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2 Social cognition and the social life of the child:

stages as subcultures

E. Tory Higgins and Jacquelynne Eccles Parsons

Apge-grades are recognized divisions of the life of an individual as he
passes from infancy to old age. Thus cach person passes spceessively inte
one grade after another, and, if e jives long cnough, through the whole
series—infant, boy, youth. young married man, elder. or whatever it
may be.

Radcliffe-Brown (1929}

Al cultures must deal in one way or another with the cycle of growth
from infancy to adulthood. . . . Discontinuity in the life cycie bs a fact of
aature and s inescapable. .. . Age-graded cultures characteristicadly de-
mand different behavior of the individual at differeat times of his iite
and persons of a like age-grade are groaped into a society whose activi-
ties are all orieated toward the behavior desired at that age.

Ruth Beaedwct (1938)

Interest in age-related changes in social judgment and socid concepts has
increased dramatically in recent years (cf. Damon, 1977 ab: Flavell &
Ross, 1981: Howe & Keasey, 1978; Shantz, 1975). In interpreting these
age-related changes, one approach has dominated. In fact, Dumon
(1977a) justifiably refers to this approach, inspired by the Praget-Koht-
berg perspective on social development, as a kind of “new fook™ in social
development. Essentially, this “new look™ interprets age-related changes
in social cognition in terms of developmental changes in the cognifive
operations and/or structures that underlie or mediate children’s social
judgments and concepts, changes with respect to such processes as role
taking, classification, and compensation {or reversibility). This approach
has contributed greatly to our understanding of the nature of social devel-
opment and has increased our appreciation of the qualitative or stagelike
character of this development. Unfortunately, like all powerful perspec-
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tives, the “cognitive ability” approach has also diverted attention from
the investigation of important additional mediating factors. That the cog-
‘niiivc developmental approach matches a common bias in explaining vat-
!a!iun in behavior - the bias toward “dispositional” attribtions {e.g., abil-
ity, skills) rather than “situational” attributions (e.g., social constraints
and demands, task characteristics; cf. Heider, 1958; Jones & Harrnis,
1967, Ross, 1977) -has undounbtedly contributed to its salience as the
major explanation of developmental changes. The general purpose of this
chapter is to consider, in a preliminary, speculative fashion, a particular
set of “situational™ factors that ought to be related to systematic develop-
mental change, specifically, age-related changes in the culturally pre-
scribed social life, or subcultures, of children.

Children in all cultures pass through a series of age-related phases
during devetopmeni {Denzin, i977; Keaiston, 1971}, aiihough the
amount of discontinuity across the life cycle varies cross-culturally (see
Benedict, 1938). Each phase involves characteristic social concerns, ac-
tivities, social situatons and settings, expectations and rules for behavior,
socially approved institutions, and so on. Moreover, the behavior of
adults toward, and in the presence of, children varies in different phases.
For example, the responses of adults to children who violate their per-
sonal space in a queue varies dramatically as a function of the child’s age,
ranging from smiles for S-year-olds to frowns for 10-year-olds (Fry &
Wiilis, 1971). Given that these periods are fairly systematic within any
given culture, one can conceptualize ecach phase (e.g., infancy, pre-
schoolers, juveniles, preadolescents, adolescents) as a subculture within
the more general, adult-dominated culture. The cultural character of
these phases is suggested by their historical emergence: “The world that
we think proper to children —fairy stories, games, toys, special books for
learning, even the idea of childhood itself-is a European invention of the
past four hundred years” (Plumb, 1973, p. 153}, That is, the modern
phase of childhood is, at least in part, a cultural product (Aries, 1962;
Kessen, 1979, Plumb, 1973). Moreover, as technological and scientific
advances both increased the amount of education required to carry out
many social roles and permitted a large segment of society to be unpro-
ductive by vastly increasing the productivity of those who did work, addi-
tional phases of development were introduced into industrialized soci-
eties, such as adolescence.

Certainty, the general influence of subculiural factors on soctal judg-
ments and behavior has been well recognized, both in the social-learning
approach (e.g., Bandura & Walters, 1963) and in the “new look” ap-
proach {e.g., Kohlberg, 1969; Piaget, 1965). The influence of subcultural
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factors, however, has typically been considered with respect to demo-
graphic variation within a particular age phase of development, such as
social class or ethnic differences in norms, values, and beliefs. Although
the importance of social experience for social cognition is acknowledged,
it is mainly with respect to speeding up or slowing down mental growth
within a particular phase of development, providing opportunities for
cognitive development, or affecting superficial content aspects of social
cognition,

We are suggesting, instead, that variation in the characteristics of social
life phases could be an important factor underlying the age-related
changes in social cognition reported in studies using middle-class North
American subjects. A similar point was made recently by Kessen {1979,
who went so far as to speculate whether our cutrent descriptions of age-
related changes in children’s behavioral patterns might not be a cultural
artifact. Anthropologists, especially, have emphasized the importance of
considering social environmental factors when interpreting differences in
cognitions, rather than focusing on cognitive processing skills or intellec-
tual leve!l {e.g., Mead, 1932, Shweder & Bourne, in press). What they
have suggested for cross-cultural comparisons, we are suggesting for com-
parisons across age phases.

Unfortunately, because the cognitive growth approach in developmen-
tal psychology has been dominant in recent years and because the preced-
ing behavioristic era was largely adevelopmental in its focus, there has
been little concern with the social life of the child and consequently it is
currently impossible to estimate its possible effects. Moreover, there has
been so liitle empirical research and theoretical analysis that a clear ar-
ticulation of the range of social variables that might be important or of
the possible mechanisms underlying their influence does not exist at pres-
ent. For example, even such a dramatic shift in the social life of the child
as going to school has received littie descriptive or theoretical attention,
even though major developmental changes in social cognition are re-
ported as occurring approximately concurrently with this shift.

To prevent misunderstanding, it is important to clarify our strategy in
this chapter. We are not advocating the position that qualitative change in
the social life of children, by itself, underlies age-related changes in social
cognition and social behavior. To deny the role of cognitive change in
social development would, in fact, contradict our own previous descrip-
tions of cognitive factors underlying social development {(e.g., Higgins,
1981; Higgins, Fondacaro, & McCann, 1981; Parsons, 1974, in press, Par-
sons & Ruble, 1977). itis a useful exercise, however, to consider the extent
to which the qualitative shifts in social development can be accounted for
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simply in terms of qualitative shifts in social life phases.' Certain aspects of
social development that are puzzling and appear to contradict the “cogni-
tive ability™ approach to sociad cognition may be due to social life factors.
Consideration of age-related changes in sociat life could eliminate the need
to account for all sociai-cognitive changes in terms of underlying cognitive
changes, which could increase the predictive validity of the "‘cognisive
ability” approach. In addition, by reducing the subcultural background
notse, the search for those changes in cognitive operations and structures
that do influence social development could be facilitated.

Our general purpose, then, is to consider the role of social factors in
the development of social cognition. We will, however, also consider the
interrelation between social and cognitive factors in this development. it
is certainly not novel to suggest that social development arises from an
interaction of social and cognitive factors. There are a variety of different
“social X cognitive interaction” positions that one could hold, however.
Neither the traditional social learning nor the “cognitive ability” ap-
proach has given much attention to the stagelike changes in social input
that may contribute to the social X cognitive interaction. Moreover, those
approaches that have focused on social-age phases, most notably the
psychoanalytic approach, have typically not considered the relation be-
tween age phases and intellectual growth, and, in addition, have paid
fmention to onty a restricted range of social variables (e.g., toilet train-
ing. modes of discipline, fife crises).

Our chapter has four basic aims. Qur first aim is to describe a set of
social or cultural dimensions along which there is systematic variation as a
function of children’s age, such as changes in socialization agents (e.g.,
parents and siblings vs. teachers and peers) and changes in social pnsitibn
and roles (ascribed status and subordinate position vs. achicved status
and equal position). Our second aim is to illustrate the usefulness of the
f‘sociai life phases™ perspective both for interpreting age-relaied changes
in sucliat cognition that are not easily explained by other approaches and
Egr‘ reinterpreting previously identified developmental shifts in sacial cog-
nition. Qur third aim is to consider cross-cultural and demographic vari-
ability in socialization in light of this perspective. Our final aim is to use
this perspective to reconsider the nature of the “social X cognitive” intes-
action underlying social-cognitive development.

The social life of children at different age phases

It has been recognized for a long time that the social life of children
changes at different phases in their development (cf. Benedict, 1938;
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Brim, 1966; Erikson, 1963; Inkeles, 1969, Parsons, 1964; Radclitfe-
Brown, 1929; Sullivan, 1953). In addition, the importance of considering
children’s social world has been emphasized in the literature (cf. Bandura
& Walters, 1963; Barker, 1968; Kessen, 1979; Parke, 1974; Vygotsky,
1962). Lewin (1933), for example, describes the impact of the social
world on the “boundary zones” and regions of a child's life space. Vygot-
sky (1962) discusses how socializing agents provide children with structure
and regulatory systems. Bandura and Walters (1963) point out the critical
role of social models on children's social development. There have also
been suggestions that particular age-related changes in social behavior
may be due, in part, to some age-refated change in social input {c.g.,
Keniston, 1971; Kessen, 1979; Piaget, 1965). For example, age-related
shifts in the prescribed moral code and in socializing agents’ disciplinary
tactics concerning children’s behavior have been mentioned as possibie
causes of developmental shifts in children’s moral behavior (e.g., Ban-
dura, 1969; Bijou, 1976; Parke, 1974). Staats (1975) has suggested that
children are especially open to learning speech when they are young
because their dependency upon their parents increases the strength and
variety of reinforcers the parents can use in training them. Hartup {1976)
has suggested that age-related changes in peer interaction probably de-
rive, in part, from changes in reinforcement for, and models of, particular
behaviors. However, to our knowledge, there has been no systematic
attempt to describe and contrast the general social life of children at
different age phases or to relate the gualitative changes in the social life
of children to the gualitative changes in children’s social cognition.

Our major interest was to explore the latter issue. We were, thus,
rather disappointed to find little discussion in the literature of how the
social life of children changes from the preschool years through the early
adolescent years. In fact, it was even difficult to find extensive, organized
accounts of the social life of children during most of the age phases. It has
been necessary, therefore, to construct our account of the social life of
children at different age phases from information scattered across various
sources, with the empirical basis, and even accuracy, of the descriptions
often being unclear. Most features of each age phase, however, have
been mentioned by more than one source. Nevertheless, to have to rely
on this social life data base for drawing inferences about social-cognitive
development is an unhappy state of affairs, however necessary. At this
stage of our knowledge, our examination of this issue is clearly specula-
tive and is meant mainly to be suggestive of variables to be given more
serious consideration in the future.

