used for the videotape-based and

enactive interviews. Three neasures of quality of social
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strategies were derived fromthe first strategy generated in
response to each scenario presented during the |Iine-draw ng-based

assessnent: assertiveness of strategies (line-draw ng),

sophi stication of strateqgies (line-drawing), friendliness of

strategies (line-drawing). The first strategy generated to each
story presented during the |ine-draw ng based interview was al so
coded for the presence of peer-affiliative goals. The total
nunber of strategies that contained peer-affiliative goals

di vided by the total nunber of strategies conprised inferred

goals (line-drawing). Inter-rater reliability data for the line-

dr awi ng- based neasures are presented in Table 1. Detailed
i nstructions for conducting and coding the enactive and |ine-

drawi ng- based interviews are provided as Appendi x C.

Goal choice assessnent. Materials for the peer

affiliation assessnent, described previously, were set up as a
center activity in the subjects' classroonms. Children conpleted
t he assessment during the normal course of center tine at their
ki ndergarten or preschool. Subjects were first shown the Iine
drawi ngs and it was explained that the pictures represented "you
by yourself, you with another kid your age, and you with a
grownup." Subjects were then presented with pictures of 10
activities, one at a time in randomorder. Children were asked
to place each activity picture on one of the draw ngs, depending
on with whomthey would like to do the activity. For exanple,
children were asked "Wuld you rather paint a picture by
yoursel f, with another kid, or with a grownup?" After the

subj ects had sorted the 10 pictures of the activities they were
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hel ped to record their responses on a check sheet thensel ves, or

t he experinmenter recorded their choices. Peer affiliation was

cal cul ated by dividing the total nunber of activities that
subj ects choose to engage in with a peer by the total number of

choi ces subj ects nmade.



V. Results

Results testing each of the five primary hypot heses are
presented in the follow ng sections. First, descriptive data as
wel | as the associati ons anong neasures within and between the
t hree domai ns of social know edge, social perception, and
rel ati onship goals and expectations are presented to test the
hypot hesi s that these three constructs represent discrete domains
of social cognitive processes. Wen supported by convergent and
di scrim nant data, conmposite scores were constructed within
domai ns. Second, the hypothesis that measures of each of these
three domains are related to neasures of children's social
behavi or and peer acceptance is examned. Third, the extent to
whi ch nmeasures of each of these three domains independently
predi ct peer acceptance and social behavior is exam ned. Fourth,
anal yses were conducted to test the hypothesis that each of these
social cognitive domains is distinct fromgeneral verbal ability.
Finally, the hypothesis that preschoolers' relationship goals
noderate the associ ati ons between peer acceptance and both soci al

know edge and soci al perception was tested.

Associations Wthin and Anong Domai ns of Social Cognition

The first step in the analysis procedure was to exam ne
descriptive data and the inter-correlations of nmeasures within

each of the three domains of social cognition. 1In the follow ng

80



section, the intra-domai n associ ati ons of neasures of soci al
know edge, social perception, and relationship goals and
expectations are exam ned. Descriptive results for each neasure

al so are presented in the first section.

81
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Associ ati ons Wthin Domai ns

Soci al _know edge. Descriptive data for neasures of

soci al know edge are presented in Table 2. Average ratings on
the three ratings scales of assertiveness,
sophi stication and friendliness were fairly consistent across the
procedures (i.e., the videotape-based, enactive, and |line draw ng
interviews). The nmean ratings for the 5-point scale of
assertiveness ranged from2.64 to 2.72 across the three rating
procedures, reflecting responses that approxi mately matched the
m d- poi nt of the scale. Likew se, the nmean ratings for
sophi stication ranged from2.52 to 2.82 on the 5-point scale.
The friendliness ratings for subjects' strategies also were quite
simlar across the three procedures; the nmean scores for
friendliness ranged from2.97 to 3.18, indicating that responses
tended to be nore helpful to the peers than aggressive. The
coefficients of variation (SD/ M for the three scales also were
simlar across the interview procedures: for assertiveness, the
coefficient for variation ranged from.21 to .24; for
sophistication .18 to .22; and for friendliness, .13 to .20.
Associ ati ons anong neasures of the quality of social
know edge are presented in Table 3. Scores derived fromthese
rating scal es were noderately correl ated across procedure and
rating dinmensions (r s ranged from-.06, n. s., to .82). Scores
wi thin each procedure were noderately to highly interrel ated
across rating dinensions (r s for measures derived fromthe
enactive procedure ranged from.58 to .82, all p < .01, and

averaged .67; r s for neasures derived fromthe |ine draw ng
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procedure ranged from.49 to .79, all p < .01, and averaged .58;
and r s for neasures derived fromthe vi deotape-based procedure
ranged from.37 to .74, all p < .05, and averaged .51). Ratings
of assertiveness and sophistication were noderately to highly
associ ated across the three interview procedures (for

assertiveness, r s ranged from.40, p < .05, to .56, p < .01,

Tabl e 2

Descriptive and Reliability Data for Quality of Social Know edge

Measur es

Construct For mat S. D. al pha M SD

=

Assertiveness:

Vasst vi deo 2.72 .57 .75 .21



Enasst enactive

Ldassrt

line draw ng

Sophi sti cation:

Vsoph vi deo
Ensoph enactive
Ldsoph i ne draw ng

Friendli ness:

Vfrnd vi deo

84

2.

2.

2.

2.

2.

70

64

73

82

52

.12

.59

. 65

.52

.51

. 56

.52

. 48

. 56

.79

.62

. 57

.73

.22

.24

.19

.18

.22

.17
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Enfrnd enactive 3.18 .41 .22 .13
Ldf rnd line draw ng 2.97 .59 . 65 .20
Nurnber line draw ng 1.90 .91 .83 . 46

Note: Assertiveness: nean ratings on 5-point scale of assertive
(5) vs. passive (1); Sophistication: nmean ratings on 5-point
scal e of sophisticated (5) vs. vague (1); Friendliness: nean
rati ngs on 5-point scale of friendly (5) vs. aggressive (1).
Nunber: nean nunber of strategies suggested to six line draw ng

stories (maxi mum nunber of strategies allowed per story = 5).
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average r = .50; for sophistication, r s ranged from.33, p <

.05, to .59, p < .01, average r = .50). Ratings of friendliness

were not as highly associ ated across procedures as were ratings

of assertiveness and sophistication (r s ranged from.19, n. s.,

to .34, p < .05, average r = .26).

