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Abstract

-
€ .

. Social Competence and Observational Learning

3

in Preschoolers

Christine O'Rourke .

"Cognitive developmental theory suggests‘thatwchildren's recall i%s
related to tﬂ;ir a;similation schemata. The prese;t study related
observational learﬁing of/§0c§a1 events toC
Current social competence levels were considered a reflection of,
preschéolers' cognitive schemata for social interaction. Both

quantitative and quaiitative effects were hypothesized to be

' . . . ' .
correlated with social, competence. -Social competence of 44

preschoolers between four and fiye‘years of age was obtained using
sociometric and teacher popularity rankings,'and teacﬁgr ratings and
“event sampling of social behavior in the pr¢§éhool.y Observational
learning.was assessed/by a cued recall task consisting of 16 social
events, -eight positive eveﬁts‘and eight negative. Results supported
the hypothésis‘of both quantitative and qualitative differences as a
function of social competence status on a number of measures.
. Howeber, the direction of these relatignships was generally
contrary to those hypothesized. Peer pojularity status was
negatively correlated/with amount of recall. Similarly, the use of
Positive Tone in social interactions was negati&ely correlafed’with
. the proportion of Pésit}vé Events recélled'and positively correlated
with the proportion of Negafive Events recalled: Resudts are

“discussed in terms of various cognitive mechanisms potentially

maintaining social competence levels.

°
’

LR

current social functioning.
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Social Competence and Observational Learning

a a f
in Preschoolers

&
)

! /
During the last decade, developmental psychologists and

educators have begun examining socigi'competence in preschoolers \
in the realization that intellectual competence"was toO narrow an
objective of early childhood education programs (Anderson &

Messick, 1974; White § Watts, 1973). Attention has thgrefore been

>
.

direcgpd to conceptualization and assessment of social competence
(Anderson § Messick,.1974; O'Malley, 1977), its early development
(Lewis & Rosenblum, 1975), processes assqciated with its
development (Shantz, 1975), and its stability (Kohn § Rosman,

1973a, 1973b).

One of the most significant mechanisms of social learning is

«

observational learning. It is clear that:a substantial portion of

a child's behavior, values and attitudes is acquired through
Of I )
observation of adq}fmand peer behaviors. This capacity of the

i

human organism to learn through observation and to defer reproduction

s © ’

of what has been learned is an extremely adaptive mechanism.

To date, research has dealt with many of the variables

influ;;cing immediate performance of matching responses (imitation)..
Howéver, the role of observer characteristics in the acéuisition
processes underlying‘deferred learning has received very little
attention in child observatibnal learning research’(Akamatéu &

Thelen, 1974; Kuhn;, 1973). -Examination of the variables affecting

acquisition would seem to be _of primary importance since what is

‘4
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reproduced at a later date is extracted from a pool of previous

o

qpservétions. The question arises as to’whether individuals’
exposed to the same models ietain'the same content or whether they gy
? 4 seléctively retain certain 6bserved\events. Tﬁia quest}on is’

particulgrly relevant in the study of the acquisition and maintenance

of social competence or;iﬁzompetence\ Whether observational

learniné operates in such a way as to'perpetuate differential

soci;I skills given exposure to the same models is not clear.

Investigation of this question, would not oniy be of

.

' epistemological value but is an essential prerequisite to improved
~ Y ’

e

intervention strategies. >

f o Social Competence ' .

iR

S : R
Early peer interaction and experience are rapidly ga%ning the

©  attention of developmental psychologists. As part of the analysis

N |
.

of the nature of such early peer interaction, developmental

*

>

psychologists have addressed themselves to the question of what.
constitutes healthy, optimal, early social functioning. In view of N

the relative recency of the area, there is no universally .
. v .

»

accepted definition of what constitutes sdcial competénce. The
difficulty in arriving at a consensus in defining so¢ial competence
is presented by Anderson § Messick (1974): They summarized 29
items felt to be essential facetsiof social competence by a panel
of psychologists and educators. These items‘covef a range of

skills in the cognitive, affective and physical domains, such as
4 v s ’
q’

language and categorizing skills, expression of affect, inhibition,

1 of antisocial behavior, and fine and gross motor skills, One aspect

. . ®
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where virtually all psychologists in the area are in agreement is
b

the desire to differentiate social competence from intellectual

competence. The consensus seems to be that although intellectual
ability may facilitate social skills and adjustment, it is not

necessarily a predictor of social ability.

-

A\

In a Teview of various research perspectjves on social compe-
tence in preschoolers, 0'Malley (1977) broadly defined social
competence as '"productive and mutually satisfying interactions

between a child, and peers or adults' (p. 29). This definition was

B b

%dopted for purposes of this investigation since it briefiy
sumnarizes the important elements of successfulegoal;directed
behavior togéther with positive social ?ehaVior.
Research on social competence is importént for a number of
reasons. More and more evidence is accumulating that demonstrates
' continuity of individual adaptation from infancy to kindergarten
(Arend, Gove § Sroufe, Note 1), from the preschool to middle ' .
chifhhood (Halvérson.& Waldrop, 1976; Kohn, 1977) and from middle
childhood to adolescence and adulthood (Roff, Sells § Golden, 1972},
Enduring correlates of poor childhood peer relations have
also been documented. Roff (1961) reported that in a sample of.
servicemen, all of whom were patients in a child guidance clinic,
_ those receiving bad conduct discharges were significantly more
likely to have been rated by childhood counselors as having poor

peer adjustment than those with successful service records. Roff

& § Sells (1968) found that a higher delinquency rate at adolescence

v
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was related to peer rejection scores during middle childhood.

v

Rolf (1972) obtained peer acceptance and teacher ratings as measures

of social competehce in boys. Peer ratings were:better %redictors

1

than teacher ratings for identifying sons of schizgphrenic mothers.

-

These children were rated as equally disliked as two other classes

of boys already identified by clinic personnel-and school .

authorities as emotionally disturbed or maladjusted. Roff et al

(1972) conclude that poor peer adjustment during childhood is

\ .
predictive of.a variety.of adult maladjustments (neurosis,

[y

schizophrenia, personality disorders, severe bad. conduct problems).

In a long-term follow-up study, Cowen, Pederson, Babijian, Izzo &

1

‘Trost (1973) found negative peer judgments at age 8 aﬁd¢9 best

R .

predicted later psychiatric difficulty reiativg to school records,

teacher judgments, intellectual tests anﬁ self-report data.
"The primate literature also considers early social interattion
to be a sensitive index of current and usually enduring social

Ix]

difficulties, serving as a useful diagnostié measure of "ﬁonkey“
psychopathology" (Suomi, Note 2, p. 22). |

This data not only }eflect the stability and s;gnificanée of
disturbed peer relatiogg as predictiQe of latéy difficulties, but

it becomes clear that a young child is consisténtly %dentified.

N

by peers as an interesting playmate or labelled as undesirable at

3

. a very young age. In the latter case, a process is set in motion
* . * - . \
whereby early difficulties may be exacerbated and increased
s ‘ o
isolation, aggression, or other maladaptiveness may be fostered.

.
. >
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that all poorly accepted children arj?:

, Although this does not mean

. , -
threatened with later pathology, the significance of early peer

¢

"adjustment is nevertheless demonstrated,

. Paralleling the diversity in arriving at a co'nceptuall‘ization‘
';of social competence (Anderson § Messick, 1974) is the diversity in d
assessm;m; procedures dev;eloped to meas{n'e it. These can be ' |
‘cﬁateglori,z”ed into the i:wo\ broad categories of popularity

-

*

~ P ‘%’( I3 ‘,
_assessments by peers and teachers, and behavioral assessments by

' teachers and independent observers,

- L}
Popularity Measures. Peer sociometric nominations are . /

o —

-~

considered to be related td a -preschooler's genéral social

’ ‘ v
adjustment (Hartup, 1970). Although consistent significant
differences. between popular and unpopular children'’s behaviors are

. reported, there remain in the literature some inconsistencies

- »

A .
- concerning the nature of the peer interactions on which such,

peer’ judgments ar'e based (Greenwood, Walker, Todd § Hops, Note 3).

Peer acceptance has been reportea to be related to both frequency

L]

and positive°quality of interactions (Marshall § McCandless, 1957;

Har'tugp,‘ Glazer § Charlesworth, 1967; Gottman, Gonso § Rasmussen,

a

1975). Peer r‘ejection scores have been positively correlated

to negative quality of interactions (Hartup et al, 1967). One
~recent ‘study has reported a relationship between peer acceptance

i3 ©

and the distribution of interactions to'a lgfger number of children

14

in the peer group (Gottman, Gonso § Schuler, 1976). 'A validity

study of peer acceptanc\é found it to be significantly related to
- . ) > ' ,

[} .




A

“ rate of interactiops (Greenwood et al, Note 3). Explanations
_ offered for the divergenceiin‘thése data are based on the differerices
in observational methodolpgié; across stﬁdiést(Gre;ﬁwood et al;
Note 3): . | ; .
¢ It thexefore seem; that peer accepéance measures provide someh

4

measure of peer adjustment and that this may be a function of both
‘ ‘ the quality and quantity of peer directed interactions. Because
sociometric status has been shown to be the best predictor of

latef‘maladjustment and pathology, some researchers emphasize
\

the importance of changes in sociometric ratings as a criterion

measure for remedial intervention {Gottman et al, 1975; Gottman

et al, 1976; Oden § Asher, 1977).

oo Stability coefficients of peg; nominations in the pfeschool

age group have also been shown to vary across studies, McCandless
- /

|

T LT e

§ Marshall (1957) rbportustability qbefficients ranging f£rom .22 to
.85 for_subgroups tested at three ten-dgx intervals. ‘Hartup et
al (1967) report a test-retest correlation for peer acceptance
of .68 for one group of preschoolers after a five-month period:

(fall-spring). The stability of peer rejection scores was much )

‘,
Tl e e -
- L T s Ry e

T '
0 : lower at .29. Moore § Updegraff (1964) reported the most consistent

correlations of .62, .51 .and .78 for three subgroups tested one

to two weeks apart. Although they obtained both positive and

‘ A negative peer nominations, }
' S v e
. . o
° total sociometric scores” which consisted of the difference between

above correlations are reported for

, positive and negative choices received, Greenwood et al (Note 3)
. ‘ .




‘measure of teacher popularity ranks relative to othér teacher

. i
N N . . .

J—

report a fangé of correlations of -.28 to .71 with a éignificant
mean correlation of .35 for 20 groups of preschoblefs tested at a
one month interval for peer'acceptance only., Despite the
inconsistencies in stability coefficients within and across studies,

the value of sociometric status as a measure of current and later

adjustment warrants the inclusion’ of such a measure as one of a ﬁ\\\/}

‘

number of social competence assessment tools,

%ess use has been made of teacher judgments of popularity than

peer judgments. Teacher popularity'ratings‘%aQe been shown to be(

[3

significantly cé>}e1ated to peer nominationg and to behavioral
observations. McCandless § Marshall (1957) reported correlations

ranging from .16 to .63 between teacher. judgments and peer judgments.

. . [
Marshall § McCandless*(1957) reported a range of .34 to .69 for

" correlations between teacher and peer judgments, of ,34 to .58

. b}
between peer judgments and bbserved play interaction scores, and -

of .43 to .64 between teacher judgments and observed play inter-

. . v
action scores. ¢ '

In their validity stu%’ of sociometric choices, Greenwood et

al (Note 3) found peer nominations correlated best (.57) with a
evaluations (frequency.fank, positive and.negative ragéng). This -
correlation remained unchanged at retest one month later. Test-
retest correlation for teacher popularity ranks was significant at -

.79. This measure was also significantly correlated at both

test times with observational measures of rate of interaction,

s ¥

4
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interactions shared; interactions initiated and number of peers
interacted with, The teacher popularity rank measure was also

J -
more reliable at retest than the peer sociometric which did not .

correlate as much as the teacher measure with observational measures.