It has been argued that to discover the nature of thinking and its
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development it is necessary to analyze the seltings and activities asso-
ctated with the thinking, as well as the goals of the thinker and the
environmental features relevant to each goal (cf. Brunswick, 1943; Cole,
Hood, & McDermott, in press). 1f such environmental variables are im-
portant for cognition, they should be important for social cognition. Qur
purpose, then, is to consider some of the social environmental vartables
that may differentiate the social life of children at different age phases.
Because our aim is to relate children's social life phases to the stagelike
changes in their social-cognitive development, we will restrict our atten-
tion to those features of each social life phase that are relatively distinct
and that emerge from, or undergo, rapid growth during a particular age
phase. Of course, social life features common to different age phases
coutd be important determinants of social cognition. For our purposes,
however, it is the relatively distinctive and emergent features that are
critical. Taking a sociological approach (lnkeles, 1969}, we will also re-
strict our attention to those social life features in each age phase that are
regular, recurrent, and socially structured aspects of the prototypic child's
individual experience. Qur description of each age phase will necessarily
be sketchy, because little direct, systematic attention has been paid to this
issue, but selective, because the potential sources of relevant information
are overwhelming. The description will most closely resemble the phases
for white, middle-class, urban/suburban children. This is appropriate,
however, because this is the same demographic sample that studies of
developmental social cognition have typically examined.

The description of each life phase is organized in terms of the following
set of factors: socializing agents, activitics and tasks, social position and
roles, social contact and refationships, social restrictions and privileges,
social motives and concerns. Although these factors reflect different as-
pects of the social life of children, they are clearly not independent be-
cause together they constitute an interconnected and integrated whole,
with the different aspects interpenetrating and reinforcing each other,
The major, general sources for our descriptions of the social life phases
are Brim (1966), Campbell (1969}, Clausen {1968), Jersild (1963), Par-
sons (1964), Parsons, Olds, Zelditch, and Slater {1955}, Suilivan (1933),
and our own personal observations.

Freschool to juvenile (from 3-5 to 6-9 years of age)

Socialization agents. With entry into elementary school, the juvenile
comes under the influence of two new sets of socialization agents: specifi-
caily, the classroom teacher and refated school personnel, and peers.
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Classes are generally organized with a single teacher, typically female. in
charge of 20 to 30 same-aged students. The role of the teacher necessi-
tates less personal attention and purturance than was received by the
juvenile from parents and more peer socialization than was true at home.
In addition to these school-related shifts in socializers, the juvenile may
also be exposed to other adult socialization ageants, including recreational
directors, Sunday-school teachers, and a large array of peers, some of
whom are of equivalent age and status and some of whom are older and
maote powerful.

Activities and tasks. The tasks that juveniles are exposed to in schoal
differ from the typical preschool task in that they involve increased focus
on intellectual skills where success and failure on the task is, at times, not
obvious without outside evaluation. There is alse an increase in the re-
guirements to master tasks imposed on one by an authority Rgure in a
specified time period. Age segregation makes regimentation of tasks
across individuals possible and consequently increases the likelihood of
comparative judgments of the speed of mastery. Children also are faced
with abstracting and learning the new social-behavioral code associated
with the “student” role. Recent data {Blumenfeld et al., 1979} suggest
that the “curriculum” in the first years of school is more concerned with a
child’s acquisition of the “student™ role than academic skills.

Social position and roles. When juveniles cnter elementary school they
have the collective status of new recruits compared 1o their individual
status at home. Whereas previousty they had one major role-the as-
cribed role of son or daughter in the informal organization of their
home ~they now have both ascribed and achieved roles as students
within two major social structures, namely, a formal social structure asso-
ciated with the school system and an informal soctal structure associated
with the peer cullure. Because status in both these sccial structures is
determined in part by social skills and achievement rather than primarily
by ascribed status, entry into school introduces children to achieved roles.
The role of student is a task-oriented role in which performance is syste-
maticaily evaluated with regard to pre-set performance standards of ex-
cellence, normative progress, and acceptable style. As such, children will
vary in their status within that role depending on their performance.
Further, segregating the children into grades based primarily on age, as is
done in most North American schools, focuses the attention of both the
teacher and the students on these status variations, making compelition
and social comparison probable events,

Age segrepation also inffuences the child’s position in the peer culture.
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In contrast to the hierarchical status characteristic of the home and the
school environment, age-segregated peer groups are often characterized by
a homogencous status structure. Most children in age-segregated groups
have equivalent status. Piaget has argued that it is only within this age-seg-
regated peer culture that consensus-based moral codes can develop. Be-
tause age segregation also narrows the power differential, the status hier-
archies that do emerge within these peer groups are influenced by personal
characteristics as well as ascribed characteristics. A wider range of roles
and their associated status is available to the child than is true within the
family. Children can select a role for themselves from among this range. In
addition, juveniles within their peer groups first encounter superiority--
inferiority refationships that are based on achieved characteristics. Chil-
dren who interact on a regutar basis will recognize that they have differcat
statuses. that their play groups are hierarchically arranged, and that their
status miay vary across different groups. All these characteristics of the
peer culture can serve to focus children’s attention on individual differ-
ences in personality, in social skill, and in personai liabilities and strengths.

In addition to age segregation, juveniles are subject to increased sex
segregation and additional pressure to assume sex roles. Separate wash-
rooms and scparate athletic events reinforce the segregation of the sexes
started during the preschool period. Along with these institutionally seg-
regated structures, the children themselves increasingly segregate their
play groups by sex and put increased social pressure on children who may
deviate in their playmate choices,

Social contact and relationships. Social exposure increases dramatically
when juveniles enter elementary school. There is increased exposure Lo
representatives of various statuses {e.g.. sex, religion, ethnicity), as well
as to a variety of adult social roles and peer personality types. Juveniles
have much greater contact with peers who have a variely of personul
styles to which they must accommodate. They also have the opportunity
to observe how authority figures judge the behaviors and persoenalities of
their peers, focusing attention on issues of equity. By interacting with
various teachers over the early elementary school years, juveniles learn to
relate to different people occupying the same role, whereas in the family
the same people occupy the role of mother and father over time. In
addition. children are exposed to a wider range of expectations regarding
their behavior from the increased numbers of both adults and peers..
jﬁl\fﬁ:nilﬁ:s begin to participate in wider social circles that re not orpanized
m terms of kinship. Peer relationships, unlike family relationships, are
not preordained, permanent, or institutionalty ascribed. Members of peer
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groups are responsible for maintaining control and providing nurturance
within the relationship. Because peer groups are often organized accord-
ing to sex, exposure to, and active interaction with, both sexes may
decrease. Finally, the salience of group memberships either through uni-
forms or through social labeling may lead juvendes to identify with their
social groups (e.g., a “bluebird,” & “member of Tom's teum™) and to
begin limiting their social network to members of their own social groups.

The ratio of children to adults changes dramatically when juveniles
enter school. In addition, because of the greater chance of peers staying
together from year to year than of students being with the same teacher
from year to year, cohesion within the peer group is promoted. Finally,
contact with peers allows juveniles to observe how other peers respond to
a variety of different authority figures and different personality types.

Social restrictions and privileges. Entry into school increases both the
juveniles” individual freedom and the demands for greater control of their
behavior. On the one hand, juveniles are given greater freedom over
their mobility, as reflected tn their riding bicycles to school and taking
buses alone te and from school. They are also provided with their owa
personal desk and chair. In addition, the interactions among peers are, to
a much greater extent than earlier, outside the orbit of parental control.
On the other hand, children must sit quietly for long periods of time and
are expected to show restraint within the classroom and to learn a whole
set of precedural rules associated with their various roles. They become
subject to universalistic, common standards of dress and deportment as
well as new expectations for personal conduct. These rules, however,
need no longer be followed by virtue of their ascribed status, as in the
family, but involve common subjection to general rules. Children are also
exposed lo an increase in the variety of privileges given to different
students. They may become aware for the first time that the same adult
gives different privileges to different children of the same age,

Social motives and concerns. Because the child has to acquire the new
role of student, there is a great pressure on juveniles by both parents and
teachers to be a “good boy” or “good girl” at school; the child is ex-
pected to learn respect for the teacher, consideration and cooperativeness
in relating to fellow pupils, and good “work habits” (Blumenfeld et al,,
1979). At the same time, peer acceptance is a major concern of the child.
As a consequence of these two sets of demands, juveniles must learn 1o
accommuodate to different individuals in a variety of situations in and out
of the classroom and must learn to handle conflicting goals, such as the
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potential conflict between the task goals that are the teacher’s primary
concern and the social goals of the peer group. Children also are exposed
to a distinction between the obligation to be “nice” to everyone and loyal
to members of one’s own group (e.g., family, friends, classmates) and to
the notion that onc should be proud of one’s own goals.

Juvenile to preadolescent (from 69 1o 10-12 years of age)

Socialization agents. During the preadolescent period children are ex-
posed to yet another increase in the types of socialization agents: coaches
of Littic League sports, instructors of dance or ballet, music teachers,
camp counselors, leaders of Cubs and Brownies, directors of various

classes at youth organizations such as the YMCA, YWCA, and so on.

Activities and tasks. The range of activities available to children greatly
increases from the juvenile o the preadolescent period, as reflected in the
increase in socialization agents. Children spend more time in activities
outside the home and school in various kinds of organized activities at town
centers and youth organizations, such as the YMCA and YWCA, cubs,
brownies, church activities, and summer camps. In addition, there is an
increase in activities for children to learn particular skills, such as learning
to ptay a musical instrument, fearning artistic skills, crafts, and dancing.
There is also a sharp increase in the exposure to competitive sports for
boys. providing additional social-comparison information on individual dif-
ferences in skills in a wider variety of activities and situations.

Social position and rofes. Whereas juveniles are the youngest age group in
the elementary school, the preadolescents are the older age group in the
elementary school. Thus, in the age hierarchy of the school, preadoles-
cents have higher status. In addition, preadolescents have a greater
awareness that the power of the teacher is more circumscribed than the
power of their parents. During the preadolescent period, structures of
prestige and power emerge within the classroom and the informal peer
groups.

Social contact and relationships. The increased activities allow an increase
of association with same-sex peers. Preadolescents can now drift into and
out of “voluntary associations” that have relatively fluid boundaries, The
strength of the peer bond relative 1o the teacher bond increases in this
period, in part because by the later elementary school years the students

i
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have spent many years together, whereas only one year is spent with any
particular teacher. Their experience with different teachers over the years
also provides preadolescents with an opportunity to compare teachers and
thus discover their relative merits and demerits and to discover the arbi-
trariness of classroom rules. The children will also have had increasing
opportunities for exposure to information that can disconfirm the various
stereotypes they may have formed. The peer groups during this period
form into something like corporate groups that incuicate a strong sense of
solidarity. The peer groups themselves develop a differentiation of roles,
particularly with respect to leadership. Preadolescents develop strong re-
lationships with the same-sex peers, and children begin to form “chum”
of “bosom” relationships.

Social restrictions and privileges. During the preadolescent period the
range of independent behavior increases. Generaily, there is a decrease in
detailed adult supervision, and, in particular, less and less of children’s
physical and social environment is under the direct surveillance and con-
trol of their parents. Children may also be asked to assume greater re-
sponsibilities around the school, their home, and in the organizations of
which they are members. They may also acquire a job and consequently
an independent source of income.

Social motives and concerns. Preadolescents seek to contribute to their
chums’ happiness, and they become sensitive to what matters to other
people. There is a beginning of a “we” feeling that is more than just
cooperation and involves cellaboration in the sense of adjustment to
others’ needs in pursuit of mutual interests. During this period, parents,
teachers, and a variety of coaches or group leaders emphasize comparison
in intellectual achievement as well as in social and athletic activities. The
motive to excell relative to others increases (Veroff, 1969), especially in
boys.