Table 3

Associ ati ons anong Measures of Soci al Know edge

Enasst

Enfrnd .61**

Ensoph .82** | 58**

Ldasst .56** . 29*  49**

Ldf rnd . 42* .34* . 25 . 49*

Ldsoph .60** |, 39* .59**  79**  46*

Vasst .40* -.06 .28* .54* .47* | 54*
Vfrnd .24 .25 .20 .11 .19 .36* .37*

© 0o N o o0 k w0 b PRF

Vsoph LA47* .03 .33* .51* .40* .59%* . T74** . 42*
10. Nunber .22 .00 .08 .17 .07 .33* .28* .27*

. 40*

10.



Not e:

<

.01

N

34;
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1-tailed significance |evels:

*

p <

. 05;
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The number of subjects' strategies was estimated using a
singl e index, the nunber of strategies subjects suggested in
response to the six vignettes presented during the |ine draw ng
interview. Subjects suggested an average of 1.9 strategies per
vignette; the mni num nunber of strategies suggested to any
particul ar vignette was one, and the maxi mrum nunber was five
(five was the maxi mnum nunber of strategies interviewers attenpted
to elicit per story). Associations between the nunber of
strategi es and neasures of the quality of social know edge can be
found in table 3; r s ranged from.00, n. s., to .40 p < .05, and

aver aged . 20.

Soci al perception. Descriptive data for the social

perception nmeasures are presented in Table 4. As indicated by
this table, the accuracy of children's descriptions (free-
response accuracy) was rated on average as 1.53. A score of 1 on
this scale indicates that the description did not contain all of
the inportant elements of the story, whereas a score of 2 denotes
descriptions that accurately portrayed the essential actions of
the vignette. Subjects were noderately successful in answering

f or ced- choi ce questions concerning actions portrayed in the

vi deo-taped vignettes (forced-choice accuracy); correct answers
were coded as 1, incorrect answers were coded 0. The mean score
of .70, with a standard deviation of .14, indicates that subjects
identified the correct actions portrayed for the majority of
vignettes. The internal consistency for all the social
perception nmeasures, with the exception of forced-choice accuracy

(al pha = .29) was adequate (al phas = .86, .64, and .58 for free-
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response accuracy, spontaneous attributions, and forced-choice
attributions, respectively).

Subj ects rarely made hostile attributions spontaneously in
their descriptions of the actions portrayed in the video-taped
vignettes. Spontaneous attributions were coded in only 9% of the
subj ects' descriptions. Subjects were nore likely to attribute

hostil e
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intentions to a provocateur when forced to choose what the
provocateur's intentions were. For each of 10 video-taped

vi gnettes depicting provocations, a forced-choice hostile

Tabl e 4

Descriptive and Reliability Data for Social Perception Measures

Const ruct For nat M SD alpha M SD
Accur acy:

Free-response accuracy vi deo 1.53 .45 . 86 0.29
For ced- choi ce accuracy vi deo 0.70 .14 .29 0.15

Attributions:

Spont aneous vi deo 0. 09 .14 . 64 1.56

attributions

For ced- choi ce vi deo 0. 64 .22 .58 0.34

attributions

Note: Free-response accuracy: nean rating of description of
vignettes, 0-3 scale of not at all accurate (0) to fully accurate
and highly detailed (3); Forced-choice accuracy: proportion of
correct forced-choice itens, 1 = correct, O = incorrect;

Spont aneous attributions: proportion of spontaneous hostile
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attributions from 10 provocation vignettes, 0 = not hostile, 1 =
hostile; Forced-choice attributions: proportion of forced-
choice attributions for 10 provocation vignettes, 0 = not

hostile, 1 = hostile.

attribution was coded as 1, whereas a non-hostile attribution was
coded as 0. Subjects' chose the hostile attribution an average
of slightly nore than six tines across the 10 provocation

vignettes, with a standard devi ation of .22.



92

Associ ati ons anmpng neasures of social perception are
presented in Table 5. Due to the low internal consistency of the
forced-choi ce accuracy neasure, as well as the nodest
associ ations of this nmeasure with other measures of soci al
perception (r s ranged from.08, n.s., to .33, p < .05, average
r = .17), the forced-choice accuracy nmeasure was excluded from
further analysis. The free-response accuracy measure was al so

only nodestly related to the two neasures of interpretation (r =

.21, n.s., for spontaneous attributions, -.31, p < .05, for
forced-choice attributions). A non-significant association was
al so found between the two attribution neasures (r = .11). Free-

response accuracy, spontaneous attributions, and forced-choice

attributions were retained for discrimnant validity anal yses.

Tabl e 5

Associ ati ons _anpbng Measures of Soci al Perception

1 2 3. 4
1. Free-response accuracy:
2. Forced-choi ce accuracy: .08
3. Spontaneous attributions: -.21 -.09
4. Forced-choice attributions: .31* -.33* .11
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Note: N = 34; 1-tailed significance level: * p < .05 ** p <
.01
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Descriptive and Reliability Data for Rel ationship Goal s and

Expect ati ons Measur es

Const ruct For nat M SD al pha M SD

Rel ati onshi p goals:

Peer affiliation cl assroom 0.37 .20 .47 .54
interview

Video play with others video 2.03 .14 .75 .07

Rati ngs of cl assmates soci onetric 2.02 .31 -- .15

Vi deo forced-choice vi deo 0.66 .41 .11 .62

goal s

Inferred goal s enactive 0.40 .22 .33 .55

(enactive)

Inferred goals (line [ine draw ng 0.37 .25 .51 . 67

dr awi ng)