In summary, teacher judgments appear to be a reliable source of . :
[ 4 i .

information on peer status and interaction level. Teacher

s / ‘

judgments also appear superior to peer judgments in reliability

and validity at the preschool age level,, ' , ‘ >

f ] T ——

Behévioral Measures. Two teacher rating scales for social
competence for preschoolers have been developed, the California y
..fi = Preschool Social Compegency Scale (Levine, Elzey § Lewis, 1969) and
"' the Kohn §B€ia1 Competence Scale (Kohn § Rosman, 1972; Kohn,
Parnes & Rosman, 1976). Both scales were designed with the
) intent of assessing the presg¢hool child's social functioning as
observed in the-prgschool setting. The scales cover a Yide range

of behaviors such as response tofroutine, following instructions,

helping others, sharing, initiating activities, reaction to

¢ \ . N -
frustration, limit setting.. .
The California Preschool Social C9mpeteﬁcy Scale provides . \ ‘
)+~ morms for children ages 2] to 53. No validation studies have . v

been carried out h;th the scaje. The Kohn Social Competence

1 —

Scale has been more rigorously tested. This scale measures two
bipolar dimensions of socio-emotional functioning: Interest-
Participation vs. Apathy-Withdrawal '(Factor I) and Cooperation-' 2

-

> Compliance vs. Anger-Defiance (Factor II) (Kohn & Rosman, 1972).

~ .
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- These two dimensions are interprégéd bj'the authors as reflecting
the child;s ability to meet the demands of the prescﬂool sétting
' . ) througﬁ measurement of ﬁis use of opportunity for learning, play
' ‘ | and interaction with peers, and of his adjustment to classrogm
rules and regulations (Kohn, 1977). The scale hé; beén shown to
be stable over time and situation (from preschool to early
eleitentary school) —(Kohh § Rosman, 1972). Both‘factors also

N
: r

_ differentiate between normal and emotionally-disturbed children in

! therapeutic day nurseries or mental hospitals and bétégen varying
levels of disturbance in children enrolled in the normal preschool
- (Kohn § Rosman, 1973b). Iﬁterfrater reliabilities of .77 to .80

for Factor I and Factor II Trespectively aré.reported (Kohn §

N T e

Rosman, 1972).

> [

T

g | Observational techniques of measuring peer interaction have
E‘ generally consjsted of recording behaviors each researcher felt

% '.appropriate and had'some face_validity for his specific research
é‘ . interest. For example, Charlesworth § Hartup (1967), fqllowiné

i . a social reinforcement model, developed an observational measure
g ' that differentiated younger from older children, pop&lar from

% unpopular' children (Hartﬁp e; al, 1967) and difﬂerentfpatterns of
A s . . .
g, imitation for children with a history-of receiving4high levels

E' o . of reinforcement versus those with a history of ;eceiving low

4 | levels of reinforcement (Hartup § Céates, 1967). O'Connor (1969,

~
.-
¥

W,
¢
Y

‘4 1974)-used observed rates of peer interactions as the -,

g

measure for discrimindting social isolates from non-isolates,

»

o




9 .
Jakibchuk § Smeriglio (1976) combined observations of rate of

interaction with giving dnd receiying of positive social behaviors
) - . ' T
as their measure for discaiminating socigl isolates from non-
i) N

1solates.

A more systematic and comprehensive aﬁalyﬁis of socially '
competent children's behaviors- was reportéﬁ by White § Watts (1973).
These efforts‘led to the development of an event sampling instrument.
A novel feature of this instrument is that it represents not only '
a count of children's qualitative behaviors but also the
effectiyéness (sucﬁess, failure) of these interactions. Two
categories of competent behaviors are differentiated: adult- . *“
direcpéd and peer-directed. Examples pf,adult-oriented social

abilities are, obtaining adult attention, using adult as

resource, expressing both affection and hostility, showing"prid;

in one's work, adult role-playing: Peer-directed categories \\\<<

include 1leading and following peér, expressing affection or’ \

‘hostility, and compéting with peer. Two independent dimensions
are reported from a factor analysis of scores for 34,prescﬁoolers
aged 3 to 6 (0'Malley, 1977). The first dimension is Qeer- )
Interaction and Ego Strength (af%ection; hostility ‘and competing)

" versus Ego Weakness (uﬁsuccessful attention seeking, imitating
female peers, compliance). The second dimension is Adult
Orientation and Pride (#uc;essful atiention seeking, pride in
product or attributes)‘versus’Self;Doubt and Hostility to Aduits

(imitating male peers, verbal and physiégl hostility).

?

v - » ij\
» s
.
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3 ) 11
The potential usefulness of the White § Watts‘(19735 observational
instrument has generated vdlidity studiés by several other
researchers (Connolly &/ﬁo}le, Note 45 Wright, Note 5). -
Wriéht (Note 5) modified the White § Watts (1973) inst;:meng

by focusing on specific interaction events rather than on categories

of behavior and by eliminating the use of a weighted scoring system.

?

As well, equal impofrtance was given to peer interactions as to adult-
child interactions by adding two peer interaction events tolthe
existing three events. Children aged t?ree to four yedrs were
observed for a total of 50 minutes during free-play. Results
indicated that the social i;teractions most consisteniiy associated
with preschoolers' performance on a number of general cognitive
measures and teacher ratings of social behaviors were the positive,

and successful instances of leading peers, seeking their attention,

using them as an instrumental resource and. expressing affectiony The |

scores for these four events were additively combined to form the"
Peer Interaction, Quality-Effectiveness Score’(PI,Q-ES). This

combined score was found to be stable over time (fall to spring

testing) and to correlate significantly at both test times with a

» - ’
General Cognitive score.
4

Adult-child interactions were not stable over time (fall to

. spring testing) and were not related to the General Cognitive

Factor scores at either test time. As well, behaviors of a négative
quality did not occur frequeﬁtly enough to be included in the
analysis. Wright concludes that social competence in preschoolers

is reflected primarily in the successfulness of their peer

ST e
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-

interactions and secondly, in the quality of these interactions. -

In an attempt to arrive ‘at behavioral componerits of social

kompetence Connolly & Doyle (Note 4) conducted a validation study

o% peer social behaviors with more common measures of social
\

'\gompetence. Modification of the White § Watts jihstrument

res%lted in observation of nine peer-directed behaviors. These

consisted of incidences of attention-seeking behavior, using peer

’ A
! ‘
as a resource, leading peer in activities in 'positive or

. negative ways, competing for equipment, as well as following

pter's direction, refusing to follow,’and expressions of

affection and hostility towardg peers. The successfulness or
unsuccessfdlness of these events was also recorded. Additional
measures\of language use and frequency of interaction were
introduced. 'The more common méasures of social competence selected
were peer popularity nominations, teacher popularity rankings,
teacher ratingé of social competence using the Kohn Social

. R ¢ -
Competence Scale, a mental age estimate and, finally, chronological
=

age.:s

Cannonical correlation of the factors derived from a factor

A

analysis of the behayioral measures with factors derived from
. \ .
factor analysis of th§\giobal measures indicated that primarily

successful and positivé' verbal peer interactions were associated

it

with maturity and with teacher assessments of social competence.’

]

These peer interactions were attention-seeking, using peer as

a resource, ldﬁding peer, and competing successfully with peer.

-» : ' \- ”

—
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The .authors point out that both the quality and frequency of peer
interactions contribute independently to the variance. They
further suggest:®that a multi-dimensional approach appears

! ‘

-~

fruitful in g%derstanding social compétence in preschoolers.

In summary, it seems that<the question of what ;onstitutes
social competenée in preschoolefs cannot be clearly nor simply’
answered. The various methods and“instruments developed to
assess peer competence seem to be tappi#g different aspects of the
concept although there appears to be some commonaliiy and
consistenty within methods used. Peef‘popularitx relates to both

R
the quality and rate of interaction, but perhaps a truer measure

of popularity. is the distribution of qualitatively positive Y

behaviors to a large number of peers. Teacﬁer popularity

rankings ;orrelate significahtly with sociometric nominations,

but areqrepgrted as more reliable than the latter in*the preschool
ége group and correlate more reliably with obsctvational

measures. Teacher ratings of children's social competence

measure the child's integration into his peer group and class-

room structure. Observations of peer interactions have shown

'
)

that ﬁirst, the/successfulness and second, the quality of a
child's behaviors are related to peer nominations, teacher
popula}ity rankings and teacher ratings of social competence.
Finally, evidence for the usefullness of a multivariate view
of §ocia1 competence in the preschool is provided by Connolly

N

& Doyle (Note 4).

o~
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Observational Learning

L
Imitation Research. Observational learning has generally

been investigated by social learning theorists under the rubric
~f

of imitation. The focus of the imitation literature hastbeen on

’

variables that influence the functional relationship between a
éiven set of stimulus events and matching responses (performance)
in children (Akamatsu &§ Thelen, 1974; Hartup & Coates, 1970;.
Kuhn, 1973).

‘ A distinction must be made, howé&er, between learning and
'performance. Since the bulk ;f this research has consisted of

experimental laboratory investigations, learning has generally

been assessed by examining immediate performance of matching

responses. These responses have generally consisted of imitatiqQn of

model's choice preferences or repetition of a number of simple
motor acts whose components were already in the child's repértoire
(Kuhn, 1973). Acquisition of évents which are not necessarily
immediately reproduced is not assessed by these studies. These
#ﬁé;}g;agﬁce studies therefore represent a very narrow picture

of observational learning processes. Caution should be

exercised in assuming that>th¢y represent an overall pictu;e of
learning processes and in generalizing to acquisitjon in everyday

situations.

The lack of attention to observers themselves and particularly

R
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to the role which certain developmental characteristics, other

than age, may play iﬁ imitation seems particularly striking.
Imitation research has been extensively concerned with the nature
and extent of behaviors susceptible to modeling (Hartup & Coates,
1972), with reinforcement contingencies (Flanders, 1968) and with a
limitéd number of observer éharacteristics, one of the most

common being dependgnce'(Bandura & Huston, 1961; Ross; 1966) .
Despite RZighly signific:ht experimeﬁtal effects, imitation )
research is répo ted by Akamatsu § Thelen (1974) to demonstrate
(4 - ,
extensive individual variability in the amount of imitation engaged
‘in by different subjects within groups. These authors suggest
that observer cﬁgiacteristics have beeri underestifated and unattended
+ to in almost all theorizing and research. Early imitation theories
(e.g., Miller § Doilard (1941) secon&ary drive ;heoryb and more
recent instrumental theories (Baer, Peterson § Sherman, 1965;
Gewirtz, 1969) have focused on performance cqntingencies external’
to the observer. Those theorists who have recognized the possible
_influence of observer characteristics have given this only very
. limited research attention (Aronffeed, 1969; Bandura, 1969).
Nevertheless, it seems logical to view the observer himself as a
potential variable whose influence on observational learning will

extend from initiq{ acquisition to an understanding of the paranmeters

_' determining appropriate performance.

Observational Learning Theories. "Two theorists have given
bl

consideration to the observer's role in the observationgl learning
I3
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process although each emphasizes different levels of involvement.
Bandura (1969) proposes a contiguity theory of observational learning

!

taking into account the observer's mediational processes. Piaget

focuses entirely on the observer's cognitive developmental level

+in his analysis of imitation and acquisition in early development

"

]

-

3

(Piaget, 1951; Piaget § Inhelder, 1973).
Bandura (1969) has been a leading theorist and ome of

the most prolific researchers in the area of imitation. He has
criticized previous theorists for failing to account for thé
acquisition of new response patterns, particularly under conditions
-yhere an observer does not overtly perform the model's responses ’ -
during the acquisition phase, reinforcers are not administered
either to the model or to the observer, and the acquired regpoﬁées
may be delayed for extensive periods of time. Bandura hypothesizes

internal representational processes in the form of images or verbal

N a

representations as mediators of subsequent behaviorél reproduction.
étimulus coptiguity and repeated exposure are necessary but not
sufficient conditions for acquisition and'performance of matching
responses. Since acquisition is centrally mediated, it can occur
in the absence dfamotoric responding. .