Preadolescent to early adolescent {from 10-12 to 13-16
years of age}

Socialization agenis. In coatrast to clementary school students, junior and
senior high school students generally have different teachers for various
subjects each year and teachers of both sexes. This greatly increases the
opportunities for adult influence. In addition, the significant others and
reference persons for adolescents are more likely to include adults whom
they have never actually met, such as glamorous or famous media figures.



26 SOCIAL COGNITION AND THE SOCIAL LIFE QF THE CHILD

Peers increase in importance as social activities and clubs take on a more
formal nature. Opposite-sex peers take on a new power as socializing
agents. Also, because junmior and senior high schools are usually bigger
than clementary schools, adolescents meet and must accommodate to a
wider, more diverse set of peers.

Activities and tasks. In general. many more formal, structured asctivitics
occur in junior high school than in elementary school: athletic activities,
such as wrestling, field hockey. archery, and volleyball; specialized clubs,
involving such activities as photography. debuting, international affairs,
choral singing, and the student newspaper. Typically, adoelescents are
granted greater auntonomy in directing school clubs and organizations.
The early adolescent also has an opportunity to enpage in a broader range
of activities outside the school, such as joining organized clubs and formal
groups in the YMCA and YWCA. As a consequence of this increase in
social options, the early adolescent is faced with the need to make choices
among the various alternatives. Adolescents spend more time simply hav-
ing conversations with one another. There is a sudden increase in dating,
“going steady,” and “falling in love.” Thus, the adolescent must learn
new skills for interacting with the opposite sex. The adolescent is much
more absorbed in the world outside the home and pursues various hob-
bics and personal interests that can differ from those of their parents.
There is also an increased likelihood that they will have a paying part-
time job outside their home. School work requires an increased amount
of time, with homework assignments penetrating to a greater extent into
their home life.

Sociaf position and roles. Early adolescents are in the process of becom-
ing an adult. Their status is marginal and varies, depending upon whether
they compare themselves to younger childrerr or older adults (sce Lewin,
1939). They are not permitted to maintain childish bebavior, but at the
same time they are isolated from the workings of adult society. Although
their role as student is increasing in importance, its transiency is also
becoming more obvious; school takes on the quality of a training center
for their future adult role. Although they can have part-time jobs, they
are prevented from having full-time employment.

The informal peer associations during this period involve much sharper
prestige stratification. Because there are more activities and a wider array
of peers, status hierarchies based on activities as well as status hierarchics
within groups emerge and become salient. Cliques emerge that confront
adolescents with pressures 1o choose which way they will develop. Ado-
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lescents begin to recognize that their position or status tn society does not
depend simply upon their family’s judgment, As the range of the carly
adolescents’ associations widens, not only does both their capacity for
getting along with different kinds of people and their repertoire of roles
increase, but their awareness of group and individual differences and
similarities also increases.

Most early adolescents have various positions and statuses in the differ-
ent formal groups to which they belong. Consequently, they are forced to
engage in a diversity of social roles. On the one hand, this diversity
prepares the adolescent for future adult roles and the demands of such
roles. The very diversity of roles that the adolescent must occupy, on the
other hand, increases the probability of experiencing conflict among the
demands of the different roles and thus forces the adolescent to develop
strategies for managing role conflict,

Social contact and relationships. Early adolescence is a period of dramatic
increase in the amount of contact with the opposite sex: More positive
cross-sex relationships emerge both within and outside the classroom.
Having a good time becomes important, and a strong hedonistic quality in
social activities involves both sexes. To compete effectively in this new
soctal domain, adolescents must learn new skills and test them in a new
social arena.

Because junior and senior high schools are larger than elementary
schools and draw from a wider geographical area, adolescents are ex-
posed to individuals from a much wider range of demographic statuses
and from backgrounds not encountered in their own neighborheod. Op-
portunities to meet and form friendships with a greater number of peers
also increases. Adolescents spend much more time with their peers. In
fact, the junior and senior high schools provide a population mass that i3
sufficiently dense to make possible the development and maintenance of
an autonomous adolescent soctal system. The high school, especially, is
the adolescent’s world to a large extent, and high school activities and
events have great personal significance for them. Peer associations dur-
ing this period become collective organizations to satisfy and channel
mutual interests. Many adolescents join clubs and gangs and become
members of “crowds” and “cliques.” Within these associations, adoles-
cents have the opportunity to compare different social standards and
rules, as well as share expericnces that question their parents’ or
tcachers’ pronouncements. This, in part, arises from the great diversity
of the members’ backgrounds in peer associations and in the variety of
courses they take in school.
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Social restrictions and privileges. Junior and senior high school students
generally have many more privileges than elementary school students.
They have more control over their secial life and can influence the moral
climate, dress, lingo, rules of etiquette, and so on of their social life.
Adolescents have greater freedom to select their friends and activities and
consequently play more important roles in defining their rights and privi-
leges. Parents are much more reluctant to constrain the social activities of
their adolescent children and may even ask them what rules scem most
appropriate given what the parents of other adolescents are permitting,
such as how late they can stay up, how much allowance they should get,
and when and how often they should date. Such responsiveness by the
parents greatly increases the freedom of adolescents to control their social
fife. Their freedom is also increased by earning their own money, further
reducing their parents’ control over them. In school, they are asked to
select the courses they will study and are asked by counselors, teachers,
and parents to begin planning {or a vocation or career and to think
seriousty about what their adult roles will be.

In general, then, adolescence is a period marked by inconsistencies. OUn
the one hand, the adolescent is allowed greater freedom from adult sur-
veillance. As a consequence, adolescents have an opportunity to practice
responsibility in buman relations without supervision and to learn to ac-
cept the consequences of their behavior. On the other hand, early adoles-
cents are nol permitted to participate in a variety of adult activities and
decision making. Typically, they are not allowed to be self-supporting or
to vote, cannot go into bars or buy hard liquor, and are not permitied o
marry without adult consent. Parents themselves have conflict between
the desire to give the adolescent freedom and the desire to reassert con-
trol. Finally, most adolescents recognize that a great deal of power is still
vested in adults, especially in teachers, principals. counselors, and juve-
nile officers; thus they are reminded that their ultimate responsibility is
still to an external authority.

Social motives and concerns. In early adolescence there is a high value
placed upon autonomy, initiative, identity formation, and idealism, with
explicit, overt acceptance or approval of adult-sponsored interests and
discipline being negatively valued. There is a strong norm not to be under
the control of parents and to abandon familial dependency.’ Adolescents
are motivated to gain some financial independence and to attempt to
achieve seif-direction and emancipation. Although, on the one hand,
some aspects of adolescent culture emphasize fun and adventure, other
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aspects of adolescent culture emphasize career preparation and serious
work toward long-range goals. There is a greater flirtation with boundary
areas between propriety and immorality, with various offenses, such as
staying out late, drinking, and sexual behavior, often being encouraged
by the peer group.

Adolescents are concerned with the world’s view of both themselves
and their family and devote a great deal of epergy to trying to assess what
others think of them. They have a need for personal security, intimacy,
and meaningful collaboration with peers. Adolescents care more about
social and personal issues, political events, and religious issues. A major
goai of adolescents is to make decisions about, and prepare for, future
adult tasks, roles, and occupations. Preparation for one’s future career is
a critical aspect of this period; this, in turn, increases competition among
peers for the symbols of adult status, such as positions of responsibility
within student government, scholarships, or outstanding athletic perfor-
mance. Adolescents are also expected Lo acquire and practice the social
skills of adults, to experiment with what they are in relation to others,
and to “try on” new behaviors and experiences. In other words, they are
expected 1o begin the process of attaining a somewhat coherent, perma-
nent answer to the questions “Who am 177 and “What will I become?”

Social-life phases and social-cognitive development

The purpose of this section is to provide some examples of the possible
relation between changes in the social life of children and changes in their
social concepts, social information processing biases, and social predic-
tions. Our discussion of this relation is meant only 1o be suggestive, as
our knowledge of the social hife of children during different periods, as
mentioned earlier, is incomplete, selective, somewhat anecdotal, and of
unknown accufracy.

Some aspects of the social life of children could affect the development
of their social concepts. For example, when juveniles enter elementary
school they adopt the new role of “pupil” in the formal organization of
the school. This role demands that certain common standards of dress,
deportment, and personal conduct be followed; both parents and teachers
emphasize the importance of being a “good boy™ or “good girl” at
school. During the preadolescent period, children are supervised by a
number of different avthority figures and must learn to follow the rules of
various formal organizations in which they participate but over which
they have little power or contrel. These aspects of the social life of
juveniles and preadolescents should impact on their moral judgments and
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beliefs. With respect to Kohlberg's (1964, 1969) stages of moral develop-
ment, in particular, one would expect that during the juvenile pericd
there would be a sharp increase in Stage 3 moral judgments (i.e., the
interpersonal concordance or “good boy-nice girl” orientation) and that
during the preadolescent period there would be 4 sharp increase in Stage
4 moral judgments (i.c.., oricntation toward authority, fixed rules, and the
maintenance of the social order). In fact, there is evidence (Kohiberg,
1964, 1969) of a sharp increase in Stage 3 moral judgments between 7 and
10 years of age {the juvenile period) and 4 sharp increasce in Stage 4 moral
judgments between 10 and I3 years of age (the preadolescent period). Of
course, we are not arguing that social life changes ure sufficient for shifts
in moral judgments; cognitive factors also play an zn(!qmcntignt and inter-
active role (as discussed later). Thus, we would only predict a sharp
increase in the proportion of childeen at a higher stage after a shilt to a
later lile phase, not that a majority of children in the later phase would
necessarily reach the higher stage.

Changes in their relationships with those in power could also lead to a
change in the children’s conceptions of authority during the juvenile and
preadolescent periods. Preschoolers are mainly under the authority of
their parents; in contrast, juveniles are under the control of a wide variety
of authority figures. Thesce individuals provide cach child with much less
personal attention and nurturance than parents, and their authority re-
stdes in either institutional roles or their acknowledged expertise. I pre-
schoolers associate authority with their parents and juveniles associate
authority with a range of adults, one might cxpect preschoolers Lo asso-
ciate authority with the particular characteristics of their parents, with
attachment, and with fulfiilment of their personal needs; in contrast,
juveniles would be expected to associate authority with social power,
formal status, and expertise. Damon (1977a) has found a shift from the
preschool to the juvenile period in the tendency to give Level 8 authority
knowledge responses (i.e., authority is legitimized by the personal link
between the authority figure and the self or by physical attributes of the
authority figure that the child considers to be descriptive of persons in
command) versus Level 1 authority knowledge responses (i.e., authority
is legitimized by attributes that enable authority figures to enforce their
commands).