Inferred goals (video) vi deo 0.47 .23 .71 .49

Rel ati onship

expect ati ons:
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Rel ati onshi p vi deo 2.12 .53 .87 .25

expectati ons

Note: Peer affiliation: ratio of peer choices to total nunber of
choices; Video play with others: average rating of how nuch
subject wants to play with children on videotape, not at all (1)
to a whole lot (3); Ratings of classnates: average liking

rati ng subject gave to classmates, not at all (1) to a whole |ot
(3); Video forced-choice goals: ratio of total peer oriented
choices to total choices; Inferred goals (enactive, line

drawi ng, video): ratio of strategies that stressed peer
interaction to total nunber of strategies; Relationship
expectations: average rating of how much subject thinks children
in vignettes would like to play with himor her, not alot (1) to

a whole lot (3).
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Rel ati onship goals and expectations. Table 6 presents

descriptive data for nmeasures of relationship goals and
expectations. The nmean values for video play with
other and ratings of classnates were quite simlar, 2.03 and 2.02
(both on 3-point scales), respectively. The nean val ue for peer
affiliation, .37, suggests that, on average, subjects chose to
engage in an activity with a peer about one-third of the tine.
However, considerable variation existed in subjects' choices on
the peer affiliation neasure (coefficient of variation = .54);
sone subjects (n = 3) choose to engage in activities with a sane-
age peer at |east seven out of ten tines, whereas other subjects
(n = 2) never chose to join with a sane-age peer

The nean val ues for inferred goals were sonewhat consi stent
across the three neasurenent procedures (.40 for enactive, .37
for line-drawing, and .47 for videotape-based procedures). These
val ues suggest that slightly less than half of all subjects’
strategies stressed peer interaction. Al of the nmeasures of
relationship goals, with the exception of forced-choice goals
(al pha = .11), denonstrated adequate internal consistency (al phas
ranged from.33 to .75).

Tabl e 7 presents associ ati ons anong neasures of
relationship goals and expectations. The forced-choice goals
obt ai ned during the video-tape based assessnent had poor internal
consi stency and only negative or nodest positive associations
with the other indices of relationship goals (r s ranged from -
.24 to .43, average = .04). This neasure was dropped from

further analysis. The remaining six nmeasures of relationship
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goals were only nodestly to noderately inter-correlated (r s
ranged from-.14, n. s., to .56, p < .01, average r = .25), and
were retained for discrimnant validity anal yses.

Only a single neasure served as an index of relationship
expectations, the average rating that subjects nmade when asked

how nuch the children presented on the videot ape-
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Tabl e 7

Associ ati ons _anmong Measur es of

Rel ati onshi p Goal s and

Expect ati ons

1. 2. 3. 4. 5. 6. 7.
1. Peer affiliation
2. Video play .12
with others
3. Ratings of .41* .15
cl assmat es
4. Video Forced -.24 .12 -.11
choi ce goal s
5. Inferred goals .32* .16 .27 .20
(enactive)
6. Inferred goals .13 .25 52** -.14 . 56**
(1'i ne-draw ng)
7. Inferred goals -.04 .34* .29* ,43* .25 .26*
(vi deo)
8. Relationship-.12 .68** .16 .33*.06 .07 .27*

expectations




Not e:

* % Q <

N of cases:

.01

34;

99

1-tailed significance |evel:

*

p <.

05
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based stimulus would like to play with them Subjects' ratings
averaged 2.12, on a three point scale in which 1 represented not
at all, 2 just alittle bit, and 3 a whole lot. The coefficient
of variation for this nmeasure, .25, suggests only npdest
variation in subjects' responses to this neasure. Cronbach's

al pha for this nmeasure was .87. Relationship expectations was
nmodestly correlated with nmeasures of relationship goals (average
r =.21), with the only significant correlations being with goa
measures derived fromthe vi deo-based assessnent. For instance,
the relationship expectations neasure was highly correlated with
how nuch children said they would want to play with characters in

the vignette (r = .68, p < .01).

Associ ati ons Across Donmi ns

To estimate the discrinmnant validity of neasures of social
know edge, social perception and relationship goals and
expectations, associations anong neasures of each of these
domai ns were exam ned. Wen warranted, based on conceptua
simlarity and inter-correl ations, neasures where sumed to form

conposi te vari abl es.

Soci al _know edge and social perception. Table 8 presents

correl ati ons between neasures of social know edge and neasures of
soci al perception. Free-response accuracy was noderately rel ated
to neasures of the quality of social know edge (r s ranged from
.06, n. s. to .64, p < .01, average r = .35). These associations
wer e nost pronounced for associations between free-response

accuracy and those neasures of social know edge obtai ned during
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t he vi deot ape-based interview, but also were noderate for the

i ne-drawi ng neasure (for videotape-based social know edge
nmeasures, r s ranged from . 27, n. s. to .64, p < .01; average r
= .47; for enactive-procedure-based neasures of social know edge,
r s ranged from.06 to .24, all n.s., average = .17; and for

measur es of soci al
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Tabl e 8

Associ ati ons _anpng Measures of Social Perception and Soci al

Know edge
Free-response Spont aneous For ced- choi ce
accuracy attributions attributions

Enasst .24 .01 -.19

Enf rnd . 06 -.07 .16

Ensoph .21 .03 -. 10

Ldassrt . 49** -.11 -.09

Ldf rnd . 35* -.07 -.08

Ldsoph .42 -.04 .17

Vasst . 51x* -.08 -.06

Vfrnd .27 -.01 .18

Vsoph . 64** -.18 .02

Note: N = 34; 1-tailed significance level: * p < .05 ** p <

.01
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know edge obtained fromthe |ine drawi ng procedure, r s ranged
from.35, p < .05, to .49, p < .05, average = .42). Associations
between the two attribution measures and nmeasures of the quality
of social know edge were nore nodest (r s ranged from-.19, n. s.
to .18, n. s.; averager = -.03, n. s.), providing support for

the discrimnant validity of the attribution neasures.
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Social perception and relationship goals. Table 9 presents

associ ati ons anong neasures of social perception and

rel ationship goals. Pearson's r s for these associations ranged
from-.27, n.s. to .55 p < .01. The average val ue of these
associ ations was .10. Free-response accuracy was significantly
associ ated with several neasures of relationship goals (r s
ranged from.16, n. s., to .55 p < .01, average = .32). As was

t he case for

Table 9

Associ ati ons Anong Measures of Social Perception and Rel ationship

Goal s
Free- Spont aneous  For ced-
response attribution choice
accur acy s attributio
ns
Peer-affiliation .19 -.17 -.06
Play with others . b5** -.15 .11
Rati ng of peers . 26* -.07 .10
Inferred goals .16 -.07 -.09