Bandura (1969) has outlined a number of subprocesses, each
_with ifs own set of controlling variables, which influence the
degree and content of learning. 'Both acduisition‘and performance

. .
are governed by a Jfoerent set of these subprocesses, Performance

of learned behaviors will be influenced by motivational and

~ e e m
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motor reproduction subprocesses. The motivational subprocesses

of exterpal, vicariocus and self-reinforcement have been amply

investigated (?landers, 1968) and constitute a'major focus of the

imitation literature.’

[

Involved in acquisition’are attentional and retentional

subprocesses. These have not played a prominent role in imitation

‘research. Retentional subprocesses are a functi

2

of appropriate strategies by the observer, for example, .symbolic

~ LN

coding, cognitive organization and rehearsal. Intent to learn per

se has'no significant effects on learning unless accompanied by
2’ < .

jappropriate adoption of these learning mechanisms (Brown, 1975).

Similarly, instructions to learn facilitate performance gniy to

the extent that they induce appropriate-learning strategies in

subjects (Brown, 1975). Instructing preschoolers to learn has

. been shown to have little effect on their retention (Brown, 1975;

Flavell, 1970; Hagen, Jongeward § Kail, 1975). Attentional —

subprocesses are the second main mechanism involved in acquisition
<

through observation at the preschool age level. Attention is

3

hypothesized to be a function of obé%rver characteristics,

o

stimulus characteristics and incentive conditions (Bandura,-1972),

!

Acquisition Research.

[e—

Only a handful of studies have.been
undertaken' to verify some of these hypothesiiéd_mechan{sms

underlying 'acquisition processes in preschoolers.

© . The role of mediational strategies in retention has received

some attention. 'Coates § Hartup (1969) found induced verbalizationa

/

v (4]

on of the adoption
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‘;spgjects repeated exﬁerimenter% description of m&del's ongoing

’ behévior) during presentati&n of a modeling film led to signi-’

". ficantly more recall by 4 year olds than free verbalization
(;ubjects were instructed to-.verbalize model's ongoing behavior).
The latter condition also.fesu}ted in signif;cantly more recall
than the passive observer condition. | |

A similar study by Wolf (1976) found no significant effects
for ve;balization conditions in‘4 year olds. Wolf (1976) suggests
that his middle class subject sample may h?ve been more édvanéed«"

: with respect to mediational processes than Coates'’ e£ al (1969)

lswer-middle class subjects, ..

| Examination of the role of vicarious incentives on acquisition

processes has resulted in eq&ivocal findings. Bandurad21965)

found that varying model's reinforcement had a significant effect

on 3-6 to 5-11 year olds' performancé'bf imitative responses.

However, when positive incentives for recall were provided,

differential respondi%g was eliminated. This study is considere&

pr;totypic in demonstrating the powerful discrimfﬂagory function

'of vicarious reinforcement on performance of matching Tresponses

since no parélleP effect was fSund on the acquisition process.

Further analysis of vicarious reinforcement on attention and recall

\
has offered both confirming (Liebert § Fernandez, -1970; Yussen,

1974) and disconfirming results (Peed § Forehand, 1973). Comparison

s

across studies, however, is unreliable since methodologipal

differences appear to account for some of the inconsistencies.

9

°
5
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" narrative in the first-person’ grammatical format in which the model

" 19

o

Obsérvationaljhearning' and Social Competexice. One of ,
-2 , W e

. the important derivatives of imitation theory and

rééea?ch has been its application to treatment situations. The

¢

use of observational learning §§ a vehicle for trainﬁng preschoolers

deficient in socially competent behaviors has met with varied

success in terms of both immediate and lasting effects (Asher,
@ , .
Gottman & Oden, '1977). -

7+ Rentmarte i 3o iy i e b et 8 AT s S
t

O'Connor (1969) found that exposure of isolated nursery

v
i

school children to a narrated social interaction modeling film

©

significantly increased their rate of interaction in the-peer

group,relatiJe to controls. A foilow—up using teacher ratings
of social withdrawal demonstrated lasting effects of acquisition
- . [ ° r
« ~ !
through modeling in five of the six expérimental children,
-3

" Interval to follow-up was not specified. Thbse°findingsihave

been replicated a number of times with follow-ups of oﬁe month

t

after pbsttest (O'Connor, 1972; Evers § Schwarz, 1973).
Jakibchuk & Smeriglio (1976) manipulated thé natufe of the
narrative accompanying a social interaction mddeling film,. In

L3 ]

the self-speech'condition, the film was accompanied by a

described his thoughts, feelings and behavior prior to, and after,
‘his ifitiation of a social interaction with peers. In the narrative °

condition, the film was accompanied by statements similar in

— %

co§nspt to the self-speech condi'tion but were presented in the

‘third-person grammatical format, i.e., by an observer describing
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the model's experience.” Results indicated significant differences — °
resulting from the self-speech condition relative to the narrative
condition and control condition (viewing nature films) at posttest
and at three week follow-up. Subjects in the narrative condition
did not differ signifiqgntfy from controls. .

A final study of this kind<ly Gottman (1977) failed to find

’

any significant effects on socially withdrawn children in a o

Headstart program who had viewed the O'Connor (1969) film. It may
: .

be that these discrepant results are due to cognitive develop-

mental differences’in the subject samples, i.é&., Headstart

versus nursery school. children. For example, inferior use of <
L]

retention strategies may be accounting for the failure of "the
.h-——-
Headstart subjects to benefit from the narrated film.

As well, generalization of imitative behaviors manifested in
the lab to ‘the natural setting has been shown to be quite limited.

Yarrow, Scott § Waxler (1973) examined modeling conditions most ‘

likely to lead to agduisition‘and generalization of prosocial
behaviors in preschoolers. Significant transfer of training was

found in only one treatment condition, that is, in the condition
most similar to the naturalistic testing situation. This °
treatment condition provided high nurturance and live modeling
of pfosocial acts in a setting designed to simulate spontaneous
everyday occurrences. Children exposed to a symbolic modeling '
condition increased their prasocial behaviors.in the test on -

-~

symbolic prosocial behavior but did not significantly increase

i

~¢

¢ b
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prosocial behavior in the ngturaliséic test situation.
A question that remains unanswer;d by this research is why
| isolated children who Aemonstrhte learning from modeling films
have not learned from observing children in their peer group
, ; 4
(Asher et al, 1977;. Asher et al (1977)afuggest as ;\Fjssible
explanation that, in the natural setting, these\children fail )
to attend to significant elements of peér interactions, The
narratives accompanying the modeling films may serve to draw
the child's attention to social details(they generally misé.l
Cognitive developmental theories of observational léarning
provide alternative explanations for these phenomena. wérration
-accompanying ob§ervat£ona1 learning provides labels which children
thi§ age have difficulty producing spcntaneously and, in this way,
may be operatiﬁg to facilitate retention. ’Also anmost
sigrificance is thé suggestion that observers retain most easily

those events. which they comprehend and which bear some relation-

/ .
ship to their own behavior schemes (Kuhn, 1973).

Cognitive Development and Observational Learning. Direqtly

"

+ "related to the question of the role of observer
. "

characteristics in observational learning is Piggetis 3eve10p-
menéal analysis of imitation and memory emphasizing the opgoin;
role of cognitive development (Piaget, 1951; Piaget § Inhelder,
1973). Both imitation and\memory are intimately linked to —

intelligence, that is, to the balance of assimilation and

' o
accommodation processes in adaptation to new situations,

21
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In Piaget's view, imitation does not occur at random but ﬁs
cleayly linked to developmenta1~phenomena such as psychomotor
coordination and the capacity for behavioral and/or mental
schemata (Piaget, 1951). Piaget (1951) describes the development
of imitation during the sensorimotor period in six stages which are

&

governed by the child's organization of schemas ahd by the growth
of representational processes. v

/ Two basic fremises of'the social learning theorists' views
of imitation are questioned by Piaget. The first is that all
imitation involves: the same underlying mechanismsi  The second is
that ;ny behavior is potentiall acﬁuired through imitation given-
appropriate modeling and reinforcement cénéingeﬁcies (Kuhn, 1973).
Piaget's theory asserts that the nature of imitative acts varies
arid parallels the cognitive stéucturé of the observer. '

With respect to assimilation and ?ccommodation, imitation
occu¥s wﬁen accommodation becomes an e;d in itself, tha£ is,
predominates over assimilation. Imitation céﬁ become the source
of mental representation or schemata and in this ;ay contribute to

acquisition of new behaviors (Piaget &'Inhélder, 1973). Similar. to

(»tﬁe social learning theorists, imitation in this sense seems to
1 5 '

LY
be a subcategory of observational learning refering to the’

.

performance of matching respop;zé, that is, where accommodation is
N

. : :
an end in itself, 1In cont;dgt to social learning theorists, the
observer's own cognitive structure and developmental level act

)

as important variables, in both the capacity to imitate and the,

) ¥

e
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current cognitive structuring of social information may constitute

nature of events imitated. ' : ;

In Piagetian theory, however, imita®ion is clearly a distinct
event from observational learning: Qfservétional learning is the
result of the interplay of assimilation and accommodation processes.
As in imitation, observational learning also reflects the child's.

. L
cognitive level of structuring. The organization and.retention of

R b R cawsne e -

events is a function of the developmental level of the st?uctural
activities of the intelligence (ﬁrown; 1975). In Piagetian

theory, memory is pot a copy of events but a reflection of the
subject's current assimilation schemata which,afe a result of his
unique experience' with his environment (Brown, 1975). According to '
Brown and in line with Piaget's reasoning, ''the depth ofdunderstanding
and strength of subsequént retention must be intimately related to

what is a{ready known. Knowledge (and interest) determines what is
perceived and what is retained'" (Brown, 1975, p.,iIS). Observational

’

learning of new behaviors is a very slow gradual process whereby .

those events least discrepant from current mental representations %,
or structures will be most easily recalled (Kuhn, 1973).
‘o i, :
The observer's own cognitive structures and  developmental

level would seem to constitute an important observer/characteristicg

This may play a significant role in a child's attempts to grasp

and comprehend, through observation, details of the complex social
skills necessary for competent social interaction. In combination

with limited attentional and retentional abilities, the child's \
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a major variable influencing the extent and rate of acquisition
of social behaviors.

/ :
The finding that levels of social adaptation maintain them-

\

selves may in part be due to this difficulty for a child, who

comprehends and exhibits one set of social knowledge and skills,

to comprehend another set of skills sufficiently to spontaneously
perform the new behaviors appropriately, The cqild's current

cognitive syructuring facilitates recall of social events most

similar to those already in his experience thereby making

acquisition of novel events a slower and more difficult process
(Kuhn, " 1973) . / 2

In summary, two leading theorists have pointed to the important
role of mediational structures, one empﬁasizing environmental
contingencies on the organism's acquisition processes (Bandura,

1969), and the other examining the role of cognitive developmental

variables within the organism on imitation and recall (?iaget, 1951;

%

Piaget § Inhelder, 1973). An important gap in the social learning

a

literature has been the failure to consider relationships between
A

an observer's assimilation schemata, which are a function of his

developmental level and pasé experience, and thé demands of the

task. Researchers have generally ignored the possibility of this

individual variation assuming homogeneity within age groups.