Preadolescents interact with the same peers i a variety of situations
that provide them with the opportunity to notice that variation in the
power and performance of their peers is a funetion of the situation. In
addition, the selection of leaders within their informal peer groups is
based upon the achieved, rather than the ascribed, status of the members;
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leaders are selected on the basis of their ability to lead the group effec-
tively. Thus, one might expect a shift during adolescence to Level 2
authority knowledge responses (i.e., authority is legitimized by the au-
thority figure’s ability to fead and command better than subordinates, and
this ability is believed to vary across different situations), which has.
indeed, been found by Damon (1977a),

In his study of preschoolers’ and juveniles’ authority knowledge re-
sponses, Damon (1977a) also found an age-related difference in whether
a peer story-dilemma versus an adult story-dilemma yielded higher level
responses. The peer story-dilemma focused on a child-child authority
relation (i.e., the authority refation between the captain and other players

n a team} and the adult story-dilemma focused on a child-adult author-
ity reiation (i.e., the authority refation between a mother and her son or
daughter). Damon (1977a) found that the preschoolers gave higher level
authority knowledge responses on the adult story-dilemma, whereas juve-
niles gave higher level authority knowledge responses on the peer story-
dilemma. As Damon (1977a) suggests, this developmental difference is
probably due to differences in the social life of preschoolers and juve-
niles. Preschoolers do not participate regularly in formal, organized
games or social activities with peers in which there is a hierarchy of power
and prestige; they do, however, have frequent exposure to parental au-
thority. Juveniles, on the other hand, have regular contact with peers in
hiemrchmlly organized activities, especially in gdmm in which the captain

- is distinguished fromt other team members.

Changes in the social life of juveniles, preadolescents, and early adoles-
cents should also affect their conceptions of friendship. First, juveniles’
friendships should be based more on their subjective evaluations of
others” personal characteristics than are preschoolers’ friendships be-
cause, as described later, their social life promotes an increase in disposi-
tional, personal judgiments of others. There is, in fact, considerable evi-
dence that between 7 and 10 years of age the establishment of friendships
shifis {rom being based on situational factors (e.g., common activities,
proximily, frequent encounters) to admiration of another person’s dispo-
sitions or traits (e.g.. Berndt, 1981; Damon, 1977a}. Preadolescents have
greater freedom to move into and out of “voluntary associations”; they
interact in more activities and organizations with large numbers of differ-
cnt peers; and they have more control over their social relationships.
Social interaction within large groups of peers, most of whom are
strangers or acquaintances, should increase the need and desire for loyal
support from some peer (or peers) who can be regarded as a friend.
Many studies have found that the nature of friendship does shift in these
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directions during the late juvenile and preadolescent periods (¢f. Damon,
1977a). During preadolescence, trust and loyal support become defining
attributes of friendship (cf. Berndt, 1981; Selman, 1976a), and notions of
“kind” acts in interpersonal relations increasingly include helping and
aiding others {cf. Youniss, 1973),

The marginal status of early adolescents and the conflicting demands
placed upon them create tension in their life. The pressure to achieve, to
prepare for, and decide upon, future adult roles, to discover who they
are. and to get along with a wide variety of different types of people
create additional problems. One might expect early adolescents to experi-
ence a need to find people with whom they can share their fears, aspira-
tions, and beliefs, and to whom they can turn when they feel over-
whelmed by their tensions and problems. There is, conseguently, an
increase during this period in the tendency to consider as friends people
who share their innermost thoughts and feelings and who assist one
another with their psychological problems (ef. Damon, [977a). Early ado-
lescents have much greater control over their selection of friends and over
the activities in which they and their friends participate, In addition, they
are very aware of the eventuality of marrying an opposite-sex peer. As
one might expect, early adolescents are more likely to consider friend-
ships as relatively long-term relationships (cf. Damon, 1977a).

Other changes in the social life of children could underlie the observed
developmental changes in social information processing biases. For ex-
ample, certain aspects of the social life of juveniles should promote
changes in the nature of their person perceptions. Social exposure in-
creases dramatically when juveniles leave elementary school. Juveniles
interact with various adults other than their parents (e.g., teachers, recre-
artonal directors) and have much greater contact with peers of different
demographic status {e.g., sex, religion, ethnicity) and different personali-
ties. They can observe how authotity figures judge the behavior and
personalities of their peers. Such social exposure should increase the early
adolescent’s tendency to describe others in terms of personal traits. Sulli-
van {1933) suggested that the very speed with which juveniles are exposed
to people of different types would make it difficult for juveniles not to
create  classification systems for people. Age-sepregated classrooms
should further enhance this tendency, as age is removed as one of the
possible and highly salient classification categories, thus shifting atiention
to other classifications. There is, in fact, a sharp increase between 6 and 9
years of age (i.e., the juvenile period) in the tendency for children to
describe others in terms of their personal traits rather than their superfi-
cial appearance or possessions and to explain others’ behaviors in terms
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of their underlying dispositions rather than situational factors {cf. Chan-
dler, 1977; Livesley & Bromley, 1973; Peevers & Secord, 1973; Shantz,
1975).

Juveniles are also more under the influence and control of adult and,
especially, parental sanctions and norms than pre- and early adolescents.
Thus, it would not be surprising if adult sanctions and norms had a
greater impact on juveniles’ judgments when they are relevant 1o the
judgmental task. Indeed, Costanzo and his colleaguoes found in a series of
studies that developmental changes in various kinds of social judgments
are better interpreted in terms of age-phase changes in sensitivity to the
particular norms prevalent in the child’s social context rather than in
terms of cognitive deficits. In Fact, when adult prohibitions or norms were
irrelevant to the judgmental task, juveniles pave more “mature” social
judgments, such as the use of information about intentions (see Costanzo
et al., 1973; Costanzo, Grumet, & Brehm, 1974; Farnill, 1974; see also
Costanzo & Dix, this volume).

Other evidence supgests that the general developmental shifts in chil-
dren’s weighting of intent versus outcome information when making judg-
ments of others reflect shifts in children’s social life. Using the familiar
Piagetian intent/outcome moral-judgment paradigm {Piaget, 1932), Par-
sons {1974} provided children with a description of an event sequence and
asked them to reward or punish the actor. Like the classic Piagetian
studies, the sequences varied along two basic dimensions: the actor’s
intent and the outcome. In addition, the situational context varied with
respect to the competitiveness of the situation. The competitive stories
depicted situations in which an individual either performs a solo task on
which few either succeed at the peak level or win while the majority
either perform only adequately or fail {e.g., taking an exam, swimming in
a race) or in which persons compete as team members on similar types of
competitive tasks (e.p., a baseball game, a team spelling bee). The non-
competitive stories depicted situations in which an individual either com-
pletes a solo noncompetitive task (e.g., building a model plane, putting
together one’s scrapbook) or helps another person complete a noncom-
petitive task (e.g., helping a friend build a kite, watering the lawn for
one’s mother). Figure 1 iltustrates the developmental patterns associated
with the use of outcome (left graph) and intention (right graph) as evalua-
tive cues to determine the competitiveness of the situation.

The first inding worth noting is the differential developmental patterns
in the use of outcoine and intent associated with the different situational
contexts. If the development of evaluative judgments was primarily a
function of intellectual development —that is, an age-related substitution
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of evaluations based on internal, inferred intentions for more simplistic
judgments based on concrete, observable outcomes - the curves would be
more similar, differing, perhaps, in a pattern reflecting décalage, or de-
velopmental fag. That this is not the case is evidenced by the weighting of
outcome, for example, which clearly varies across situations, ages, and
qutcnmcs. Why, for instance. do negative cutcomes in noncompetitive
situations contipue to be punished, whereas negative cutcomes in com-
petitive situations lose their evaluative significance? The recent investiga-
tions of both Blumenfeid and her colleagues (197Y) and Parsons (in press)
suggest that classroom dynamics may be responsible for this pattern,
Teachers punish consistently for misbehavior and failure to follow pre-
scribed norms, In contrast, they rarely punish a child directly for poor
academic performance. In interviewing fifth-grade children, Blumenfeld
and her colleagues found that children's assessments of the relative im-
pottance of failure in these domains reflect their teachers’ reinforcement
patterns. The children said that it was much worse fo violate a behavioral
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rule or to misbehave than to do poorly on an exam. Clearly, the chil-
dren’s evaluative judgments are being influenced markedly by the cultural
norms around them.

Other studies using the Piagetian intent/outcome moral judgment para-
digm have also found that the situational context has a major impact on
developmental patterns. In an earlier study, Weiner and Peter {1973}
found results similar to the Parsons (1974) findings in a comparison of
achievement and moral contexts, and in a cross-cuitural follow-up study,
Salili, Maehr, and Gillmore (1976) also documented the impact of situa-
tional context on the development of evaluative judgments. Interestingly,
the situational effects Salili and his colleagues found in Iran differed from
the effects found by Weiner and Peter {1973) and Parsons (1974) in
American samples.

The second relevant finding is the developmental shift in the use of
both cutcome and intent occurring at the seventh-grade level. 1n com-
petitive situations at the seventh-grade level, the importance of outcome
increases (i.e., positive outcomes are rewarded more and negative out-
comes are punished more}, whereas the importance of intention de-
creases {i.e., positive intent is rewarded less and negative intent is pun-
ished less). The percent of variance accounted for by each variable
demonstrates this shift even more dramatically; the percent of variance
accounted for by outcome jumps from 13% to 23%, whereas the per-
cent of variance accounted for by intention drops from 29% to 17%.
Interestingly, Weiner and Peter (1973} found a similar shift at the sev-
enth-grade level in the weighting of outcome and intent (i.e., effort) for
their achievement story.

What accounts for this shift? Although neither study can provide the
answer directly, it may be due to the situational environment of the
seventh-graders. They had just begun junior high school, and the transi-
tion from elementary school to junior high school is a critical social event
marked by significant changes in the expectations and social situations
confronting the child. Whereas elementary school teachers may have
been willing to reward achievement efforts to support strong achievement
motivation, jupior high school teachers may be less willing to let grades
reflect effort. Junior high school is the time, after all, to get down to
business in school, the time to take one’s education seriously. This shift in
attitude will undoubtedly be reflected in the attention paid to outcome
versus effort. For example, in several school districts with which we are
familiar, letter grades are first given in the seventh grade. Prior to that
time, children’s performance is evaluated in terms of their progress and
not in terms of their refative performance. In junior high school the focus
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shifts. Parents may also be placing more embhasis on oufcome as entry
mnto college and other occupational training grounds is now at stake.’
Additional evidence for our hypothesis is provided by the Salili, Machr,
and Giltmore (1976} Iranian study. They did not find the shift in impor-
tance of outcome at adolescence and explained this discrepancy in terms
of the stress placed on effort over outcome in the Irapian ethics of achieve-
ment; that is, whereas adolescents are judged by their products in North
America, they are judged by their effort in bran.

A study by Simmons and her colleagues provides additional support of
the impact of the junior high school environment on children’s social
cognitions (Simmons, Rosenberg, & Rosenberg, 1973). These investiga-
tors compared the self-concepts and person perceptions of two groups of
12-year-olds: one group in elementary school and one group in junior
high school, They found a marked difference between these two groups
that could not be expluined by biological changes, maturational rates,
cognitive levels, or relative physical size. They concluded that the differ-
ence was primarily a consequence of differences in the social environ-
ments associtated with elementary and junior high schools. In other
words, chunges in the children’s social environments had a greater effect
on the social cognitions measured than did the developmental changes
associated with maturation.