(enactive)
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Inferred goals (line . 33* -.15 -.19
dr awi ng)
Inferred goal s . 40* -. 10 .03
(vi deo)
Rel ati onshi p .15 .05 -.12

expectati ons

Note: N =34; 1 tailed significance level * p < .05 ** p < .01

associ ati ons between free-response accuracy and neasures of
soci al know edge, free-response accuracy was nost highly

associ ated with neasures of relationship goals obtained fromthe
vi deot ape- based procedure (for play with others, r = .55, p <
.01; for inferred goals videor = .40, p < .05) although these

were not the only significant associations
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with accuracy (for rating of peers, r = .26, p < .05; for
inferred goals line drawing r = .33, p < .05).

Associ ati ons between spontaneous attributions and forced-
choice attributions and neasures of relationship goals were quite
nodest (r s ranged from-.19 n. s., to .11 n. s., average = -
.07), providing further support for the discrimnant validity of
the two attribution nmeasures. Due to the conceptual simlarity
bet ween spont aneous attributions and forced-choice attributions,
these two nmeasures were sunmed to forma conposite index of

attributions for use in subsequent anal yses (al pha for the 20

items = .62). Because the free-response accuracy neasure,
although internally reliable (al pha = .86), was only nodestly
related to the two neasures of interpretation (r = .21, n.s., for
spont aneous attributions, -.31, p < .05, for forced-choice
attributions), this neasure was not used to forma conposite

i ndex of social perception. Instead, free-response accuracy was

used as an index of perceptual accuracy in subsequent anal ysis.

Thus, two variables - perceptual accuracy and attributions -

represented subjects' social perception in subsequent anal yses.

Soci al know edge and rel ationship goals. Associations

bet ween neasures of quality of social know edge and neasures of
relationship goals, including goals inferred fromthe subjects
hypot heti cal social strategies, are presented in Table 10.
Measures of the quality of social strategies generated during the
vi deot ape- based, enactive, and line-drawing interviews were
highly related to the social goals inferred fromthose strategies

(for inferred goals (enactive), associations with social
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know edge neasures fromthe enactive procedure ranged fromr =
.65, p< .01, to .86, p < .01, average = .74; for inferred goals
(l'ine drawi ng) associations with social know edge neasures from

the Iine drawing procedure ranged fromr = .65 p < .01 to .87 p <

.01, average = .70; for
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inferred goals (video) associations with social know edge
nmeasures fromthe videotape based procedure ranged fromr = .59,
p < .01, to .83, p < .01, average = .63). These associations
were stronger than the associations between inferred rel ationship
goal s and other neasures of social goals (see Table 7; r s
ranged from-.03, n.s., to .52, p<.0l1l, average r=.25). Thus,
measures of relationship goals inferred fromthe strategies
suggested by subjects were nore strongly related to neasures of
the quality of social know edge than to other measures of

relati onship goals.

Because of the lack of discrimnant validity for the
inferred social goals, these goals were not used to forma
conposite index of relationship goals and were excluded from
subsequent anal yses. The renaining nmeasures of relationship
goals, peer-affiliation, rating of peers, and play with others,
were nodestly to noderately associated with nmeasures of the
guality of social know edge (r s ranged from.01, n.s., to .49,
p<.01; average value of r = .27), providing support for the
discrimnant validity of these relationship goal neasures. These
three nmeasure were sumed to froma single conposite of

relati onship goals that was used in subsequent anal ysis (al pha

for 25 items = .72).

Due to the conceptual distinction between relationship
goal s and rel ati onshi p expectations, the single index of
rel ationship expectations was not included in the relationship

goal conposite. Instead, relationship expectations was retained

as a stand alone variable for use in further anal yses.
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Measures of social know edge were highly correlated within
each of the three rating scales: nean Pearson r s for
associations within ratings of assertiveness, friendliness, and
sophi stication were .50, .26, and .50, respectively (see Table
3). Furthernore, these neasures were relatively independent of
nmeasures of social perception and relationship goals that have
been retained for further analysis. Due to the high degree of
associ ati ons anong the nine neasures of quality of social
know edge, the scores fromeach of the nmeasures were sunmed to

forma single composite neasure of the guality of social

know edge (Cronbach's al pha for the nine itens = .82). The
pattern of associations between the nunber of responses elicited
during the line-drawi ng based i ntervi ew and neasures of the
guality of social know edge was inconsistent (see Table 3; r s
ranged from .00, n.s. to .40, p < .05, average r = .20, r = .36,
p < .05, for conposite

Tabl e 10

Associ ati ons Anpbng Measures of Rel ationship Goals and Quality of

Soci al Know edge

Peer - Play with Rating Inferred
affiliation ot hers of peers goals

(enactive)
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Enasst
Enf rnd
Ensoph
Ldassrt
Ldf rnd
Ldsoph
Vasst
Vfrnd
Vsoph

L42%*

.17
. 33*
.22
.01
.22
.15
.14
.17

.22

.07
.15
.25
L42%*
.25
L42%*
.19
. 29%

.19
. 20*
L 49**
L 43%*
VAR
L A4x*
.09
. 28*

. 32*

. 65**
L12**
. B61**
. 39*
. 63**
. 29%
. 26*
LA43**

. 86**
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Tabl e 10 conti nued.