The present study was intended as a preliminary analysis of

whether the child's current status on the dimension{of social

‘competence, taken as a reflection of his organization of schemata
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for social events, would be related to his observational learning

of SOfiii_iyeﬁ§:T\\This may shed some light on processes that

serve to maintain current levels of social competence or
. incompetence in the early years, thereby setting in motion patterns
of interaction that acquire stability and continuity throughout

the individual's Iife,

The Present Study . —

Cognitive developmental theory suggests that observational

learning is restricted by the relationship between the observer's

of cognitive maturity and the nature of the task (Brown,

\

the limitations reported in preschoolers' use of retention

le

1975; n, 1973; Piaget § Inhelder, 1973). . In combination with

strategies (Brown, 1975; Hagen, Jonéeward & Kail, 1975), it would

<
seem that development of competent social skills through

observational learning may be a more complex undertaking for the

- ’ B

young child than previously believed by social learning theorists.

The purpose of this study was to explore the relationship
' w/
between preschoglers' schemas of social behaviors and the nature

of their retention of social stimuli, Whether the meaningfulness
.of social events in terms of their relatedness to a child's

behavioral schemas is contributing to a perpetuation or

maintenance of a child's social competence. levels is as yet unknown, .

This study was intended to reduce this gap in our ‘knowledge of

acquisition processes by shedding some light on the issue of the

impact of the individual's current psychological functioning, as

s

7 ;
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manifested in his behavior, on his acquisition of observed events.

-

As wéll, relating poor levels of social competence and adaptation

_to recall pf behaviors that would perpetuate this level of ‘social

-

e et e %

hy—TTTT
<

functlonlng\would prov1de some insight into mechanlsms operating
, to maintain these levels of functioning despite apparent
opportunity for change. Preschoolers exposed to behaviors ranging
in degree of competence may be recalling events most similar to
those already in their behavior repertoire. This would lead to . o l f
maintenance of competent interactions in the éocially competent
child and of incompetent. interactions in the less competent child.
By virtue of the cognitiveieffoyt involved in comprehending

7

and retaining modeled social stimuli not currently in the
L}

individual's cognitive experience;‘it was proposed that the child
would most'easily retain those events with dhich he has the most
experience. Current level of social competenee was feit to be a
_reflection of éné childLs)current behaﬁioral‘schemas, that is, those

behaviors with which he has the most experience and ‘which would

IR Y

require the least processing in a modeling situation. The study
! "

\

’

was therefore a correlational study where pfeschoolers' social

LN

competence was related to recall of events con51dered SOC1a11y A\

P S——

acceptable and competent and of others, considered socially’ ‘ ‘ ;0
unacceptable and less coépetent. a T :

leferences 1n both amount of recall (quantxty) and the nature
6t events (quelity) recalled were hypothesized to be related to

social competence levels. Several other studies present B 3

* !
j a - / s



~ p " - ;o . .27
- correlates of social competence which also suggest the likelihood/pf
djfferences in quantity of recall. A study by Jennings (1975) reports
a positive relationship between effectiveness of social functioning, 7
social-knowledge and sociometric popularity. Deutsch (1974)
reports a negative relationship between popularity and com@unicative
egoéentrism. Rybin’$1976) found a positive relationship between
popularity and hramatic play,'whereas popularity was negatively .
relateé to functional play. It seems, therefore, that the popular
and socially effective child is. superior in social knowledge an*\in -
. symbolic functioning relative to his less competent peer.
Total correct recall on an observational learning task
consisting of 16 social events, eigh% positive and eight.negative,
was hyp;thesized to be positively related to social competence. 53
With respect to the nature of events recalléd, it was hypothesized

that the‘broportion of correct recall of positive events (possibility

of eight events) to total events recalled would be positively v

[

related to social competence scores whereas the proportion of

/
/

negative events (also eight events) to total events recalled would

be inversely related to social competence, Similarly, recali of
— pairs of events (two evepté‘composing a scene) was hypothesized
to~be.posi€ive1y related to social competence with the proportion
’ of positive pairs to total pairs recalled being positivgly related

to social competence,  and the inverse for the proportion of negative

pairs to total pairs recalled. Results have been examined for possible
patterns in recall of proportion of antqbedent and consequence

events and in recall of pairs composed of a positive and

. o AN
‘»--—-f ) : /
\
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negative event, Preschoolers who are succe¥sful at initiating
social interactions may be found to recall positive antecedent
events more readily than negative antecedents whereas the inverse
may be true for the unsuccessfulichild. Similarly, the child

who responds negatively to his peers may recall more‘negative
consequences than pégitive relative to the child who responds
positively. This may result in a relationship between social °
competence and recall of pairs composed of a positive 'and negative .
event, ’ .

4 Method

‘Subiects .

Subjects were 44 chiléren, 28 males and 16 females, obtained \

from three daycare centres in the Greater Montreal area. Subjects

were between the age of four and five years (X = 4%s years, -
w

§25= 3.7) at time of testing on the observational learning task.
In view of the verbél demands of the task, "it was decided to
restrict the age range to befween four and five years rather than
include younger ages where more varied levels of verbal functioning
might be expected. | ¢

All subjects had been attending their current daycare centre
for a ﬁinimum of four months prior to testing. These subjects
were part of a larger,sample involved in ongbing research in the
Department of Psychology at Concordia University.

Apparatus
A Sony videotape recorder Model No. 3600 and a ten inch Sony

/



video monitor Model No. CVM-960 were used ti:?resent the

/

observational learning task. \,/

Toho Minicassette'tape recorders with earplugs were used by
observers to indicate one-minute observation periods and 15-second
scoring intervals.» The tiﬁ; subjects spent in social interaction
was monitored with a JMC &topwatcﬁ. ? ‘

Social Competence Measures .

o

.
Social competence does not seem to be a unidimensional

concept which can be clearly defined. Assessment of social
competence secems best represented by a multivariate approach
(Connolly.&'EE)&e, Note 4). On this basis, it was decided to

%
obtain a composite score for social competence based on scores
from several sourceé. Four measufes of social competence were
used in this study, two assessing peer status and two assessing
, social behaviors.

>

Peer status measures. A modified version of the picture

nomination technique developed by McCandless § Marshall (1957) was

used as the sociometric measure of popularity. Since group sizes

7

varied across centres, a constant proportion of nominations was
obtained to avoid upward bias of nominations in smaller groups
(Kane § Lawler, 1978). Therefore, three nominations wdre
requested of each sﬁbject in groups-of- 30 children, two in the
group of 20 children, and 1 in the group of 10 children. Subjects
were seated befére a board (45 x 54 cm):with black and white

photographs (9 x 11 cm) of each child in the class. 'Subjects

29

R



s

Jm—— LS

30

were asked to find their own picture. All Subjects were then
requested to name the other children as the experimenter pointed
to each photograph. Names of children with which subjects had
difficulty were pyovided. The experimenter then engaged'subjects
in a pretend game saying '"Let's pretend‘your school has a new . .
game that only two children can play with together. Show me who
you would pick to play with." A second choice was elicited.by
saying "Now let's pretend (subject's choice) is sick today and
étayed home. Who would you play with if (subject's choice) was
not in school?" This question was again repeated to obtaiﬂ a
third choice in the larger classes. Final score for each subject
was the proportion of nominations received over potential nomina-

tions (class size minus one). -

Teacher rankings of peer popularity were obtained by
requesting teqch;rs to rank each child in their class in
relation to all the other children (Appendix A). A low rank
represented a subject with which other children most liked to
play, and the highest rank represented the least, preferred

playmate (Greenwood et al, Note 3). Final scores consisted of

the proportion of the subject's rank over subject's class size,

Social behavior measures, A modified version of the Social \\

/ ,
Behavior Checklist (White § Watts, 1973) developed by Connolly N

(Note 6) recorded the occurrence of 11 behavioral events during \\\\

40 separate one-minute observation periods for each subject. s

Behavioral events included successful and unsuccessful attempts

at attention seeking, using peer as an instrumental resource,

S e,
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' ¢ '
leading peer in activities, competing with peer over equipment, and
following, refusing to follow and expressing affection to ﬁéer. The

affective tone of interactions was recorded as either positive,

neutral or negative for each onezminute period, As well, time

spent in peer interaction was recorded for each one-minute interval.

A Social Behavior Checklist was used to record subjects' ongoing
social interactions (Appendix B). Details of category definitions
can be found in Connolly (Note 6).

Each subject obtained a frequency score for each behavior

category by summing.across each category for the 40 one-minute periods. .

A total Time in Interaction score was also obtained for each subject

“by summing the seconds recorded. in each one-minute interval., Scores

for positive, neutral and negative tone of interacéion represent the
number of.intervéls in which each occurfed.h

One of three trained Bbservers recorded the incidence of’ “
these events as they occurred du?ing one-minute observations of each
subject during free play periods. Not more than four minutes
per day were obtained on any one child. Observations were carried
out on consecutive days (except for holidays))until 40 ninutes were
obtained for each child. Observers met a criterion qf 75% agreement
in order to be considered reliable for actual data collection.
Ongoing 9bserver"reliabi1ity checks were carried out on a fandom -
basis. CoE

) r
Internal consistency of the Social Behavior Checklist over

the 40-minute observation period was analyzed for a subsample of

29 subjects from the larger study. This was assessed through a

»
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split-halflreliability procedure {odd and even days) and corrected -

. by means of the Spearman-Brown formula. The average of the

.

. correlations obtained for-the 19 social behavior categories p " 1.
—— -

examined {excluding Tone of Interaction, see Appendix B) was .60:
3 b

N B}

Teacher ratings of social competence were obtained using

the 73-item form of the Kohn Social Competence Scale (Kohn § ’

Rosman, 1972). As previously discussed, this measure provides . -

. f

two factor scores, Fact‘r I called Interest-Participation versus

e e

Apathy-Withdrawal, and Factor II, Cooperation-Compliance versus

Bl

I

Anger-Defiance, ) .

¥ S S o
Observational' Learning Task o e . ‘
% - T My
The observational learning task consisted of a cued recall .
. task designed for the purposes of this study.” Eighteen social

o

stimulus events designed to be replications of social interactions
r .

observed ‘in the daycare setting were developed for videotape

presentatioﬂ. Nine of these events represented pdsitive social

interactions and nine represented interactions of a negative

. .
nature. Thesé positive and negative events were paired so as to
provide two scenes each-of positive-positive social interactiens,

nggative-negative social interactions, positive-negative interactions

and negative-positive interactions. The ninth scene consisted of

a positive-negative interaction and was used as a practice scene

y
° -

for all subjects (Appendix €). ;

]

THese interaction&wgccurred while the actors were involved in

‘table-top activities common to the daycare setting. Care was - .

. - a

' . ! © N ~—
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N 1
taken to avoid strongly sex-stereotyped activities. Eighteen hand

. . e .
* " puppets were used as actors, These were varied in appearance to,

e

avoid any carry-over or familiarization from'scene to scene.

YL N 3 o b A e o 1S
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- Puppets were also designed to appear masculine in order.to avoid

model sex differences (Flanders, 1968). . -

st

v

(
.'\

Videotaped T,V. presentation of the, task was considered

) :(\‘\—_
3,

the most_suitable presentation format for this study. This medium
) K . has beeﬁ extensively used in the observational learning ljteiature.
It eliminates variability in tas§ presentation and ensures high
A | levels of attending in the preschool age group (Bandura, 1965).
The average length of each scene was 33 secoﬁds, with a range of
i | - 25 ;o 40 secondsjp A five-seco;a interval separated each scene.:
Pilot work was carried out to éssess the clarity of the items

and appropriateness of this measure for this age group, attending

( , , i ,
. ’ to the task, and a suitable procedure for presentation angd recall.

- : Since the positivé‘and hegative nature of the events was the
stimulus variable of imbértance, it was critical that this dimehsion
be unambiguous. To assess this, the 18 events composing the
scenes were presented, one at a time, in random order, to nine
three“to four year aid children. 1If this'ageogroup couid correctly
ideptify the positive and negative nature of the events, thén four
to five year olds should also be able to do so. Positive events

.._were correctldy identified 96% of the time and negafive events, 95%

- i
)

“ of the time. As well, no patterns of errors were found.