Changes in the social life of children may also underlie some of the
developmental changes that occur in the attributional biases of children.
In a recent study by Ruble, Feldman, Hipgins, and Karlovac (1979), 4-
and 3-year-olds, 8- and 9-year-olds, and college students watched a target
actor select a preferred item from an array of cither animals, colors,
cartoon characters, or cars and four other actors either agree or disagree
with the target actor's choice. Subjects were asked why the target actor
selected the chosen object: Was it because of the actor's own personal
tastes (a person attribution) or was it because the object was really good
(an entity attribution)? This basic procedure was then replicated in
another study with 5- and 6-year-olds, 7- and 8-year-olds, 9- and
t-year-olds, and high school students, except that subjects chose their
own favorite item in cach array and answered the person/entity attribu-
tion question for themselves, These studies found that 4-) 5-, and
6-year-olds were more likely to make entity than person attributions for
both a target actor’s choices and their own choices, whereas by the age of
% children were more likely to make person than entity attributions. This
developmental shift in attribution bias was again found in a recent study
by Higgins and Bryant {in press).

From a cognitive-development perspective, one might interpret this
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developmental shift in attribution bias as reflecting young children’s ten-
dency to focus on concrete, obscrvable features of the environment (1.e..
the chosen object’s physical properties) rather than on more abstract,
covert features of the environment (i.e., the target actor’s dispositions or
personal tastes). Although there may indeed be a developmental shift in
the attention paid or weight given to entity-based versus dispositional-
pased determinants of choice behavior (cf. Ruble et al., 1979), it is not
the case that the youngest children were incapable of making disposi-
tional attributions. Even the 4- and 5-year-olds made significantly more
person attributions for the target actor's choice when the other actors
unanimously disagreed with the choice (i.e., low consensus) than when
they unanimously agreed with the choice (i.e., high consensus). Thus, the
developmental shift was not due to a change from concrete to abstract
thinking {see Piaget, 1962a; Werer, 1957).

Another explanation for the entity/person attribution shift is that chil-
dren’s beliefs about the causes of actions and events may initially involve
little sense of personal responsibility or control over outcomes and that
children’s sense of personal causation increases with age. As Ruble and her
colleagues (1979) point out, this explanation is consistent with evidence of
both an age-related increase during this period in internal focus of control
(e.g., Lifshitz, 1973) and a shift during this period in mastery orientation in
achievement situations {e.g., Veroff, 1969). This change in children’s sense
of personal causation may, in turn, reflect a change in children's actual
control over their personal lives during this period. There is, after all, a
dramatic increase from the preschool to the juvenile period in children’s
mobility, freedom to select activities and playmates, and opportunity to
function without constant adult supervision and direction.

The role of social exposure, more generally, in increasing person attri-
butions is also suggested by the results of our most recent study (Higgins
& Bryant, in press). Consistent with our previous studies, 8- and 9-
year-olds and college students had a general person attribution hias when
making judgments of a peer target actor. There was no person attribution
bias, however, when the target was a nonpeer (e.g., a college student
target for the 8 and 9-year-old subjects). Thus, 8- and 9-year-olds and
college students displayed a person attribution bias only when the target
was a member of a familiar age group. Presumably, frequent contact with
members of one’s peer group, such as in age-segregated activities, would
increase one's knowledge of the variability in responses among peet
group members, which, in turn, would increase one's recognition of the
role of personal factors (e.g., personal taste) in behavior, Consistent with
this reasoning, as one might expect, preschoolers make entity attributions



38 SOCIAL COGNITIUN AND THE SOCIAL LIFE OF THE CHILD

e.vc'n when making judgments of self and peers because their relativel
limited peer contact muakes them less aware of the variabifity in peci
rcsqnnscs (Fliggins & Bryand, in press; Ruble et al., 1979,

‘i-maiiy, there are some shifts in the social life of children that could
affect their predictions of others' responses and behavior. For cxample, in
twor recent studies (Higgins, Feldmun, & Ruble, 198 i[las(mtinns‘of
Separate arrays of snacks, meals, and activities were presented to 4- ;md
S-year-obds and 8- and Y-year-olds. They were asked to select their per-
sonal preference, the preference of their peers, and the preference of
nonpeers (i.e., “prown-ups”). The 8 and Y-year-oids {juveniles) were
more accurate than the 4- and S-year-olds {preschoolers) in predicting the
prefctrcnces of grown-ups; the 4- and 5-year-olds were more accurate in
prcfiictizlg the preferences of peers than the preferences of nonpeers.

From a traditional cognitive-development perspective, this develop-
tl‘nemai pattern would most likely be interpreted as the transition from

cgocentric” to “nonegocentric” judgment (e.g., Piaget, 1965). That is
the 4- and S-year-olds, being cgocentric, would tend to select their per:
sonal preference when judging the preferences of others, which would
lead to accurate judgments for similar others (peers) but inaccurate Judg-
ments  for dissimilar others (grown-ups). In contrast, the 8 and
9-year-olds, being nonegocentric, would not tend to assume similarity
when making judgments of others. The results of the studies. however
cannot be explained in terms of this cognitive-developmental \';Exift Firs‘t‘
mns(' U,f the 4- and 5-year-olds did not select their own prcfercnces.- wh;-r;
pr&.:cﬂcimg the preferences of cither peers or grown-ups. Moreover
neither the 4- and S-year-olds’ accuracy in predicting pC{:lI‘SI‘ prc{crcncc';
nor their inaccuracy in predicting grown-ups® prcfefcnccs could be 'z-cl
coun.ied for by those subjects who did select their own preferences wh‘en
makmg predictions. For example, only 22% of the 4- and S-yc;zr-ot;h who
made inaccurate predictions of grown-ups’ preferences selected 1hcé;' own
pcrslonz.ti preference when predicting for grown-ups.

Higgins, Feldman, and Ruble (1980) describe a number of develop-
mental differences in social experience that could underlie th.e dcveioaw
mental difference in accuracy. In terms of the present “social life phasei”
‘framewor’k, a possible cause of the developmentat change is the sE;a;"p
increase in exposure o various adults {i.c., “grown-ups”) that occurs
whc:.1 ;uver}ﬂ‘e‘s enter elementary school and begin to parlicipate in com1
munity activities outside the home. As exposure to adults increases. the
accuracy of Chfldrcn‘s knowledge about adults naturally incrcusc‘sk h

-Soc.'lal experiences could also provide an alternative explanallinkn. for the
shift in children’s use of past achievement-refated outcomes in ;;rcdicting
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subsequent performance. Parsons and Ruble (1977} found that 3- and
5.year-old children do not make use of failure information in predicting
future performance, whereas children 7 years of age and older do. Using
a4 cognitive-deveiopment framework, they attributed this developmental
change to a specific shift in the children’s cognitive capacity, namely, (0
an increase in the child’s capacity to integrate a series of past outcomes in
the formation of a stable concept of one’s abilities. Basing one’s predic-
iions for future performance on past performance, however, also requires
ihat one consider the past performance as relevant and heuristicatly valu-
able. Thus, the developmental change reported by Parsons and Ruble
could reflect a shift in the perceived relevance of one’s past outcomes
rather than a shift in the children’s cognitive capacity. Preschoolers, be-
caase they are acquiring so many physical skills so rapidly, have frequent
experience with failure followed by subsequent, and often dramatic, im-
provement. Consequently, their own past experiences provide them with
little reason to conclude that past failures are predictive of future failures.
Other aspects of the social environment of preschool children would sup-
port their belief in the instability of both outcomes and ability. First,
because parents of preschoolers are aware of the rapid changes in the
physical capacity of their children, they encourage their children to contin-
ue to try despite failures. Second, because the home environment is not
age stratified, children have the opportunity to compare their perfor-
mances with both older and younger people and thus observe the striking
shifts in abilitics that occur as one gets older. These soctal environmental
factors should lead preschool children to perceive abilities as rather unsta-
ble and more like skills to be learned than like entities that are stable
characteristics of individuals,

Recent results (Eccles-Parsons, 1982) obtained in Parsons’s laboratory
provide support for this interpretation. On a modified version of the
procedures used by Parsons and Ruble (1977), preschoolers were just as
likely as older children 1o attribute their outcomes 1o ability, but when
asked to predict future performance, the younger children’s attributions
were unrelated to their predictions, whereas the older children’s predic-
tions were. In addition, when asked why they made their prediction,
older children were more likely to cite past performance or stable ability,
whereas young children were more likely to cite tearning how (o do the
task as the causal explanation for their predictions,

In conclusion, then, there may be little in the social life of preschoolers
that would lead them to conclude that performance reflects stable, under-
lying abilities. Entrance into elementary school alters several of these
dynamics. First, classes are age stratified. Consequently, juveniles are
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exposed to a dramatic increase in information regarding individual differ-
ences and individual consistency across time. Second, their own matura-
tion level will have slowed considerably. And third, as discussed earlier, it
is very probable that parents’ attitudes regarding the stability of perf;)r-
mance undergo a shift at about this time. Each of these shifts should
increase the perceived relevance of past performance for predictions of
future performance.

Cultural and demographic variation in social-life phases

Our earlier account of social-life phases was intended to represent the
sequence of life phases for a typical middle-class child in North Amertca
as it was to be related to the social-cognitive development of the typical
North American middie-class child. The sequence and features of xc:hii—
dFGF]‘S social hfe, however, undoubtedly vary greaily as a function of
so-cml class, ethnicity, sex, region, and culture. Such variation could per-
mit a test of the hypothesis that social-life phases contribute to social-
cognitive development and provide an answer to the “chicken and egg”
guefslimi; that is, could the shifts in social-life phases simply reflect social-
ization ;:g(.:ms' recognition of the qualitative changes in children’s cogni-
tive capacity? Certainly some changes in children’s social life arise from
such recognition. For example, it has been suggested that parents” use of
verbal rationales, or induction, to train their children in moral behavior
df:pf.‘['ldS upon the parents’ judgments that their child has reached a suffi-
cient level of verbal understanding (Parke, 1974; Rosenthal & Zimmer-
man, 1978). Nevertheless, fower-class mothers tend not to use verbal
rationales even when their children are capable of understanding them
{Hess & Shipman, 1968), and lower-class children continue to use re-
ward/punishment rationales for school performance well after middle-
class children have started using “higher” level rationales (Blumenfeld et
at_| 1979},

It is a-lso quite likely that some changes in children’s social lite are due
Fo physical maturation. For example, the sudden changes during puberty
n physical size, strength, speed, and coordination, as well as sexual striv-
ings, obviousty influence adolescents’ activities, social reiationships, privi-
[cgesj and so on. There may even be a maturational influence on basic
emotional needs and life-phase “crises” (cf. Erikson, 1963). it has been
argued, however, that the nature of adolescence is due to the influence of
adult values and role expectations for youth rather than physiological
maturation (e.g., De Vos & Hippler, 1969; Mead, 196]; Simmons, Ro-
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senberg, & Rosenberg, 1973) and that the role of psychological matura-
tion has been overemphasized (see Bandura, 1964).

It is clearly important to determine whether social-life phases influence
social-cognitive development independent of such inteliectual and matu-
rational factors, and cultural-demographic COmparisons are one possible
way to examine this issue (see Mead, 1932; Shweder & Bourne, in press).
Assuming that requisite maturational level and cognitive skills couid be
controlled for or matched, one could examine the relationship of tempo-
ral entry into a particular life phase or of the specific features of a particu-
lar life phase and social-cognitive development. For example, although
children generally move from a non-productive (i.e., not expected to
contribute to the goods and services of the society) to d productive role
phase, cultures differ as to when and how abruptly this shift occurs, which
could influence an individual's sense of social responsibility, soctal DOSE-
tion, and relationship to others.