Rel ati onship

Inferred goal s

Inferred goal s

(l'i ne draw ng) (vi deo) expectati ons
Enasst . 48** . 38* .15
Enf rnd . 33* . 06 .10
Ensoph . 38* . 26* .16
Ldassrt . 87** . 34* .01
Ldf rnd . 65** . 45%* .23
Ldsoph . 58** 41 . 06
Vasst N R . 83** .23
Vf r nd -.02 . 48** .04
Vsoph . 35* . 59** .09
Note: N = 34; 1-tailed significance |evels: p <.05 **p<.01
quality of knowl edge), and so this nmeasure was not included in
the conposite index of quality of social know edge. Rather, the
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nunmber of strategies elicited during the |ine drawi ng procedure

was retained as a stand al one i ndex of nunber of strategies.

Si x social cognitive variables were used in subsequent
anal ysis: perceptual accuracy, attributions, relationship goals,
relationshi p expectations, quality of social know edge, and
nunber of strategies. As presented in Table 11, these six social

cognitive



113

vari abl es were nodestly to noderately inter-correlated (r s
ranged from-.16, n. s., to .58, p < .01, average r = .19).
Quality of social know edge was significantly correlated with the
nunmber of strategies (.36, p < .36), perceptual accuracy (.57, p
< .01), and relationship goals (.46, p < .01). Significant
associ ations al so were found between rel ati onship goals and both
perceptual accuracy (.57, p < .01) and rel ationship expectations
(.58, p <.01). No other significant associations were found
anong the social cognitive variables.

Thus, six variables were used to represent social cognitive
processes in subsequent analysis. Due to the |ack of evidence of
convergent validity between neasures of the accuracy of soci al
perception and hostile attributions, separate variables were used
to represent each of these two constructs. Al though convergent
and discrimnant validity analysis provided some support for the
creation of a conposite neasure of the quality of social
know edge, there was little convergent evidence to support
i ncluding the nunber of strategies in this conposite; instead,
the nunmber of strategies was retained as a stand-al one variabl e
for use in further analyses. Finally, although inter-
associ ati ons anong neasures of relationship goals and
expectati ons suggested some convergent validity anong these
nmeasures, there was little evidence of discrinmnate validity
anmong these nmeasures. This was especially true for nmeasures of
social goals inferred from subjects' strategies, which were
hi ghly associated with ratings of the quality of children's

social strategies. Due to the |ack of discrimant validity,
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inferred social goal neasures were not included in the conposite
measure of relationship goals. Also, although the neasure of
relationshi p expectations was strongly associated with the video
play with others nmeasure, the pattern of associ ations between
rel ationshi p expectations and ot her neasures of social goals was
i nconsi stent. As such, relationship expectations was not

i ncluded in the

Table 11

Associ ati ons Anpbng Soci al Cognitive Variabl es and Measures of

Maturity, Social Behavior, and Peer Acceptance

Soci al Know edge:

1. Quality of social
know edge
2. Nunber of strategies . 36*

Soci al Perception

3. Perceptual accuracy . 57** .20
4. Attributions -.04 .06 .14

Rel ati onshi p Goal s and Expectati ons:

5. Relationship goals . 46** .08 .57** -.03
6. Rel ationship .15 -.16 .15 -.06.58**



expect ati ons




Tabl e 11 conti nued.

1 2. 3 4. 5. 10. 11. 12.

Maturity:
7. PPVT .36* -.05 .36*-.05 .09 .18
8. Age AT 25+ L 64** 17 .24+ -.16 -.27+
Peer Accept ance:
9. Teacher-rated .55** .02 .23+-.38*.36* .09 .37 .12

peer conpetence
10. Teacher-rated -.26*-.09 .05 .28*.02 .21 -.01 -.12 -.59**

aggr essi on
11. Peer rating .30* .08 .03 -.14 .20 .09 .26*-.03 .60** -.31*
12. Social preference .26* -.05 -.12 -.06 .13 .09 . 29* -, 25+ |, 5b5** - 41>

L 79**



Note: N = 34; 1-tailed significance level + p < .10; * p < .05, ** p < .01

conmposite index of social goals, but rather was retained as a stand-al one variable for use

i n subsequent anal yses.

Associ ati ons _among Measures of Social Cognition and Measures of Soci al Behavi or _and Peer

Accept ance

Social cognition and distal variables. Associations anong social cognition variables

and PPVT scores, age, and neasures of social behavior and peer acceptance are presented in
Table 11. Both the quality of social strategies and accuracy of social perception were
significantly related to both age and standardi zed scores on the PPVT. T-tests conducted
for each of the social cognitive neasures revealed that only relationship expectations
differed according to the sex of the subject, with girls having significantly higher
rel ati onship expectations (t = 2.06, p < .05; the nmean value on the 3-point scal e of
rel ationship expectations was 3.32 for girls and 1.97 for boys).

Si gni fi cant associ ati ons were found between teacher ratings of peer conpetence and the

quality of social know edge, attributions, and relationship goals. In addition, perceptual



accuracy was marginally related to teacher rated conpetence. The
patterns of associations between nmeasures of social cognition and
both teacher ratings of aggression and peer-based neasures of
acceptance were | ess convincing. Attributions were associ ated
with teacher ratings of aggression, and the associati ons between
the quality of social know edge conposite and the average peer
rating (r = .30) and social preference (r = .26) were significant
at the .05 level. PPVT scores were positively related to
teacher-rated conpetence and to both peer acceptance neasures.
Nei t her the number of social strategies nor the neasure of
relationship expectations were significantly related to nmeasures
of social behavior or peer acceptance, and so these variabl es
were dropped from further anal yses. Because the pattern of
associations is nost consistent for teacher ratings of social
conpetence, this variable was used as the dependent variable in

subsequent anal yses.