———

-*



To ensuréi;hat attending was consistent across subjé?ts,
subjects were ‘instructed to watch carefully and that discussion of'
what they saw would £6110w,

Based on pilot work with eleven féur to five year blds,‘it"

was decided that a practice fxial followed by presentation of the

eight scenes in twb\iiis of four was the most suitable testing

e T o

procedure. The practice trial ensured that the procedure was

‘clear. The number of sceries presented resulted in a varied range -
of responses., Order of presentation was controlled by a Latin
square de;ign within sets of four scenes, counterbalanced for
‘ihe two ;ets, resulting in eight orders.u
Questioning for recall occurred following the first practic?
scene, and folfqying the fourth and eighth test scene, During
recall, subjects were cued with black and white photographs
(16 x 121 cm) of each scene consisting of both puppets and the
N .
toy involved (Appendix D). Subjects' resp?nses were recorded
verbatim by assistants who also scored responses immediately
after e§cp subject completed the task. The experimenter and all
assistants were blind g; to the subject;"social comﬁetence level.
Each subject was brought to a quiet’room’in the daycare
centre where the television ﬁonitor and videotape recorder were
placed on a table., Chairs for the experimenter and subjeect
were‘?lacedﬂside by side in front of the monitor. Assistants sat

° ~
‘a few feet to one side out of the-child's direct range of vision
‘Lut within hearing. After establishing rapport with the.child,
. . . . " '\i/

.o



tﬁe'expérimenté; introduced the task by saying "I have some
puppets to show you on T.V. I want you to watch carefully betause
we're going to talk about Fhem when they're finished."

Questioning was intro?uced By presenting the child with a
simple scene recall .task intended to serve as a warming-up
exergise‘prior to spe;ific questioning for each scene. Subjects

were requested to point to the photographs of the scenes just

viewed. These four photographs were embedded with four additional

.photographs of scenes and puppets not used in the study.-

r Testing for recall of each scene consisted of showing the

child a binder (21 x 28 cm) in which d photograph of each scene °

.was presented singly on a black background. Scenes were presented

in the same order as subject had viewed on tq? T.V. Questioning

proceeded as follows: '"What are the puppets playing with?"

'"What did this puppet do and say?" while the experimenter pointed

to each puppet in its order of appearance in the scene. If
sziects responded correctly, experimentér moved onto. the next
puppet or scene. If subject; failed to respond, the question
wasvrepéated once or experimenter said ﬁ;\nything else" for incorrect
responses.,

Résponse; were scored as correct or incorrect. Correct
réspdnses were summed to provide a total score, a score for recall
of<fositive events, a score for recall of negative events,'fﬁr .

total pairs recalled, for each pair combination (positive-positive,

positive-negative, etc.) for antecedent events, for consequences
{

PR
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recalled, antecedent positive events, antecedent negative events,

] - 1 - 13
consequence positive events and consequence negative events,

- f
-

- ‘
. : Procedure

at subjects were tested individually in an office provided

by the daycare centre. Only subjects for whom parental

authorization was obtained and who had Yeen in the current daycare
- . v .

centre for a minmimum of four months were retained in the study.

Observations of«squal behavior intéractions were carried out

: over a five to six week period by three trained observers who

observed the children during morning free play periods.

Concurrently, teachers were requested to complete the Kohn Social

Competence Scale and the Teacher Popularity Rank scale for each

child in the study.

I.Q. was assessed using the Peabody Picture Jocabulary Test’

’ ;1 (Dunn, 1959). Parental occupations were obtained from a question-
%‘./ naire (Applendix E) distributed to parents by the téac}}ers at the
g same time as the parental authorizationtforms. The Pineo &.
5' Porter t1967) scales for occupational prestige were used to
; ) . ,

obtain socio-economic status scores for parental occupations.

-

I1.Q. and observational learning assessments overlapped

with social competence assessments in two of the three daycare
ng assessment

T o s
RNEHA g

gentres.: In the third centre, observational learni

g
.

?

was carried out six weeks after termination of the other’

Sl
Fi AR

. *
assessments but within the same school semester,

-
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- _ Results (
Religbility ' ' o
Interobsef;er reliability for categories on the Social
Behav{or Checklist was obtained by the Pearson correlation formula '
for Time in Interacﬁion and by the Percentage of Agreements/
(Agreements‘plus Disagreements) formula for the remainder of the
categories for minutes whege t‘p observers were p}esent.'~With the
exception of Time-in Interaction, thiS'Qas obtained for 448 (9.3%)
of the 4,800 one-minute periods observed in the larger sample of
_ subjects from which subjects in this study were taken,’ Reliability ,
for Time in Interaction was obtained on 7.3% of total one-minute &
y g
periods., »
The Pearson correlation coefficient for Time in Interaction
was ,91. The average of Percentage of Agreements calculated on
‘only those instances where one .or both of the observers recorded the
occurrence of a behavior was 71.5% for all categories with a‘fange
of 33% to 92.3%. The average of Percentage.ofwAgreements
calculated én ail obseryétions where two observerL were present,
that is, including those instances where neither observer recorded
an occurrence of behavior, was 85,8%, with a range of 66.5% to
© 96.25%. .o . - ’ \
Computation of interscorer reliability for the observational
*learning data, usiﬁg the Percentage ofAﬂgregments/(AgreementSAplus

Disagreements) formula, was 6btained for 84% of the 44 subjects

in the study. Percentage of Agreements was 97%, witH\Fhe range .
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for the 16 events beiﬁg 91% to 100% agreement,

In ‘comparing the dataicdllected frpm the three daycare centres,
analysis of variance indicated no significant centre differences on
either mea;gres of ;qsial competence or observational learning.

A significant difference in the demographic variable of socio-
economic status (SES) was found (F (2,41)= 3.9, p <.05) (Appendix F).
Results from the three centres were combined for the remainder of
the analyses.

~

Possible \effects of order of presentation of the eight scenes

on the observational learning task were examined by an analysis

of variance across orders. A significant order effect was found

for the cat%gory of Negative-Negative Pairs (F (7,36) = 3.20, E_<.Olb
kAppendiX'G). This order effect was kept in mind when interpreting
resuits. ‘ 4 |

The average length of time in the present daycare centre
across the 44 subjects was 19.05 months (S.D. = 11.26) with a
range of four to 42 months. This variable was not significantiy
correlated with any of the measures in the study.

Means and standard deviations for the so;ial competence measures
are presenfed in Table 1. Examination of the freqpency distribu%ion
and means for the events recorded on the Social Behavior
Checklist indicated that the behavior categoriég of Uses Peer as
Resource - unsuccessful, Cqmpefes with Peer - successful , Competes

with Peer - unsuccessful, and Negative Tone of interactions

occurred very infrequently, These categories were consequently :




— Table 1

J

Means and Standard Deviations for SGCiaI Competence Data?

Seeks Peer's Attention - successful
Seeks Peer'snAttention - unsuccessful
Uses Peer as Resource - sucée§sfu1
Uses Peer as Resource - unsuccessful
Leads Peer - successful

Leads Peer - unsuccessful

Follows Peer's Lgad

Refuses éo Follow Peer's Lead

Shows Affection to Peer

Competes with Peer - successful
Competes with Peer - unsuccessful '
Time in Interaction (minutes)
Positive Tone (No. of intervAls)
Neutral Tone (No. of intervals)
Negative Tone (N;l of intervals)
Kohn Factor I

Koﬁﬁ Factor II

Peer Popularity

Teacher Popularity Rank

1

Mean
8.8
6.8
5.5
1.7

27.1

10.0

38.4

6.0

15.3

2.0

19.8

11,

. 14,3

- 155.6

.49

9
16.8
1.8

!

<

13,2

3.1
9.0
1.2
1.3
7.2
5.6
5.1
1.6
37.5
27.4

.09

39

<29

®Each subject's score on the Social Behavior Checklist categories

represents the sum of scores over 40 minutes in which subject was

observed.



dropped from further analyses. B

Table 2 displays the means and standard deviations of raw J

scores for the categories of recall on the observational learning

i /
v -

task.

Demographic Variablés - ' ;
In érder to asﬁess possible relationships of chronological

age, I.Q. and SES with sgcial competence, demographic variables

were correlatéd with measures of social competence (Table 3).

Possible sex differences in social competence were examined with

analysis of variance procedure. Sex differences were found for

Leads Peer - unsuccessful (F (1, 42)(: 5.36, p <.05) witthoys

demonstrating more of these behaviors than girls (?£oys = 11,25,

= 6.7 = 4,56, respectively).

Egirls = 6.6; Eboys ’ Egirls

‘Cor}elational analysis of the demogfaphic variables with
'raw scores on the observational learning task arigpresented in
Table 4, and with proportioﬁ scores (score per category relative
to total recall) in Table 5, Analysis of variance revealea no

sex differences in performance on the task.

Intercorrelation of Social Competence Measure$ - -

In order to assess the suitability of the social competence
Ldat; for formation of a composite score, these behavioral and
global categéries were s;bmittéd to correlational analysis
iff;ble 6). - '

Popularity Measur &. As expected, Peer Popularity was

negatively related to Teacher Popularity Rank (j?(42) = -.50,

- . / :
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Table 2

o

Means and étandarﬂ Deviations

" for Observational Learning Task (raw scores)

Total Events (16)a

nPositive Events (8)

Negative Events (8)

Total Pairs (8)
Positive-Positive Pairs (2)
Negative-Negative Pairs (2)
Antecedent Events (8)
Consequence Events (8)
Positive Antecedents (4)
Negative Antecedents (4)
Positive Cogse.quences 4) .
Negafive Consequences (4)
Positive-Negative Pairs (2)

Negative-Positive Pairs (2)

“Number in parenthesis indicates maximum score possible.

(

Y

Mean

9.4

3.9
5.5
3.3
.75
1.0
4.7
4.7
1.8
2.8
2.0

2.7

1.3

L P S ast i
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Table 3

/

Seeks Peer's Attenéion ~ successful
S;;ks Peer's Attention - unsuccessful
Uses Peer as Resource - succgssfhl
Leads Peer - successful

Leads Peer ; unsuccess ful

Follows Pe€r's L%a}r

Refuses to Follow Peer's Lead

Shows Affection to Peer

Time ‘in Interaction ) —
Positive Tone

Neutral Tone

Kohn Factor I

Kohn éﬁctor I1

Peer Popularity

Teacher Popularity Rapk

* p<.05 (df = 42)

* p<.0l

Pearson Correlations of Social Competence

with Demographic. Variables

«36*

.19
.19

-~ 30%

1

Measures

42’

1.Q. SES
-.10 .15
-.20 -.05
.06 -,13
.04 -.15
.01 0
-.23 -.12
4,09 -.03
-.34% . 30%
-.07 22
-.35% . ~,24
709' ~,06
.10 .13
-.23 0
06 . .01
-.05 0

i Y by e
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‘ s Table 4 ‘ |
Pearson Correlatjons of Observationa,’l Learning (raw scpres) t
- ~wit:l’i Dgtl;ographic Variables -
A
Age 1.Q. SES :
Total Events ‘ : ‘ .27 142** .‘17, ;
Positive Events o 33** - Rd .15 ' ',
' - Negative Events o, * .15 .35**' .15 | ;
Total Pairs , | , : .28 . 36%* .23 :
q Positive-Positive.Pairs . .28 S .25 .19
Negative-Negative Pairs B 14 .01 J14
Antecedent Events ' ) «35** ;39** .11 J .
; ) ' Consequence Events .15 .38%* 121
Vi : s T ;o ) , .
i - Positive Antecedents . . 32* .25 " .03
| Negative Antecedents - S C T N ¥
; Positive Consequené®s ) ‘.26 L46** 25 3
%;? / Negati&ve~ Conéequences ' g -.02 .18 ) =11 ’ ‘
; Positive-Negitive Pairs ' .09 .22 -.09 P
/ Negative-Positive Pe;irs ’ . .22 S S1kw <41 5 : jj
0 ‘ » - 0 / L
,- - /
N * p <.05 (df = 42) T o . . o
f : ‘ ** p<,01 /, o

*#* p'<,001 . S |
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Table 5

44

Pearson Correlations of Observational Learning (proportion scores)

with -Demographic Varigbies

Rositive Events
Negative Events
Positive-Positive Pairs
Negative-Negative Péi-rs~
Antecedent Events
Consequeﬁce Events
Positive Antecedents
» Negative Antecedents
Positive Consequences
Negative Consequences
Positive-Neéative Pairs

Negative-Positive Pairs

s

* p<.05 (df = 42)

**,pé.OI

Age I.Q. SES
. 35% 27 “L04
-e24 -.16 0
.30* .04 -.04
-.07 -.28 .17
L32% L 04 -.12
-.19 .06 .17
.33% .09 -.08
.06 -.04 -.06 °
.18 . J33% - .15
- 38%* -.18 .07
-.06 .08 -.29
<21, 3g%w
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.

p <.001) (léw teacher rank reflects high popularity status)
i}ldicating satisfactory agreement between these measures.