There is, of course, a substantial literature on culture and personality
concerned with the relation between parental practices and personality
development (cf. Hess, 1970; Hsu, 1961; LeVine, 1970; Zigiet & Child,
1973). This literature, however, has typically related general differences in
child training to general differences in personal dispositions {e.£. achieve-
ment motivation, dependency) or cultural beliefs and customs (e.g., beliefs
concerning illness, mourning customs). Possible cultural differences in the
sequence and features of successive life phases in childhood have not been
examined nor have such differences been related to differences in the
social relationships and social judgments of children. There is even some
question as to whether a solid body of evidence concerning cross-cultural
variations in child development has been collected yet (LeVine, 1970). But
there is a growing awareness of the need for just such data in evaluating the
validity of our descriptions of, and causal explanation for, developmental
citange (cf. Super & Harkness, 1980). Harkness (1980) has argued recenily
that our reliance on a monocultural data base has blinded us to the impact
of social variation in development and has led to our heavy reliance on
maturational theories in developmental psychology.

Ideally, one could wish to obtain evidence that variations along particu-
far social life dimensions are associated with variation in social cognition,
At present, the information available simply does not permil such an
analysis. Thus, this section will be restricted to providing examples of
cuttural and demographic variation in life phases thai appear to he, or
could be, related to differences in social cognition.

It is well recognized that ecological, technological, economic, and po-
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litical factors can all influence socialization practices through their impact
on social relationships within and outside the family and on the aims of
.ihe socialization agents (cf. Aberle, 1961; Clausen, 1968; Inkeles & Lev-
mson, 196Y; Super & Harkness, 1980). The nature of the tasks mmposed
by a society’s technology, for instance, affects the age at which societal
menj]bers first engage in serious economic activity, with such activity oc-
curring later if the tasks are dangerous, highly complex, or performed far
from home (Aberle, 1961). Among the Samburu (Kenya), for example
the abrupt initiation from boyhood into the adult pha;e of Mnranhooé
occurs when males are between 13 and 20 years of age. During the
Moranhood phase of life, males live as bachelor warriors in the bush
away from the scttlement. When they are 30 years of age or older they
enter the next adult phase of elderhood in which they five in the ;s:!t!ey
ment, marry, and become decision makers (Spencer, 1970). In contrast
in the village of Kauv Sai (Hong Kong), children have a production roIL:
from a very early age, with adult skills and functions being acquired
gradually at home. Although the marriage ceremony formally confers
adult status, adult roles are assumed gradually (Ward, 1970}, -
_ The adolescent period in North American society is quite different from
€.|thcr of these cases. even though the biological transition at puberty is
likely to be quite similar. Compared to the Samburu, entry into a.nd exi;
fmr_n the adolescent phase is much more age-related in North American
society (i.e., 12 to 14 for entry, 18 to 21 for exit). The broad range of ages
for entry into and exit from Moranhood among the Sumburu suggests that
factors other than cognitive or maturational level determine when the shilt
occurs in that culture. In Kau Sai there is no distinct adolescent period in
which children must abruptly shift from childhood to adult roles. Tn fact
Kau Sai pubescents have no life choices to make because they are uffermi
no alternatives (Ward, 1970), and Kau Sai pubescence appears lo gencrate
-!ess conflict than does North American adolescence (Ward, 1970). It is
interesting in this regard that Chinese-American adolescents who take on
adult functions sooner and with less choice than Anglo-American adoles-
cents and learn more of these functions at home react kess to authority !hi;!]
Anglo-Americans during this period (Gardner, 1978). Similarily, Hsu
(1961) and his colleagues in a study comparing youth growing up in Chi-
cago with Chinese-American youth growing up in Hawaii attributed the
low rﬂte. of rebellion among the Chinese-American youth to the clear
expec!ahons and social roles set out for children within the Chinese-
American cultures. Mead (1961) has argued that forcing our adolescents to
choose from a wide-ranging, ill-defined set of options is responsible for the
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conflicts and difficulties associated with adolescence in this cuiture. One
can only speculate on the impact of this forced choice on the shifts in a
variety of social-cognitive domains, such as moral reasoning, person per-
ception, and identity formation.

The link between social experiences and cognitive-development pat-
terns is also evident in the domain of competition and sensitivity to social
comparison information. Ethnic groups vary in the value they place on
competition. For example, whereas the Sioux Indians emphasize indepen-
dence and competitiveness, the very idea of competition contradicts the
Hopi Indians’ sense of what they are or most want to be. Similarly,
Mexican-American parents are less likely to socialize competitive behav-
ior in their children than are Anglo-American parents, One might expect,
therefore, that the devclopmental increase in achievement-related social
comparison and competitiveness that generally characterizes development
among Anglo-American children would be less evident for Hopi Indians
and Mexican-Americans. Indeed, McClintock (1974) has found that com-
petitiveness does not develop in Mexican-American and Anglo-American
children at the same pace.

The goals parents have for their children and parental beliels regarding
the stability of various child behaviors offer additional examples of the
cultural variations that impact on social development. In a new line of
research, 1. Goodnow (personal communication, 1980) asked parents in
Australian-Australian and Lebanese-Australian families when they think
various behavioral patterns become stable. Australian-Australian (largely
of English descent) parents think that most behavioral patterns, inciuding
academic performance, are fairly stable across the years from 6 to 12.
Lebanese-Australian parents, on the other hand, think that most behav-
joral patterns are not stable across time. It is very probable that middle-
class North American parents hold beliefs similar to those of Australian-
Australian parents. North American parents start asking the school for
social comparison information on their children’s intellectual abilitics
soon after they enter school. Interestingly, North American youths de-
velop a stable concept of ability (Nicholls, 1975) by 8 and 9 years of age,
and there is a dramatic shift in North American children’s use of past
outcomes to predict future performance between the ages of 5 and 8§
(Parsons & Ruble, 1977). Are North American children’s beliefs regard-
ing the stability of intellectual abilities a consequence of their purents’
attitudes? And, if so, will Lebanese-Australian children view ability as
unstable for a longer development period? 1f our argument has merit, one
would have to predict so. One would also have to predict that the devel-
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opmentai patterns for Australian-Australian and North American chil-

dren would be similar. Goodnow's research will provide us with some

very important answers.

Another important feature of modern, industrialized society that is not
found in every culture is formal schooling. Great cross-cultural variation
is found in adult functions learned in formal school situations with non-
kindred teachers and peers and those learned at home with parents and
siblings (Gardner, 1978). The formal schooling common to Western mod-
ernized societies instills in students an individual modernity, that is, a
complex set of interrefated attitudes and values, including a desire for
autonomy, a decreasing concern with traditional authority figures, an
mcreased sense of personal control over one’s life, and an openness to
new people, experiences, and ways of doing things {cf. inkeles, 1974;
Suzman, 1974). Acquisition of such aspects of individual modernity
should influence, in turn, children’s social cognitions. Developmental mod-
els that chart social-cognitive growth toward a set of values based on
autonomy and universal justice, such as Kohlberg's, may reflect the ori-
entation of children toward the Western value system rather than toward
some universal, culture-free sequence. If this is true, one would expect
differences in sequencing and in the final end state of the social-cognitive
development of children from modernized and nonmodernized societies,
as well as differences among children from the same society who vary in
their degree of exposure to formal Western schooling,

Socialization practices cun also vary within the same society as a func-
tion of social class, gender, and so on. With respect 1o soctal class, for
example, there is evidence that lower-cluss children, especially, partici-
pate less than middle-class children in formal organizations and extracur-
ricular activities within the school and community {Hess, 1970}. Thus,
lower-class children are exposed to a smaller range of socialization agents
and experience less opportunity for performing different kinds of social
roles (e.g., holding office in a club) and for working cooperatively with
adults. This restriction in social experience could account, in part, for the
tendency of moral judgments of lower-class children to differ from those
of middie-class children. There is, in fact, evidence that children who
participate in soctal clubs and organizations tend to give more advanced
moral judgments than those who do not, regardless of social class (Hess,
1970, Keasey, 1971).

The social life of lower-class children also differs with respect to the
mode of social control exercised by their parents (position-oriented vs.
person-oriented} and the goals that are emphasized in interpersonal com-
munication (Bernstein, 1970). Lower-class parents are more likely than
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middle-class parents to respond to their child on the basis of thle child’s
ascribed status or position (e.g., age, gender) than on_thc basis of the
child’s personal characteristics (e.g., needs, fnotiw‘:s, s_k;ll.s).' Lower-class
parents are also more likely to emphasize social solidarity in interpersonal
relationships, and, thus, compared with middie-class parents. the commu-
nication goal of reinforcing social bonds is given more wc:gi?! than the
communication goal of accurate transmission of the speaker’s p.crsuna!
beliefs, attitudes, and so on {Bernstein, 1970). Although these social-class
differences do not appear to affect communication s{yie‘ o the extfznt
claimed by Bernstein (cf. Higgins, 1976), they could contribute o social-
class differences in referential accuracy by reducing both the mental re-
sources the lower-class children allocate to accurate information transmis-
sion versus interpersonal maintenance {cf. Higgins, Fondaf:.aro‘ &
McCann, 1981) and the attention they allocate to the individuating char-
acteristics of their listener. However, as with participation in formal or-
ganizations, it is the social life of children rather than social class per se
that is critical (cf. Higgins, 1976). Thus, Bearison and C'dSSl.:l {1975} re-
port that middle-class children whose parents use a persq»oncnled mode
of social control communicate more effectively than children whose par-
ents use a position-oriented mode of social control.

Gender differences provide yet another opportunity Fo explore the pos-
sible impact of social life variation on social cognitions. Two spec'thc
examples seem especially relevant: one related to achievement behaviors
and one related to moral reasoning.