Soci al cognition and peer conpetence controlling for verbal

ability. To test the hypothesis that measures of soci al
coghition are related to peer acceptance when verbal ability is
controlled for, a series of hierarchical regressions predicting
teacher ratings of peer conpetence were conducted. 1In each of

t he regressions, standardized PPVT scores were entered first,

foll owed by one of the conposite neasures of social cognition.
Three of the social cognitive variables significantly contributed
to the prediction of teacher rated peer acceptance beyond the

st andar di zed PPVT scores (R change = .20, p < .01, for the

qual ity of social know edge; R'change = .12, p < .05, for



attributions; and R change = .12, p < .05, for relationship

goal s). The neasure of perceptual accuracy failed to add to the
prediction of teacher rated peer acceptance beyond the

st andardi zed PPVT scores (R change = .01, n.s.). Because
perceptual accuracy failed to contribute to the prediction of
teacher ratings of peer conpetence, this variable was not

i ncluded in further anal yses.

| ndependent prediction of social cognitive variables. To

test the hypothesis that measures of the proposed domains of
social cognition independently contribute to the prediction of
peer conpetence, a hierarchical regression analysis predicting
teacher ratings of peer acceptance was conducted in which the
st andar di zed PPVT scores were entered on the first step, and the
gquality of social know edge, attributions, and rel ationship goals
were entered sinultaneously on the second step. Together, these
vari abl es accounted for 46% of the variance in teacher-rated
conmpetence (p < .01). Exami nation of the squared seni-parti al
correlations reveal ed that the PPVT scores failed to account for
a significant portion of the variance in teacher-rated peer
conpet ence once the social cognitive variables were entered into
the equation (pr® = .03, n. s.). Both the quality of social
know edge (pr?, = .12, p < .01) and attributions (pr’, = .12, p <
.01) made significant contributions to the prediction of teacher
rati ngs of peer conpetence. However, the squared sem -parti al
correl ati on between rel ati onship goals and teacher-rated peer

conpet ence was non-significant (pr? = .02). Seventeen percent of



the variance in teacher-rated conpetence was shared in conmon

anong the independent vari abl es.

Rel ati onship goals as npoderator. To test the hypothesis

t hat associ ati ons between social perception and peer conpetence
and between social know edge and peer conpetence are noderated by
relationship goals, two hierarchical regressions were conputed
predicting teacher ratings of peer conpetence. In the first of

t hese regressions, social know edge and rel ati onship goals were
entered on the first step, and the nultiplicative interaction of
soci al know edge by rel ationship goals was entered on the second
step. The interaction termfailed to make a significant
contribution to the prediction of teacher-rated peer conpetence
(R change = .001, n. s.). In the second regression,

rel ationship goals and attributions were entered on the first
step, and the nultiplicative interaction of relationship goals by
attributions was entered on the second step. Again, the
interaction termfailed to contribute to the predictive utility

of the equation (R change = .02, n. s.).



V. Di scussi on

The purpose of this study was to devel op neasures of three
hypot hesi zed domai ns of social cognition - social know edge,
soci al perception, and rel ationship goals and expectations - and
to examne their interrelations and the extent to which they
predi ct preschool children's peer conpetence. The data provide
sone support for the hypothesis that young children's cognitions
rel evant to peer interaction can be partitioned into discrete
domai ns that are largely independent. Nbreover, measures
representing two of the domains - social know edge and
attributions about the intentions of peers - each made uni que
contributions to the prediction of children's social conpetence
after controlling for verbal ability. The data also raise
questions regarding the nost accurate nodel for describing social
cognitive processing in young children. The discussion will
focus first upon associati ons anong nmeasures of social cognition
and neasures of social conpetence. Second, this discussion wll
exam ne both associ ati ons anong neasures of social cognition and
bet ween neasures of social cognition and other variables, such as
measures of verbal ability and social conmpetence, in an attenpt
to evaluate the parsinony of the proposed nodel of social
cognition. Finally, this discussion will evaluate the hypothesis
that rel ationship goals noderate the associ ati ons between ot her

social cognitive domains and children's social behavior.



Per haps the nost inportant contribution of this study was
t he assessment of nmultiple domains of social cognition and the
extent to which they made i ndependent contributions to young
children's social conpetence after controlling for verbal
ability. Measures representing two of the three proposed donai ns
of social cognition, the quality of social know edge and
attributions about the intentions of others, made uni que
contributions to the prediction of teacher ratings of children's
soci al conpetence after controlling for verbal ability. |In fact,
children's PPVT scores did not predict a significant portion of
variance in teacher-rated conpetence after the social-cognitive
variables were entered. Children's social conpetence, then, does
not appear to be determined by general ability (at |east as
assessed by verbal intelligence) and there seemto be nultiple,
at least partially independent, cognitive processes guiding
children's social behavior. An exam nation of the zero-order
associ ati ons between neasures of social cognition and neasures of
soci al conpetence further illum nates the role that social
coghition may play in children's conpetence with peers.

The pattern of correlations anong the social cognitive
vari abl es and indi ces of social conpetence suggests that each of
t he proposed domains is relevant in guiding children's behavior
with peers. The strongest pattern of associati ons were obtai ned

with teacher-rated peer conpetence as the outcone measure; the

122
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quality of social know edge, non-hostile attributions, and
relationship goals all were significantly and positively rel ated
to teacher's judgenents of conpetence. A similar (but inverse)
pattern was seen for teacher judgenents of aggressive behavior

Only the quality of social know edge was rel ated
significantly to peer-based neasures of social acceptance. The
failure to find nore significant associations between soci al
cogni ti on and peer-based neasures of social functioning may
reflect the fact that both sets of neasures were obtained from
interviews with preschool children, thus maxim zing error
variance in both the dependent and independent vari abl es.

Anot her possi bl e explanation is that the variables included in
the current study are associated with behavior that is val ued by
adults, but are not pertinent to other preschoolers. Wre this
the case, young children's social cognition would be associ at ed
with socially conpetent behavior as reported by teachers, but not
necessarily with behavior that is nost attractive to the
children's preschool classmates. Further studies with |arger and
nmore di verse sanples of preschoolers may help to clarify the
associ ati on between young children's social cognition and
acceptance by their peers.