Significant positive relationships were found between Peer
. B ‘

L3

Popularity 'and Time in Interaction (r (42) = .44, p <.01) and the
. successful categories of Uses Peer as a Resource (r (42) = .34',
R;.Ol) ’and Leads Peer ,(E (42) = .55, p <.001). \ These relat}onsﬁips
support previous }'indings {Greenwood et alr, Note 5) of Peer >
. Popularity as a valid measure of social competence includling both .
the quantity of pe;er interactions and the effective nature of . w
these interactions,

Teacher Popularity Rank was also highly significantly

correlated with successful categories of Seeks Peer's Attention

o (x (42) = -.43, P <€.01) and Leads Peer (zr (42) = -.63, p<.001),

with Leads Peer -- unsuccessful (r (42) = -.48, p <.01), and Refuses

to Fgllow; Peer (r (42) = -.54, p<.001), The strongoer magnitude

of the relations};ips for Teacher Popularity Rank with obs;arvational
behavior categories than of Peer Popularity with the same —
opservational measures is also in agreement \with previous findings

(Greenwood et al, Note 5). /

Behavioral Measures. Teacher ratings of social behavior

(Kohn Social Competence Factors I and II) were significantly ..
correlated with -only one observational category. Kohn PFactor I, o
Interest-Participation versus Apathy-Withdrawal, was significantly-

positively correlated with Time in Interaction (r (42) = .38,

© p<.05). Significant correlations for Kohn Factor T with both - .

T

[




S
<
..,

" Defiance (z (42) = .59, p<.00}).

pol;ularity measures, Peer Popularity (z (42) = .34, p<.01) and‘
Teacher Popularhity Rank (xr (42) = -.73, R<.001); were also
present. Finallly, Kolin Factor I wds %ignificantly positivély
related to Kohn Factor II; Cooperation-Compliance-versus Anger-
{

Observational categories Psing the podified Social
Behavior Checklist did”not differentiate socially competent
behav1ors from the incompetent behaviors.. Contrary to expectatlon,
s&:cessful and unsuccessful behavioral events were slgmflcantly
positivelly correlated with each other., For examp(ie, Seeks Peer's
‘;tttention - successful was significantly positive\ly correlated
with Seeks Peer's Attention - unsuccessful. (r (42) = .31, p< .05), .
Leads Peexl - successful (r (42) = .46, p<.01), Leads Peer -
unsuccessful (r (42) = .37, E(iOSS and Refuses to Follow Peer's \:
Lead (r'(42) = .33,' p <.05) (see Table 6). Lead$ Peer - successf}xl
was also significantly positi‘;rely correlated with Leads Peer -'
uri’successful (x (42) = .52, p<.001) and with Refusds to Follow
Peer's Lead (r (42) -,/‘52 “p <.001), w1th the latter tW
51gxuf1cant1y intercorrelated (r (42) = .43, p<.01). As well,

Time in Interaction was correlated with.all but two of the

’ > .
* behavior categories indicating a similar lack of discrimination ,

o . y
of this measure.

No clear qualitative dimensions were found on this measure.

a

, Rz%«fher, an activity dimepsion appeared to be present, Controlling k '

for this activity factor, by dividing each subject's scores for
4 .

¥ ' 3 N v




'_a. : ' . . 48

¢
the Social Behavior Checklist categories by his Time in Interaction,
_did not produce more meaningful results in either-a %Pearson - . C

- . : . | . R
correlation or a principal components factor analysis with

" varimax rotation, !

«

In view of K -dack of clusterin.g of successful behaviors

M a

separately from uccegsful behaviors in the observational

, . ,
measure of social behaviors as demonstrated in previous research

HewRe as mwmer

using.similar measures’ (Connolly & Doyle, Note 4), the use of a

PRSI

composite social competence score did not seemgjustified. Social

competence measures were, tl}erefo're, individually correlated wifh
. Total Events and Total Pairs recal-led,‘uwith,proportion scores of
subcategory scores relative to.Total Events, and with pair

\ - .
combinations relative to Total Pairs. -These results are presented

in Table 7. ’ N -

L

'Popularity Measures and Observational Learning

Contrary to the hypothegis of the study, Peer Popularity

was significantly negatively correlated with Total Events .

— . (x (42)= -.28, p<,.05) and Total Pairs (r (42) = -.27, P <.05).
’ 3 p For the proportions recalled in each subcategory, Peer Popularity

: was negatively correlated with proportim; of Conseﬁuences

, ’ i';(:.;ned (r (42) = ~.32), p €.05). -These correlations indicate
4 that as Peer Popularity status in;'eased, total amount of recall l
and attention to éonsequences decreased.

A significant negétive ‘coi'rela’ti.on was found between Teacher

mPopulai'ity Rank and proportion of Antecedent Events recalled.

' ) ¢ ' /
‘ . B . ¢ .
- . .
. \ .
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{ . ) .
However, partial correlation controlling for the covariant of

Age (Tables 3 and 5) eliminated the signié‘\icance of this -
relationship.

Behavioral Measures and Observational Learning

Teacher ratings on the }(ohn Social Competence scale showg‘d no
relationships with any of the categories of recall on the
) observational learning task. / |
' , The relationships between the observatiort}l measure of social
Eompeteﬂce (Social Behavior Checklist) and recall were few in
number. Of significant-interest is the negative correlation

-

. between\\ Positive Tone of interaction and the proportion of Positive
Events recalled r (42) = -.28, p <.05), and the positive
correlation between Positive Tone and the proportion of Negative
Events recalled (r (42) = .30, p<.05). Agéin, contrary to

\tj}pectati‘én, as preschoolers increased in positively valenced

behaviors, they recalled a larger proportion of negatively /

valenced stimulus events and a smaller proportion of positively
valenced events. |
VA number of par\tial correlations controlling for I.Q. and

Age révealed that these were main contributors to the significance

of relationships with observational measures where they acted as

( 4
" covariates, Shows Affection to Peer and the proportion of

Negative=Positive Pairs were no longer significantly correlated
when controlling for I.Q. When Age was controlled, the proportién
"of Antecedent Events recalled was no longer significantly related

/ . '

& i o W tand ae
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to Seeks Peer's Attention|- successful and Neutral Tone.
A number¥ of other st§tistically significant correlations
were present (see Table 7j. However, no meaningful interpretations

are xeadily apparent.

‘Correlations with Observational Learning Raw Scores

Correlational analysis was also carried out between the
' ¥

individual social competeﬂce measures and the raw scores for
Positive and Negative Events, Antecedents, Consequences and
pair combinations to assess patterns in absolute recall.
Patterns found in this analysis supported éhe correlations
found for proportion of Positive Events and for proportion of

Consequences. Both Peer Popularity and Positive Tone were

significantly negatively correlated with the absolute amount of

- Positive Events recalled (r (42) = -.26, p <.05; r(42) = -.30,

p <.05, respectively). Peer Popularity was also negatively

correlated with Consequence Events (r (42) = -.35, p<.01) and with
. f
the subcategories of Positive Consequences (r (42) = -.27, p <.05)
]
and Negative Consequences (r (42) = -.36, p <.01).

On the whole, Peer Popularity was‘gpe social competence

measure which correlated with the most categories of recall in

absolute values. As Peer Popularity depreased, the number of

>

events recalled, pairs, positive events and both positive and

negative consequences .increased. ' 3

51

' In order to further explore the relationship between Positive

and Negative Events recalled, it was decided to form low, middle

and high groups for Peer Popularity and Positive Tone of interactio

i

n.
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Post hoc t-tests examined différences in recall of Positive and

Negative Events by each gpbup. - The means for Positive and Negativé
Events recalled by the low, middle and high groups for Peer”

Popularity are shown in Figﬁre 1. The low group's recall of

Positive Events did not differ significantly from their recall

Soatr Tk o o T oMl e 4 s = o

of Negative Events. For the middle group, however, thpse means
were significgntly different (t (30) = -3.21, p <.001). Means‘for
the high group were.not significantly different. i

‘The means for Positive and Negative Events recalled by the low,

B

middle and high groups on the Positive Tone measure are shown in

/

Figure 2. Post hoc t-tests indicated significant differences

“

between means of Positive Even;g and Negative Events for both the
middle (t (28) = -2.75,.E_<.OS) and high groups (t (28) = -2.20:
/E_<.OS) but not for the low group.- These results indicate signi-
ficantly less recall of Positive Events relative to Negative
Events as use of Positive Tone increases.

These findings for recall of Posit{ve and Negative Eve?ts
are interesting since Positive Tone did not correlate significantly
with Peer Popularity (see Table 6). To assess wheth'er any relation-/
ships were present between Peer Popularity and Positive Tone for
low, middle or high groups; a Chi®square analysis was’cérried out
on these groups. However, this failed to find any significant
relationships between Peer Popularity status and use of Positive

Tone. -

A final analysis for possible non-linear relationships
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between proportion scores on observational learning and Peer

Popularity, Teacher Pofularity Rank, Kohﬁ Factors I and II, and ‘

Positive Tone was conducted wusing the Eta squares (7(2)

correlation ratio. This test provides a measure of relationship
. \

in- general, both linear and non-linear. Results of this analysis

did[%ot revegl any meaningful relatioﬁships beyond'those previougly/
! repo}ted. ~
Discussion

The relationship found between social competence measures and
observational learning of social interactions supported the

a ) ‘

hypotheses of quantitative and qualitative differences. However,
the hypothesized direction of these differences was generally not
supported. Only a few isolated relationships were in the hypo-
theshzed direction.

The hypothesis that total correct recall wou%d be positively

related to social competence was not supported. Results indicated

that amount of recall decreased as status on Peer Popularity

increased. The hypothesized direction with respect to the nature

of events recalled was also not supported by the data. Again ;

results contrary to those hypothesized were obtained with proportion

of Positive Events recalled being inversely related to the social
competence measure of Positive Tone and proportion of Negative '
Events recalled being positi;ely related to this measure;

! ' Post hoc analysis of differences in recall of

Positive and Negative Events within groups (low, middle and

e
K

B
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high) indicated no significant differences for low groups,
but significantly more recall of Negative Events than Positive

Events by subjects in the middle groups on Peer Popularity and

Positive Tone and in the high group on Positive Tone.

Support for predicted pattern effects was found in ghe
negative relationship between the proportion of Consequence Events
recalled and Peer Popularity indicating a decrease in the specific .

/

salience of Consequences as.popularity increased.