Henrig and Jardin (1977) argue that women are nnt‘as g-()fad as men at
the role of “team player” and that, consequently. their Elh‘lilly 10 SUFVIve
and prosper in the business community is thus con?pr.omtscd.. Alt.hfmng
we basically disapprove of theories that blame the vncl:m_, their p(mﬂ has
some interesting implications for our position. They aitnhme' this dlffﬁi.f'
ence to the effect on social perceptions of one critical sex dlfferer?ce in
preadolescent and adolescent social experiences, _ﬂamleiy. partigimtmn in
competitive athietics. They arguc that pariicipa.n(m in competitive team
sports teaches cooperative, team-oriented beha.vmr and the acceptance of
collective responsibility for outcomes; these skills, they argue. are essen-
tial for survival in the corporate structure. Although no direct test has
been made of their hypothesis, it is the case that nany successlul corpo-
rate executives have had a long history of active partictpation in competi-
tive sports. Sex-differentiated participation in compet'mve sp()rls. could
also account for sex difference in inferences concerning acacfcm:c suc-
cesses and failures. Girls are more likely than hoys both to attribute their
academic failures to lack of ability and to Jower their expectancies foitlow-



40 SOCIAL COGNITION AND THE SOCIAL LIFE OF THE CHILD

ing failure {cf. Parsons, in press; Frieze et al., 1978). High rates of failure
and experiences with improvement may reduce the significance of failure
for onc’s sense of one’s abilities. Given the low probability of success
each time one is up at bat in baseball or runs for a touchdown in foothall,
and pgiven the rapid improvements children experience in their athletic
skills over the juvenile and preadolescent periods, boys may have more
experiences that teach them to see failures as less a function of inability
than of bad luck or inexperience than do girls. Because girls, until re-
cently. have been denied such experiences, they are less likely 1o develop
an unstable, expericnce-dependent view of ability,

Moral reasoning is a second domain in which sex differences in social
life cauld influcnce the development of social cognition. High school girls
score at average of one stage (Stage 3) lower than high school boys on
Kohlbergian scales (Gilligan et al., 1971; Holstein, 1976; Turiel, 1973).
The female sex role may be responsible for this difference. Because Stage
3 reasoning relies on interpersonal concordance and because interper-
sonal oricntation is the halbmark of the female sex rote, onc should not be
surprised to find the majority of women “stuck™ at Stage 3. Gilligan
(19773 recently has proposed another social life explunation; specifically,
she argues that the sequence proposed by Kohlberg is based on a male
orientation toward development in which optimal prowth is directed to-
ward sutonomy, independence, and universad justice. Gilligan argues that
female development follows a different course and turns on different
developmental issues. Consequently, a new model for the development of
moral reasoning that is more appropriate to the realities of fenale soctal
life changes is necessary. Gilligan has proposed such a model, which, like
the first explanation, points to the importance of differences between the
social lives of boys and girls as the critical mediating factor,

“Social x cognitive” interaction

At present little direct evidence is available concerning the role of social-
life phases in social-cognitive development, and even iess evidence is
available concerning the interaction of social-ife phases and cognitive
skills in shaping social-cognitive development. The scarcity of empirical
evidence on these issues is. in part, a reflection of the current domination
of social development by the Piaget-Kohlberg “cognitive” perspective.
The “cognitive-developmental” approach. of course, does not suggest
that social-cognitive development is influenced by cognitive factors alone.
The interaction between the cognitive structures of the child and input
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from the social environment is stressed (cf. Kohlberg, 1969; Puaget,
1965). But the impact of the child's level of cognitive development on the
child’s response to the social environment is emphasized; social inputs are
seen primarily as providing opportunities for cognitive growth (e.g., role-
taking opportunities) or as important infiuences on the rate of cognitive
development (see Kohlberg, 1969; Sefman, 1971). For example, the de-
velopment of role taking has been linked to the adjustments that occur
during peer group conflict (e.g., Feffer, 1970; Maitland & Goldman,
1974; Piaget, 1926b; Selman, 1971},

Nevertheless, as Maccoby (1968) points out, the cognitive-developinen-
tal approach has generally led researchers to look for the determinants of
cognitive growth in social development, such as correlations between
level of social development and measures of coganitive ability. Indeed,
positive correlations between level of social development and 1Q have
been taken as support for the cognitive-developmental approach (e.g.,
Emmerich, Goldman, & Shore, 1971, Kohlberg, 1969). Simiiarly, Keasey
(1971) interpreted the positive relation between social participation and
moral development in terms of the cognitive mediating variable of role-
taking ability.

The social-life phases approach sugpests a different interpretation of
the role of cognitive factors in social development. For example, the
positive correlation between level of social development and 1Q could be
due to the influence of 1Q on the speed of socialization into one's current
social-life phase. Similarly, the positive relation between social participa-
tion and moral development could be a conscquence ol the impact of
social participation on moral development. After all, it a child has en-
tered a new subculture (social-life phase) that emphasizes a higher moral
level, the greater the child's patticipation in this new subculture, the
greater will be the child’s exposure to the new moral knowledge,

in this section, we will discuss various ways that social-life phases might
interact with intellectual development to produce stagelike changes in
sacial cognition. In so doing, we will consider some general issues con-
cerning the role of cognitive factors in social-cognitive development.

One general issue concerns the interpretation of the co-occurrence of
change in cognition and social cognition. From the “cognitive” perspec-
tive, the change in social cognition would be interpreted as a result of
cognitive change. There are a number of problems with this position,
however. First, there is no a priori reason to assume that co-occurrence
involves any causal relation at all. The intellectual and social-life changes
could be due to independent factors that are active concurrently, with
only the social-life changes influencing social cognition. Alternatively,
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some social-cognition changes could be due to cognitive changes, whereas
others could be due to social-life changes. In fact, the independent influ-
ence of social-life changes could explain, at least in part, why the myriad
of social-cognitive changes occurring during the shift from the preschool
to the juvenile phase (i.e., the preoperational/concrete operational shift)
cannot be adequately accounted for by the emergence of particular cogni-
tive skills (e.g., role taking). Second, even if a cognitive change influ-
ences social-cognitive change, it need not be the cognitive change that is
co-vccurring with the social-cognitive change; that is, a cognitive prereq-
utsite for a sociul-cognitive change may develop in an earlier period, with
its subsequent application requiring an impetas from the social world
(e.g., new social relationships and activities). Damon (1977b), in fact, has
described cases in which the cognitive capacity necessary for a particular
level of social cognition is present for a period before its utilization. In
such cases, the social-cognitive change depends on the presence of both
the prercquisite cognitive acquisition and the appropriate social input.
Furthermore, in these cases it is the change in the child’s social life that is
the immediate cause of the change in the child’s social-cognitive system.

This brings us to the related issue regarding the social % cognitive
interaction, namely, the kinds of intellectual changes that must occur to
allow children to move from one social-cognition phase to the next. What
exactly are the cognitive prerequisites at each phase? Although a detailed
discussion of this issue would carry us beyond the scope of this chapter,
an understanding of the role of social-life phases in social-cognitive devel-
opmient requires that some attention be given to this issue.

The types of intellectual change underlying social-cognitive develop-
ment most often mentioned in the literature involve qualitative changes in
reasoning, conceptual integration and organization, and cognitive opera-
tions (e.g., reciprocity, role taking). However, most inteliectual changes
during childhood are basically quantitative in nature, Social-cognitive de-
velopment, to a considerable extent, may reflect these quantitative
changes; in particular, the increasing social knowledge and routinization
of operations that comes from experience and practice with social events.
Children’s knowledge of the soctal world is likely to increase with expo-
sure to the social world and direct instruction about the social world
{(from parents, peers, teachers, the media, etc.), just as their knowledge
about the nonsocial world increases with experience {e.g., their knowl-
edge about different types of cars, flowers, and animals). Such increased
knowledge could, by itself, result in developmental differences in social
cognition. Higgins, Feldman, and Ruble (1980), for example, argue that
the developmental increase in children’s accuracy in predicting nonpeers’
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preferences can be explained by the increase in children's exposure to
nonpeers, an exposure that would inevitably increase the children’s
knowledge base.

Comparable developmental increases in knowledge undoubtedly occur
in a variety of social content areas. For example, the developmental
increase in the weighting of intentions relative to consequences (Austin,
Ruble, & Trabasso, 1977, Parsons, 1974; Piaget, 1965) and the develop-
mental increase in the tendency to judge others’ in terms of dispositions
(cf. Shantz, 1975) could reflect a developmental increase in knowledge
about different kinds of intentions and dispositions and how they relate to
behavior. After all, the superior accuracy of a clinician as compared to a
physicist in judging a mentally ill patient is more likely to reflect differ-
ences in knowledge of possible symptoms and dispositions than differ-
ences in reasoning ability. Younger children may simply know less about
the possible intentions and dispositions of others, just as they know less
about music, sports, or any other content area.

Exposure to more situations should lead to an increased understanding
of situational norms and social scripts, Grusec {this volume), for example,
suggests that children learn situation-behavior scripts from teachers in
school. The developmental increase in appropriate social behavior could
arise from this gradual increase in knowledge of different types of situa-
tions and the behaviors associated with each. Similarly, increased knowl-
edge about the relation between particular facial features and particular
emotions and about the emotions appropriate to particular situations could
also underlie the developmental increase in the ability to identify emotions
accurately from facial expressions and situational cues {cl. Deutsch, 1975;
Feshbach & Roe, 1968; lzard, 1971). In fact, learning correct “definitions
of the situation™ and situation-appropriate behaviors could be one of the
most critical aspects of social-cognitive development.

In general, there may be a [ot less going on than meets the eye in both
children’s and adult’s social judgments and behavior. In fact, it may be
that the Piagetian perspective is less guilty of underestimating young chil-
dren’s social-cognitive skills than of overestimating adult’s social-cognitive
skills. In fact, current interpretations of adults' social cognilion do not
reflect the rational, deductive, complex thinking that Piaget has ascribed
to adults,

Another relatively quantitative intellectual change that could contribute
to social-cognitive development is the routinization of cognitive operations
that results from practice. Shatz {1978) and Case (1978) have suggested
that one factor underlying developmental increases in task performance is
older children’s greater experience with aspects of the task. Increased
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practice with an operation is assumed by these theorists to lead to in-
creased routinization, thus reducing the mental effort required for its exe-
cution. This savings in mental effort, in turn, allows a greater proportion of
a chifd’s limited mental resources to be directed toward other aspects of the
task. Such routinization has been suggested as an important factor underly-
ing developmental improvement in interpersonal conmununication {Higgins,
Fondacaro, & McCann, 1981; Shatz, 1978}, It may underlie developmental
differences in other areas of social cogmition as well. With respect to moral
judgment {Piaget, 1965}, for example, children learn first about the conse-
gquences of their behavior because parents are concerned aboul their safety
{not to mention the safety of plants, pets, dishes, etc.}. Thus, processing
information about consequences is well practiced, becoming routinized
and relatively antomatic. His not surpnsing. therefore, that young children
process consequence information more quickly and remember it better
when later asked to make judgments.

Because both routinization and soctal knowledge increase steadily with
experience, these factors alone cannot sccount for the qualitative, “stage-
fike™ nature of social-cognitive development. The interaction between
these cognitive factors and social-life phases, however, could account for
at least some “stagelike™ changes in social-cognitive development. Chil-
dren who enter o new social-life phase are likely to be exposed to new,
and often quite different, information about their social world, informa-
tion that either was not available n their earlier social environments or
was purposefully hidden from them. Information about different types of
peers, for example, is generaily more available to juveniles than to pre-
schoolers, and information about heterosexual relations is generally more
available to early adolescents than to juveniles or preadolescents. Thus,
one would expect qualitative “stagefike™ leaps in social knowledge when
chifdren enter elementary school or junior and senior high school, analo-
gous to the leaps in knowledge about mathematics, history, and chemistry
that occur when children are first exposed to these academic ficlds.

Eotry into a new social-tife phase (or subeulture) may also provide the
first opportunity for extensive practice in processing certain kinds of social
information and using specific kinds of operations, leading to the routiniza-
tion of these operations. When children enter elementary school, forexam-
ple, there is a dramatic increase in the number of occasions in which they
must communicate to someone with whom they share fittle background
information. These children, therefore, must provide additional informa-
tion to their listencr more often than was necessary in their previous,
family-based subculture. As a conseguence, the probability is increased
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that the operations necessary for such message modification wili become
routinized and implemented with increasing ease and automaticity.