The significant associations between the quality of
children's social know edge and out cone neasures of soci al
success supports previous findings in this area (Asher & Renshaw,
1981; Dodge et al., 1986; Mze & Cox, 1989; M ze & Ladd, 1988;
Pettit et al., 1988, Rubin, 1983; Rubin et al., 1982). Children

rated as nore conpetent by teachers suggested strategies to peer
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di l enmas that were nore outgoi ng and nonaggressive, as well as
nore el aborated and rel evant than the strategi es suggested by
their |l ess conpetent peers. Furthernore, although videotape-
based assessnments were conducted on different days, and presented
di fferent social problemsituations, than the |ine-draw ng and
enactive assessnents, neasures of the quality of social know edge
were nodestly to noderately correlated across all ratings. The
pattern of intercorrelations, together with the high interna
consi stency of the conposite index made up of all nine strategy
rati ngs, suggests that young children nmay exhibit a tendency to
generate simlar strategies (at least in terns of their
friendliness, sophistication, and assertiveness) over a fairly
broad range of situations.

The nunber of social strategies children could generate
during the line-drawing interview was noderately correlated with
the composite index of social know edge quality, suggesting that
t hese neasures tap social cognitive skills that are related, but
not redundant. Although sone research has found that children
who can suggest nore strategies to a social problemare nore
socially conpetent (Pettit et al., 1988; Spivack & Shure, 1974),
this study joins several others in finding no association between
the nunmber of strategies and children's social conpetence
(Butler, 1978; Krasnor & Rubin, 1978; M ze & Cox, 1989; Shar pe,
1978). Thus, as others have suggested, it may be that it is the
quality of the first strategy that young chil dren generate,
rat her than how many can be produced upon reflection, that is

nore significant in guiding their interactions with peers.
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The accuracy of children's social perception - as neasured
by the quality of their descriptions of events portrayed in
vi deot aped vignettes - also was not associated with their social
conpetence (although the correlation with teacher rated-
conpet ence approached significance). This was surprising given
the fact that previous research (Weiss et al., 1992) found that
simlar measures of the accuracy of social perception predicted
| ower rates of observed aggressive behavi or anong ki ndergartners.
In the current study, the relatively |low coefficient of variation
for this neasure (.29) suggests that there was little variability
in the accuracy of children's descriptions. Further, the forced-
choi ce accuracy neasure, devel oped specifically for this study,
was dropped from anal ysis due to |low internal consistency.
Al t hough the nultiple choice fornat of the forced-choice accuracy
measure holds prom se for future research with young children
further devel opnent and pilot testing will be needed to ensure
that the itens are of equivalent difficulty and are tapping
equi val ent perceptual abilities. Thus, failure to find
associ ati ons between children's perceptual accuracy and peer
conmpetence may reflect measurenent problens. Alternatively,
perhaps the ability to fully and accurately perceive the behavi or
of others is not a particularly relevant skill for children as
young as those in this study (four- and five-year-olds), or
per haps individual differences in this ability energe |ater.

The second hypot hesi zed di mensi on of social perception,
children's attributions about the intentions of others, was

significantly associated with teacher-rated peer conpetence.
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Al t hough previous research with a sanple of | owincone
preschool ers found that young children consistently reported
hostile attributions any tine the protagoni st experienced a
negative outconme (Pettit et al., 1988), this was not the case for
our sanmple. Children made spontaneous hostile attributions to
only 9% of the provocation vignettes, and selected the hostile
forced-choice attribution in only slightly over 6 out of 10
vignettes, on average. Future research, with a broader, nore
representative sanple, may help to clarify whether this
difference is a result of sanmple differences or perhaps

di sparities between the videotaped stimuli used in this and
previ ous research.

Children's relationship expectations - as operationalized
by ratings of how nmuch others would want to play with them- were
not associated with their social conpetence or peer acceptance.
Specul ati ons fromattachnent theorists that secure parent-child
relati onshi ps provide the context in which children devel op
soci al conpetence and in which children cone to presune that
other relationships also will be positive, led to the prediction
that children with nore positive relationship expectations would
be nore socially conpetent. This prediction received no support.
However, the data are consistent with previous findings
indicating that nore socially conpetent children do not
necessarily have nore positive views of the self, or of their
peers' opinions of them than do | ess conpetent or nore
aggressive children (Crick & Ladd, 1990). In fact, a

characteristic of many school -age aggressive children is that
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they fail to realize the extent to which their behavior is
aversive to others and often over-estimate their peer acceptance
(Perry, Perry, & Rasnmussen, 1986). The positive (but non-
significant) association between positive rel ationship
expectations and teacher-rated aggressiveness suggests this m ght
be a profitable hypothesis for research with preschool ers, as
wel | .

An alternative explanation for why the nunber of
strategi es, accuracy of perception, and relationship expectations
all failed to predict social conpetence may lie in their
measurenment. Al of these constructs were i ndexed by a single
measure. This was not the case for any conposites that were
significantly related to neasures of children's conpetence. This
pattern may indicate that in order to obtain reasonably reliable
estimates of young children's social cognitive processes, it is
necessary to use multiple assessnment nethods.

Al t hough the zero-order correl ation between the
rel ati onship goals conposite
and teacher-rated peer conpetence was significant, social goals
failed to i ndependently predict teacher ratings when PPVT scores,
the quality of social know edge conposite, and the attributions
conposite were entered into the equation. One potenti al
expl anation for the |ack of independent contribution fromthe
rel ati onship goals conposite concerns the procedures used to
estimate young children's social cognitive skills. \Wereas
exi sting nmeasures served as guides to the devel opnment of neasures

of social know edge (Dodge et al., 1986; Mze & Ladd, 1988),



128
attributions (Pettit et al., 1988), and accuracy (Dodge et al.,

1986), relationship goals, as conceptualized in the current study
have not been assessed previously anong a sanpl e of preschool ers.
Qur data nmay indicate that an adequate procedure for assessing
preschool ers' social goals has yet to be devel oped.