Despite failure to Qupport‘the predéctidns concerning total
recall and proportion of Positive-and Negative gyents, the presence
of differences in both quantity and quality of events recalle&
suggests that differential assimilation schemafﬁ may be operating
in these preschoolers. Examination of these aifferences providé
an indication as to what may be meaningful éocial events to i
preschoolers of varying social coﬁpetence levels and, thus, some ) i
uqderstanding of cognitive processes . affecting acquisition.

Analy;is of the social competence measures in this studf» . '
supports the findings by previous researchers thdt social
competence is not a unitary concept (Connolly § Doylei Note 4).-~ ) ‘
Although the nonobservational/measures were intercorrelated
providing an indication of their validity, they were not uniformly
related to categories of recall on the observational learning task.

S

. o
Social Competence and Quantity of Observational Learning

This study demonstrated that less popular children recalled

more social interactions than the more popular children, This
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would seem to argde against inadeqﬁate acquisition of social skiyls
and/or social knowledge per se as underlying performance deficits
Rather, it seems that less popular children demonstrate more
awareness of their social environment. Whether this interest is - -
a response to low popularity status or reflects a predisposition
for more passive versus active interaction with the environmeqt
éannot be determined by this study.
An exémination of differences in subcategories of recall
revealed that popularity status was negatively related to both :
pr;portion of‘Consequpnce Events and to the absolute number of ' |
.
consequences, both positive and negétive, recalléd. These Tesults
suggest that concern with one's impact on others may be
accounting for part of this heightened generalized social awareness.
In addition, and more important, is the possibility that this
concern may be Aaintaining low popularity status. Cognitive
social learning theory suggests that mediating cognitions regarding
uncertainty of consequences may serve as inhibitory processes
affecting performance (Bandura, 1977). Sensitivity to consequences /
may be a major source of both greater attention to social’inter-
actions and low rates of interaction,
As well, attention to consequences may be the regult of
repeated poor social interactions. Since high popularity status
has been associated with higher levels of giving and regefving of
positive reinforcement (Harfup et al, 1967), the more popular

.

preschoolers may have positive expectations and, on the whole,

hi
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be less concerned with their social interactions. Less popular
children, whose interactions are fewer and less successful may not
only be more concerned with consequences of. initiations but alsd

have more opportunity to engage in observation of others. The

importance of consequences to these preschoolers may therefore

v
’

be a reéult of poor interactions and, at the‘same time, serve to
perpetuate further social difficulties.

Since low popuiar children remeabereé more social events than
their more popular peers, one should be cautious in formulating
conclusions concerning social skills acquisition based solely on
observations of childrens' social performance in a free play
situation. -

Behavior ratings by teachers using the Kohn Social Competence

Scale were least related to observational learning. Since this

°
v

measure was designed to assess classroom behan}or in terms of -
the child's interpersonal relationshiﬁs (Kohnj, 1977), it may
i q

have been too globai a measure to be régffigﬁtative of a child's
level of cognitive representation of social events. 'As well, the
negative end of the Kohn Factor IT, Cooperation-Compliance versus
Anger—Defiance; reflects classroom disobedience and hostile

. RN
interactions with peers, Thg’very low frequency of hostile events
observed in thislsample of éreschoo]ers provides some explanatign
for its lack of correlation with thejsocial competence measurés.

Teacher Popularity Rank was also not related to observational

learning, The significant correlation between this measure and

—_—

—_—
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< age indicates. that maturity was associated with teachers' rankings.
The only sigﬁifiéant relationship for Teacher Popularity Rank with

observational learning was one where age was a significant . .

o

- covariate.

e e e N Rk o TS
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Social Competence and Quality of Observational Learning

Differential responding with respect to the qualitative .

dimension of the stimulus events was found as a function of low : ,

status versus middle status on Peer Popularity and low versus
" 4

middle and high status on Positive Tone. Amount of recall of
Positive Events was not significantly different from recall of ;\
NegatiQe Eﬁents for subjects in the low groups. Middle and high
groups recalled significantly more Negative Events than Positive,

with the exception of high Peer Popularity subjects. This -

i differential recall may be critical in understanding perpetuation

v

of poor quality of behaviors exhibited by low competent preschooleré

as assessed by each of these measures, and of mechanisms underlying .

superior social competence. A number of processés may be operating

v

either independently or in combination to explain this.
Recall of approximately equivalent amounts of Positive

and Negative Events by childreg low in Peer Popularity and Positive

o

Tone may simply be a correlate of theixr heightened attention to .
. . . P

: ‘ social stimuli in general. An alternative interpretation is that

: / " low competent subjects were not responding to the qualitative

N
o .

dimension of the social stimuli in the same was as the more

I3

competent_subjects. If recall is a reflection of the child's . {

+ ! -




Positive Events across all groups.

. ‘ﬁ“:.Q
current assimilation schemata (Brown, 1975), differential recall

‘in this study suggests differential cognitive schemata for the

qualitative dimension of social stimuli. Cognitive schemata
provide a framewofk’for structuring of experience (Piaget §
Inbelder, 1973). Selectivity in retention is, theréfore,va function
of the organizational transformations based on the child'; current
level of understanding. It appears that the child low on Peer
Popularity and Positive Tone was indiscriminantly recalling as
many events as possible. The child high on these measures seems
to have engaged in some selectivity in recall. This suggests
cognitive organization ‘of experience on the qualitative dimension
by thg high competent child but not by the low competent child.

It is clear, however, that preschoolers in this age range
do differentiate between positive and negative social events.
Pilot testing demonstrated ability to label the stimuli as
positive or negative when these were presented individually and
when the experimenter specifically asked whether they were /
positive or negative. As well; salience of negative events in

general .can be seen in the larger group means for Negative versus

L3

Differential responding on the recall task ma} therefore be

‘indicating that although preschoplers do demonstrate cognitive

schemata for positive and negative events when this structure is
provided by others (for example, experimenter questioning), low

popular preschoolers and those who rarely demonstrate positive




. affect in interactions not be spontaneously generating this’ R
i M . .
r ' v = " 3 - . > .q- 3 L -
. - structure wh Tving "ongoing" social ‘interaction. This seems

- to indieate a lack of salience for the qualitative dimension of

b = .

social events for these low groups. Socially competent preschoolers

+

\ %

as assessed by Peer Popularity and Positive Tone do respond to this - i
» . ' !

}

v qualitative dimension and, in -so doing, indicate as well thgt -
N . negative evegts are particularly meaningful to them. !

- ' This latter finding is most, psychologically significant in

understanding motivating factors for social competence. If ! ,

Fd i
/ . . preschoolers who are well liked by their peers or who exhibit a ) ‘

3

by large number of positively valenced interactions are particularly

N I [ . . . ‘. : ™ ‘
) \ responsive to negative social stimuli, it may be that strong

H

inhibitory mechanjsms are operating to maintain positive social
o [ — )

WA W S r

_ interaction. Performance of positive and successful social behaviors . .
. . "< " may be a function of first, cognitive schemata for positive and ) — P

negative social events whigh are sufficiently developed to be

{ ~r - o

s : B operative when observing ongoing daily activities’ as well -as ' L
| \ ] . ,
\ y behavior in one's own repertoire, and second, inhibition of the

: ’ \ ! .

~ ' | negative forms of social interaction.

ot

¢ 4
w

“ .

' ‘ ) These results also indicate a strong interest on the part of
i o ~ d )
less popular groups of preschoolers in their social -environment

S~

iné@fte of their'poor performance in the peer group. Perhaps:th{s

. intérest is too extreme and is motivatéd by perférmgnce and social

. - anxiety as:spggested by the higﬂer tecall of propdfgion'of :

Consequence°Evepés:‘4iqiioug over-attehtion may’be4impeding . . i - ,"&
-, Lt . B o« . .
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.'then provide sdfie framework for selectivity in observational

\
r

development of cogniti&e structuring of experience which would

o
'

learning. Assuming that observational learning is limited by

current assimilation schemata, this study provides some indication

.

that the more popular preschoolers and, those who have a higher

incidence of positive tone have developed superior schemata for

’

the qualitative dimension of social behaviors. Further testing

is ‘needed, however, to verify this interpretation, As well, it
. P 4

'

is important’ to assess whether similar patterns ofarecall are

' present at various age levels., This would gﬁvé some indiEation'of

the stability of these processes.

Understanding the role of these cognitive processes has

significant implications for treatment of social competence.

Increasing social competence 'through observational learning will
be mqs£ effective to the extent that the child's cognitive

schemata are developed. ' Children may indeed 1ea£n overt }pdividual
behaviors which were absent from their repertoire but until they

attain a schematic representation of the significance of these

behaviors, training may not provide the c¢hild with a basiS‘for

further deﬁelopment through observatibnal“learning beyond the

“

tréining situation. Perhaps consistency in labelling of positive

~

and nega:ivé behaviors by parents and preschool teachers would ‘

' ,fééilitate development of cognitive schemata for the quality of

events. The literatpre on role-taking also suggests potentially

switable .intervention strategies. Through stories and games, a link .

b e s o b T e Mt A e




or a sad feeling in himself or a story character with a preceding

)
A
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A

¢

may be made salient between behavior and consequences in others

&

such that the preschooler can learn to label and associate a happy

N

positive or negative behavior by a real or fictitious peer.

B

Social Competence Measures
- ¥

It is of sigpifica&t intere;t that, of the social competence
measures in this study, peer popularify was most consiéténtly
aésociateddwith opservationél learning. Sociometric ratings havq
been shown to'be’the best predictors of later maladjustment and
pathology fCowen et al, 1973; Rolf, 1972). Despite incon€istent
findings on stability of sociometric ratings a£ the p;eschool age -
level (McCandless & Marshall, 1957; Hartup et al, 1967; Moore §
Updegraff, 1964), it is interesting that peer choices in this
study reflected differences that went beyond subjects' behaviorfu
These differences in acquisition argue in favor of sociometric
ratings as stable predictors of socialladjustment. |
| Low Peer Popularity subjects wéfe found:to be 'significantly
different from the mihdle group of subjects on the qyalit?tive - o

dimension of events. No differences in recall of these events

* were found between low and high Peer Popularity groups nor between

middle and high groups. The similarity between low and high

peer pOpular\groups may be a function of the ﬁypothetical testing
: L

situation. "It may be that; Huring.%esting, children select as . .
most preferred playmates, those children, who are boisterous, ) ' L

<

impulsive, attention seeking, and on ‘the whole, very active and

e M a wr e e—————— -k i =
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salient in the classroom (Connolly & Doyle, Note 4). These’children
may noJ bé selected as high in competence by the Tegsures obtained
from teachers since ‘they are more likely to be considered disruptfve
9f classroom activity. The middle group in Peer Popularity may,

in fact,u}epresent the children who actqally are the preferred

playmates and be thg group most capable of socially competent

interactions. | Ty
b

Similar group differences were found for Positive Tone.

The low group was significantly différent from the middle group but
not from the high group: Examination of the relationship of
Positive‘Tone with other observed categories of social behaviors
indicates that.it was highly significantly correlated with Follows
Peer's Lead and with Shows Aéfection Eo Peer. It may be that
subfects gcoring extremely high in following behaviors, in sharing,
heiping, smiling and laughing are in fact overly submissive 1n
their social intera;tions. If this is the case, a high scor; for
Positive Tone associaéed with these behaviors would not necessarily
always be representative of social competence. The high groups

on both Peer Popularity and Positive Tone may therefore be more
heterogeneous than initiélly assumed.

The finding that Peer Popularity‘yas not correlated with
Positive Tone poses intereétiﬂg questions. Although these two
meaﬁures assessed similar relationshiés*in recall of the qualitative
dimensions of social events, they méy be reflecting
different aspects of social competence. fhis appears to be

’

substantiited,by the data. Significant correlations (see Table 6)

o . 4, ¢
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between Peer Popularity and measures reflecting frequency and —
participatiomr (Time in Interaction, Kohn Factor I), successful goal-
directed behaviors (Uses Peer as Resource and Leads Peer - success-

ful), and Neutral Tone of interaction indicate that Peer Popularity
p Dl

.represents active and successful participation in the peer group.

In contrast, Positive Tone showed an absence of associations with
goal-directed peer interactions but was highly correlated with

following and affectionate behaviors.

~
/

Thé observational measure of social competence (Social/
Behavior Checklist) did not differentiate socially competent
behaviors from the incompetent behaviors either before or after
activity level was céntrolled. The dat;»provides no clear -
explanation for these findings. Oﬂe may speculate, Powever, that
sample size differences between %his study and previous studies
ﬁay be an operating factor. Wright (Note 5) reports data on 57
s;bjects. Connolly & Doyle" (Note 4) studied a group of

66 preschoolers. Increasing sample size would increase degrees

of freedom and may increase the stability of the factors.

Observational Learning Measure . 7

The observational learning task seemed of reasonable .

difficulty with no floor or ceiling effects for any category of

’

recall. As well, only a few modest correlations were found with
1.Q. s 9ou1d be reasonably expected for a learning task, Total

Event recall and Total Pairs recalled were positively related with
!

I.Q. Proportion of Positive Conséqugncés recalled and of the

!
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‘

related category of Negative-Positive pair combinations was. also

‘u‘ .
; pairs may have been more difficult. Since negative-positive

“\ ' related to I.Q. indicating that recall of these incongruous .
%
j sequences are more uncommon in everyday experience, acquisition
may have been limited by the absence of adeqﬁate mental represen-
tations for these events in the preschooler but: facilitated by
superior symbolic pro;esses (for example, verbal coding) in the
‘ o more intelligent‘chilé. | ) -

The pattern of relationships of observational learning with

age are of interest since maturity has been related to social -

»

competence igpnnolly & Doyle, Note 4). As age increases, the

3

proportion‘ f Positive Events, Positive-Positive peirs, Positive

Antecedents, and Antecedents recalled increased whereas the

) . proportion of Negative Consequences recalled decreases. If we

¢ ' assume that‘obéervafional learning is, in large part, a reflection
of the child's current mental representations, then it would seem -

z that at a younger age, the preschooler's schemata of social inter-
actions concern negative- consequences, whereasl with further

; . .~ development, cognitions of more positive social events predominate.

' These results correspond with previous reports that older

‘. \ " preschoolers (ages 4-1 to 4-9)‘demonstrate higher rates of ~

-

®
—

positive social behaviors than younger preschoolers (3 to 4 years '
\ .

old) (Charlesworth § Hartup, 1967). However, the present study
did not find such a relationship (see Table 3). Methodologicél

\ differences may account for these discrepancies.

.
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J The relation§hip of agé with soéially competent behavior in
other studies and wifh an increase in proportion of Positive Events
recal}ed in this study seems to contradict the negative relationship
found betweenfbositive Tone and proportion of Positive Even;s recalled.
Examinatisn of the correlation between Positive Tone and Age
found a very 10&, negative and non-significant correlation
(r (42) = -.23). This may account for the differences in correla-
tions with proportion of Positive Events. ‘

Some agreement between Age and Peer Popularity was.found in

-the decline in recall of consequences as age and popularity status

v
—— °

increased. ) .

Sﬁmmary . - .
Relationships in the study were few and in large part of low

magnitude. In view oé‘the large number of analyses conducted,
reliability‘of thsse may appear questionable. Of the 709 ’
individual correlations conducted, 17.2% were significant.‘J&ﬂis

qspercentage,‘substantiaily greater than the 5% %xpected by chance,
combined with the consistency of those results obtained across
analyses, arﬁues in favor of reliability.

Relationships between a number of measures of social

competence and obseryétional learning of social interactions

v

A

éenerglly did not support the predictions of thé study. Nevertheless,
the data provides support for the operation of assimilation schemata

in observatibnal learniﬁg. Patterns of differential recall

for the low versus middle and high groups on Peer Pppularity
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and Positive Tone suggested that the more competent preschooler
may have superior cognitive schemata for the quality of social .

. events. This observer characteristic facilitates more spontaneous

v [}

structuring of everyday experience.

\
@ The selective niture of recall by the more competent

&
/

5 o © -

- preschoolers on these two measures indicated that negative events
were very meaningful social stimuli for these subjects. .This
suggested the functioning of inhibitory mechanisms underlying

socially competent behavior in this age grouﬁ..

® ~ v
Overall greater amount of recall-in low popular subjects may

. in large part be a function of a number of inter-related
characteristics of these children.. Low popular children may be

more socially anxious resulting in higher levels of attending and/or
, . motivation to do well. As well, they may not be spontaneously

I ; structuring their spcial éxperiences. °

"Low group status on Peer Pppglarity‘and use of Posipive Tone
T ) may, Fhe:efofe; be a function of %oor discrimination of the

i quality of social behavior as well as over-sensitivity to

consequences. These findings are clinically significant in

- understanding’ the stability of incompetent behaviors despite
apparent opportunity in the peer group for learning competent

| - ‘ behaviors. These cognitiye processes should, therefore, be

taken into consideration when planning remedial measures. ' Assess-
ment of behavioral deficiencies and training of new overt social

skills may be necessary but not sufficient to ensure generalization

' : _ across situations and over time.
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Appendix A

g Playmate Popularity Raﬁking

To the Teacher: ’ - .

We are interested in how popular the children in your class
- v

are with their classmates. By popular, we mean beifg sekectedv

often as the preferred playmate by many of “the other children.

0

Please help us by using the spaces below to rank all the

[ 4

children in your class in terms of how much they are preferred as
playmate§'b§ their classmates. In other words, give the rank of
#1 to the child who is most often chosen as a playmate by the

greatest number of other children, give the rank #2 to the one who

. t .

is’ next most preferred and so on until you reach the last place

.which is given to the child who.is least often chosen as a playmate

by his classmates, r

We have attached a list of the children in your class. Please

use this liLt\in ranking the. children” to ensure that all children

- * -

‘are ranked. . ' ’

'When you have finished, please return |this list to the yellow .

envelope. along with the completed'ﬁbcial‘Competéhce Scales, We

will pick up the envelope on ‘

Thank you very much. . .
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Appendix C

Observational Learning Task

.

The following nine scenes were videotaped using lgﬁhand
puppets, each different in appearance and dress, The first eight
test scenes, The ninth scene is the prattice scene.

¢
Scene 1 - Positive-Positive Social Interaction ,

Puppet 1 is painting at an easel, ‘Puppet 2 comes over, looks

[

at the painting, and says 'Oh, that's beautiful. I Like it."

\ ’ #
Puppet 1 then takes the painting from the easel and gives -it to
Puppet 2 saying hHere, now its for you"..

Scene 2 - Positive-Negative Social Interaction -

Two puppets are playing with lettered blocks. Puppet 1 turns

toward Puppet 2 with a block in his hands, offers it to Puppet 2 and

says "Here, you can have this block'. Puppet 2 looks at Puppet 1
and proceeds to knock the Block out of his hand saying in an
unfriendly tone "I don't want your block". '

Scene. 3 - Negative-Negative Social Interaction

Bofh puppets are buiiding with odd-shaped bloéks. Puppet 1
notices what Puppet 2 has built and says in a derogatory tone "Oh,
what a stupid looking house" and demolishes the structure. Puppet
2, appearing quite upset, sayS/"Hey,“you broke my‘house" and begins
to throy blocks at Puppe£ 1 saying "Here, here, and here" with each

throw. v
‘ /7

-Scene 4 - Negative-Positive Social Interaction

Two puppets are playing with a doctor's kit. Puppet 1 has a

o
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o

'stethoscope around his neck and is listening to Puppet 2's heart.
Puppet 2 abrupélx grabs the stethoscope and says "Hey! Gimme that".
A short tug—of;war‘ensués over the stefhoscope. Pﬁppet 1 then
gi;es,it over to Phppe; 2 saying '"Well, 0.K., it's your turn now",

' He also proceeds to give Puppet 2 the remainder of the doctor's kit.

Scene 5 - Positive-Positive Social Interaction '//

Two puppets are eating qgokiés and driﬁting juice, Puppet 1
says’"Oh, I finished all my cookies". “Puppet 2 gives him aicobkie
saying "Here, you can have mine'., Puppet 1 pours some juice and
gives a cup to Pupéét 2 saying 'Here, have some juice". Puppets
then éunch'their cookies and dfink their juice,

Scene 6 - Positive-Negative Social Interaction

‘Puppet 1 is playing with a puzzle. Puppet 2 comes over and
says "I can fix puzzles. .I'11 help you". Pupg;t 1 looks up at
- him and says nastily "I don't want your help. .Go away." énd
returns. to his puzzle while Puppet 2 slowly backs out of the

picture, ‘ .

"Scene 7 - Negative-Negative Social Interaction 0

Puppet 1 is playing with farm animals, Puppet 2 comes over
and also begins to play with the animals. Puppet 1 pushes him away
. .« By N
and says- '"Go away, you can't play with me'. Puppet 2 looks very

upset and forcefully knocks all the farm animals« off the table.

Scene 8 - Negative-Positive Social Interaction .

Two puppets are playing_with,glaydoh; Puppet 1 picks up

© .
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Puppet 2's figurine and. throws it back down on thé table saying

2

.o "Yuk, that's ugly! "I don't like it", Puppet 2 then'says "That's
. 0.K, I don*t mind. You're still my friend anyway" and hugs )
Puppet 1.

i, N .
A&N\g o Scene 9 - Positive-Negative Social InteractigJ

Puppet 1 is making a paper airplane, Puﬂpgt 2 comes over ‘ ‘
witﬁ a completed airplane, puts it down and sdys "I can make
airplanes.‘ I'11 make one for you', Puppet 1 responds by moving
towards Puppet 2 but without pushing Him and days "No. I don't

'

wanf(your help. Go away. Go away'. .

T e e, "I

' ;. - '

.
ST 8 ki ke <l Ao e b« o

s sies wh e ¢




.
f
R
-
4
Q
»
a
'
:
hY
‘0
L
'
5
+ %
A
‘L
-
- s

o

S o

¥
voar
:
S
-
[
.«
t
-
'

Y
. &
!
i
Sample photograph used
bl
. 3
Learning Task.
Ios
9
. ‘ ~
7 . |'
-
.
‘ ”‘0
. ‘
' ¢ Lo "

»
Y

t

)
'

in test for recall on the Observational

. ® .
. ks '

o

’

d‘ 0 e
-
l
LN a -
P "
.
- "
[ ! )
A ©
-
* * - ' i
. P »
L)
[
! .
. \ . X .
v
o N N
o , .
y
. .
\ Cad v 1

84



ek are o

;H‘w

e
-

Appendix E
¢ Family Biography Form
Name of child

Age of child

Date of birth

Date of entry at this day care centre (month-and year) .
Did your child. attend another day care or nursery school

before this one?:

What is mother's occupation?

°

What is father's occupation?

W

What days of the week and hours of the day dogé your child

attend the centre?

Parent's name

Address
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° - &

Analysié of_Variance Fyratios for

b .o Order of Presentation )
- , . \
) \‘ N Observa;ionai Learning Data ~ \ ’ ___1_“__
\ Total Events - r.ol.
Positive Events : : 1.04
; , Neg/ati\m Events ) ' 1.491
- Total Pairs | : 1.46
v quitive—Positive .Pa?f’ . 1. 29
C Negatibe—Negatt‘ive Pairs R ‘ ~ 3.20%
§ i Antecedent Events. . a ' . . - 1‘4\23
" Consequence Events’ S . _ ’ ‘ .74
) Positive Antecédents - 1.17
. Negative Antededents ) ' 1,58
F s Positive Consequences ¢ : .94
‘ - ' Negative Consequences i "/ 1.16
Pésitive-Negative Pairs ©1.90
i L. Negative-Positive Pairs ; ; .97
; L

RN i % xy
S
&

.

w8