An alternative explanation for the non-significant
contribution of relationship goals calls for a refinenment of the
hypot hesi s that the proposed domai ns of social cognition are
di stinct and i ndependent. Post-hoc anal ysis reveal ed that the
relationship goals conposite predicts teacher ratings of peer
conpet ence beyond the prediction of PPVT scores and attributions,
and only fails to provide a significant increnent in the
predi cti on when social know edge is entered. Although sone
portion of the high associations between inferred social goals
and soci al knowl edge may be attributed to nmethod variance, the
relationship goals conposite, which was nade up of neasures taken
i ndependently of social know edge assessnents, was positively
related to the quality of social know edge. Rather than donains
of social cognition being independent, as originally proposed, it
may be that social cognitive skills are inter-related. For
instance, it is likely that children who possess peer-affiliative
goals woul d offer nore engagi ng (assertive) and | ess hostile
(friendlier) strategies than woul d children who do not possess
peer-affiliative goals. |In fact, some prior conceptualizations
of social know edge considered goals to be an aspect of know edge
rather than a separate donmain (Ladd & Mze, 1983). |If this is

t he case, neasures of social know edge used in the present
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i nvestigation may subsune rel ati onship goals, and so neasures of
relationship goals would not be expected to predict social

out cones beyond the contribution nade by nmeasures of social

know edge.

Si gni fi cant associ ati ons between the accuracy of social
percepti on and nmeasures from ot her domains of social cognition
supports the idea that domains of social cognition nmay be
interrelated. Children who received higher perceptual accuracy
scores al so suggested friendlier, nore outgoing strategies, and
exhi bited nore peer-oriented goals. Perhaps children who are
peer-oriented are nore notivated to attend to the behavior of
peers and can, therefore, pick up nore details of others
behavi or and the situation. Awareness of others' behavior and
situational cues, as well as notivation to play with peers, in
turn, may be prerequisites for the generation of sophisticated,
prosoci al strategies.

The data suggest that the social cognitive nodel proposed
in the current investigation may not be the npbst parsinoni ous or
accurate one for explaining these findings. Although three broad
domai ns of social cognition (each of which was characterized by
two conceptually rel ated sub-processes) were proposed, the data
suggest that a nodel consisting of two relatively independent
domai ns may nore accurately describe young children's processing
of social information. The nultiple regression analyses
predi cting teacher-rated peer conpetence, as well as the
intercorrel ati ons anong the social cognitive nmeasures and both

age and verbal intelligence, suggest that one domain m ght
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reflect children's general cognitive ability and devel opnent,
whereas a second is relatively independent of maturation

An exam nation of the intercorrel ati ons anong neasures
reveals that two social cognitive skills, quality of social
know edge and perceptual accuracy, are noderately
intercorrelated, are correlated with teacher ratings of
conpetence, and are significantly associated with both age and
verbal ability. One explanation for these associations is that
measures of the quality of social strategies and perceptual
accuracy were associated with verbal ability because hi gher
scores on each of these neasures depend on children's ability to
verbal | y descri be what they saw and what they would do in each
scenario. Alternatively, these neasures may reflect, or be
partly determ ned by, children's general processing efficiency;
that is, both social knowl edge and perceptual accuracy may be
determ ned partially by a nore basic aspect of intelligence, such
as the speed or efficiency with which an individual encodes and
can retain information. According to Kail (1986) processing
efficiency is determined by an individual's ability to direct his
or her attention and the speed with which he or she encodes
informati on. These basic abilities, in turn, inprove over
chil dhood (Kail, 1991), but al so show individual variation that
may be a function of innate or environnental differences (Tam s-
Lenonda & Bornstein, 1980).

Al t hough perceptual accuracy and social know edge were
significantly associated with verbal ability and age, neasures of

young children's attributions and rel ati onship goals were not.
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The fact that hostile attributions were unrelated to accuracy nay
indicate that the attribution and accuracy neasures are tapping
into two unrel ated cognitive processes. For instance, whereas
perceptual accuracy nmay be cl osely associated with nore general
aspects of young children's information processing efficiency,
the tendency to attribute hostility to peers may be nore closely
related to affective processes. Simlarly, relationship goals,
whi ch were not associated with verbal ability or age, may be nore
closely aligned to children's affective orientation toward peer
interaction. Thus, children's processing of social information
may be governed by two rel atively independent domains - one that
is reflective and rational, and one that is nore affectively
charged and spontaneous. These findings call for a refinement of
t heory regardi ng the devel opnent of social cognitive skills and
further research with [arger and nore diverse sanples to

under stand the associ ations anong maturity and young children's
social cognitive processes.

Finally, results fromthe present investigation failed to
support the hypothesis that rel ationship goals noderate
associ ati ons between children's social conpetence and both soci al
perception and soci al knowl edge and children's social conpetence.
Armong this sanple, nmeasures of social know edge were highly
associ ated with neasures of relationship goals, and both were
significantly associated with teacher ratings of soci al
conpetence. Mathematically, the interaction termof goals X
know edge woul d al so be highly related to both relationship goals

and social knowl edge. As a result, a suppression effect may have



132

existed in the regression equation used to test the nediational
hypot hesis; once the variance held in common by rel ationship
goal s, social know edge, and the interaction termwere renoved
fromthe equation, it is probable that little variance was | eft
to be associated with variance in the dependent variable. A
simlar condition may have existed in the regression equation
used to test the role of relationship expectations as a noderator
of the association between attributions and children's soci al
conpet ence.

Al so, as suggested earlier, neasures of the quality of
soci al know edge enployed in the current investigation may have
indirectly captured sone of the variation that is nost directly
attributable to relationship goals. |f this was indeed the case,
statistical detection of a significant interaction between social
knowl edge and rel ationship goals would be both difficult and
meani ngl ess. At the present tine, results failed to confirmthe
noder ati on hypothesis. The task of increasing our understandi ng
of the role that relationship goals may play in children's peer
relationshi ps and of devel opi ng nore accurate neasures of
relationship goals is left to future research

Finally, it is inportant to note that the sanple in this
study was not an accurate reflection of the population of al
preschool ers. This sanple was not randonly sel ected, but rather
was a conveni ence sanple drawn froma university-sponsored
preschool. Although this preschool attenpts to admt children
froma wi de-range of cultural backgrounds and social ecol ogies,

the classes tend to be predom nantly conposed of children from
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white, mddl e-class households. As such, caution should be taken
inthe interpretation of the results reported here, and

generalization of findings to wi der popul ati ons of preschool ers

is limted.
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