The opportunity to interact with and judge a variety of peers who differ
in their intentions should also have an effect on the character of childeen’s
social and moral judgments. Several studies have found that preschoolers
use intention information when making moral judgments of themselves
even when they do not do so in making judgments of others (e.g., Cos-
tanzo, 1970; Keasy, 1977, Piaget, 1965; Rotenberg, 1979). During the
preschool years the experiences children have with social judgments re-
volve primarily around their parents’ judging them in situations i which
they are associated with some negative event. The children also experience
variations in their own intention and the fact that negative outcome can
occur independent of, or despite, one’s intentions. Finaily, the preschooler
learns that parents are less likely to punish accidental than intentional
negative outcomes, All these experiences, especially the social significance
associated with the distinction between one’s own accidental versus inten-
tional wrongdoings, should increase the likelihood that the preschool child
will use intention information in making self-judgments. Children as young
as 3 use this knowledge, protesting that they didn’t “mean to do it” when
their parents threaten punishment for a negative outcome. Similar social
meaning is not attached to the intentions of others. Rarely is the preschool
child called upon to judge someone else’s intentions. Thus there is less
necd to distinguish between the intentions and outcomes of others. Aad
because preschoolers use a limited cognitive processing space to deal with a
wide array of information and problem-solving tasks, it seems reasonable
that they will use a more primitive judgment algorithm in judging others,
espectally if there is no social significance pressuring for a more sophisti-
cated evaluation. As children enter elementary school, they become more
actively involved in judging their peers. Furthermore, distinguishing be-
tween the accidental and intentional acts of others takes on an increasingly
important social significance in that peers vary more both in their inten-
tions and in the probability of accidental negative outcomes than do par-
ents and the other supportive adults that dominate children’s preschool
subculture.

It must be emphasized that we are not proposing that the “qualitative-
social X quantitative-cognitive” interaction is sufficient to account for
social-cognitive development, First, there are developmental changes that
appear to reflect qualitative changes in cognitive operations. For ex-
ample, the development of moral judgments from judgments derived
from only the consequences of a stimulus person’s behavior to judgments
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derived from both intentions and consequences probably reflects in part a
development of the general ability to consider more than one factor si-
multancously (see Higgins, 1981).

Second, there are social developmental changes that probably involve
an interaction between qualitative changes in both social and cognitive
factors. For example, the ability to control the self when making judg-
ments of others appears to increase in a stagelike manner, with each stage
requiring increasingly complex operations (cf. Higgins, 1981). This cogni-
tive growth in the ability to control self-intrusion, however, probably
interacts with social-life phases as each phase places new demands on
children to control self-intrusion. For example, when preschoolers enter
elementary school they meet many more people whose beliefs, attitudes,
knowledge, and so on are different from their own, and control of self-
intrusion thus becomes increasingly important for accurate judgments and
social acceptance. Then, as elementary school children move from the
early to the later grades and social comparison becomes increasingly im-
portant, children must learn the more difficult task of controlling self-
intrusion even though the self is part of the comparative judgment.

In sum, most previous explanations of the stagelike nature of social-
cognitive development have emphasized stagelike changes in cognitive de-
velopment. Recently, however, there has been an increasing concern with
the general role of stagelike changes in social input {cf. Blyth, in press:
Bronlenbrenner, 1977; Cole, Hood, & McDermott, in press; Serafiea, in
press}, as well as with the interactions between intellectual and social
change (cf. Damon, 1977a; Shantz, in press) that could undetlie social-
cognitive development. Our analysis suggests that stagelike changes in
social-cognitive development could be due to qualitative changes in social
nput (i.e., social-life phases), qualitative changes in cognitive operations
(e.g., the number of factors that can be simultaneously coordinated), as
well as a number of possible social > cognitive interactions, including a
possible qualitative-social X quantitative-cognitive interaction.

Conclusions

No one seriously questions that social experience is a major factor under-
lying social development. There is less consensus, however, concerning
the exact role of social experience in social development. In the tradi-
tional social-learning approach to social development, social experience
in the form of social observation and social reinforcement is the central
factor in social developmenti. In contrast, the cognitive-developmental
approach posits cognitive growth as the central factor, with social experi-
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ence being regarded as providing opportunities and impetus for cognitive
growth. Interestingly, there is a commonality between these apprgach'es
in that qualitative shifts in social experience during differem.somal-hfe
phases are only rarely given serious attention. Traditional mmor!s of so-
cialization also portray children as slowly acquiring the ways, skills, and
customs of their society through basically uniform and coniimmus adult
intervention and training (cf. Zigler & Child, 1973). Although this pers-
spective on the role of social experience has prednn?muted‘ an z:ltgrnmwe
perspective has received some attention in the literature, parfituiarty
from sociologists and anthropoligists. This perspective {:mp.}msues't_he
qualitative stagelike changes that occur in the S(.)Ciil] hf.e (1f chifdren, E e
purpose of this chapter has been to develop this “ssucm’l—hfc-phuscs,' or
age subculture, perspective and to consider its implications for develop-
mental changes in social cognition.

For a social-life-phases perspective to be reasonable or useful, there
must be at least some preliminary evidence that children’s social lives do
change al different age phases. Although there is a definite need for more
systematic, detaited research in this area, the literature does descnbe
rather dramatic changes in the social life of children as they move from
the preschool period through the juvenile, preadolescent, and carly zu'Jo«
lescent periods. In fact, at each life-phase juncture, there are (.]itiiiiliilivc
shifts along a number of different dimensions of social expericnce. For
example, entry into elementary school greatly increases children’s expo-
sure to different peers and different socialization agents, as well as their
individual freedom and their responsibilitics.

‘The changes in children’s social lives during different age phases appear
to be related to concomitant changes in various aspects of their social
cognition. For example, increased exposure (o a wide variety of peers a.nd
adults with varying personalities and statuses could contribute to the in-
creased tendency of juveniles during this period to describe others in terms
of their personal traits and (o base friendships on admiration of another
person’s traits. Furthermore, some social-cognitive changes that'occ.ur
within particular periods are more easily interpreted in terms of social-life
changes than in terms of inteliectual or maturational change, For exa.mplr:,
the increased weight given to outcome versus intent information in the
achievement-refated judgments of seventh-graders as compared with s;xi}_r
graders probably arises from the different emphasis given to grades in
junior high school as compared 1o that in clementary school. .

Finally, to the extent that cross-cultural and demographic differences in
the social-life phases of children are related to differences in social-cognt-
tive development, a social-life-phases perspective would seem to be par-
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ticularly useful and necessary. Unfortunately, little rescarch has been
concerned with cross-cultural or demographic differences in the social-life
phases of children, and even less rescarch has refated such differences to
differences in social-cognitive development. Nevertheless, the little evi-
dence available does suggest that variability in social experience can ac-
count for differences in social-cognitive development. For example, so-
cial-class differences in participation in social clubs and formal organiza-
tions and in the mode of social control exercised by parents arc reflected
in social-class differences in moral judgments and communicative perfor-
mimngce, respectively.

We are not sugpesting, of course, that sociul-cognitive development is
determined solely by social-life variables. Cognitive and maturational
virriables are clearly important, both as independent factors and in inter-
action with social-life variables. Greater attention, however, must be di-
sected toward sociub-life variables that could influence social-cognitive
development. At present, social-life phases have received, at best, benign
neglect by developmental psychologists, probably in part because devel-
opmental psychologists rarely receive training in those rescarch method-
ologies most relevant for obtaining such information. such as fickl obser-
vational methods. {f the social-life-phases perspective is to be useful,
however, some preliminary fact-finding or descriptive stage is necessary,
including cross-cultural and demographic comparisons. 1t would be inter-
esting, for example, to compare the social-cognitive responses of seventh-
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grade students, where grade seven is the Jast grade of elementary school

and where grade seven is the first grade of high school. In fact, Blyth and
his associates (1979) report that the relation hetween carly maturition
and self-esteem for seventh-grade boys and girls varies depending upon
whether they are still in elementary school or have begun junior high
school, Experimental research should also examine the effects of varying
soctal exposure, soctal practice, and social demands on children's social
cognition. For example, the effect of social exposure on social cognitions
could be tested by giving preschoolers the opportunity to participate in
aspects of juvenile {or even preadolescent) social life.

A detailed comparison of the social life of children in different age
phuses, in fact, might suggest the presence of developmental differences
in aspects of social cognition that have not even been considered. For
example, adolescents have much greater opportuitity than younger chil-
dren to enact various kinds of social roles, both within formal peer organ-
izations and in part-time or summer employment, and, in addition, must
seriously consider and prepare for future adult roles. Adolescents also
have greater freedom o select those roles they wish to embrace and have
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more experience with different individuals fulfilling the same role. These
social-role experiences should increase both adolescents’ conception of
the general nature of social roles and their knowledge of various kinds of,
and techniques for resolving {e.g., role distance}, role conflict {e.g.. self-
role and interrole conflict).

Qur discussion of social-life phases was restricted to the preschool,
juvenile, preadolescent, and early adolescent periods because most re-
search on social-cognitive development has been concerned with tius age
range. The social-life perspective, however, is clearly relevant throughout
the life-span. This perspective, in fact, hus been applied to both preschool
and postadolescent periods. Bronfenbrenner (1977} and Cole, Hood, and
McDermott (in press), for example, have discussed the implications of
the physical and social environment for infani and toddler development.
The social-life-phases perspective has also been applied to socialization in
adulthood, most notably by Brim {1966} and Levinson (1978).

Our account of social-life phases has also been restricted to fairy gen-
eral features of each age phase. There are many other features of the
social life of children that probably influence their social-cognitive devel-
opment, sach as family structure {c.g.. fumily size, sex composition and
age distribution of sibhings, number and sex of caretakers) and interaction
style {e.p., directive vs. nondirective, {formal vs. informal). Moreover,
some features can change during the course of development (c.g.. famly
size, sex composition and age distisbution of siblings). There 1s probably

— greater varmbility across cluldren for such features than those features we
have considered. Nevertheless, identification of the typical. or at least
modal, family structure and interaction style at different age phases could
further contribute o our understanding of the role of social-life phases n
social-cognitive development.

Finally, it should be noted that the soctal-life-phases perspective is
concerned with why rather than how children’s social cognitions change.
That is, this perspective is concerned with the social-life changes that
contribute to social-cognitive change, but not specifically with the mecha-
nisms involved in acquiring or modifying social-cognitive responses.
Other models, in contrast, are concerned with these issues. In particular,
behavioral-learning (e.g., Bijou & Baer, 1961, Staats 1975), social-
learning (c.g.. Bandura, 1969}, and cognitive-developmental (e.g.. Kohl-
berg, 1969, Piaget, 19653 processes huve all been proposed o explain the
acquisition and modification of social-cognitive responses.

in sum, the social-life-phases perspective of social-cogaitive develop-
ment is Testricted in scope and highly speculative as many pieces in the
puzzle are missing. This chapter has been conceived to provide a rough
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framework to guide the scarch for the missing pieces. Admittedly, once
the numerous gaps are filled, we may find a different picture from that
imagined. It is clear, however, that the current picture of social-cognitive
development only partially represents, and occasionally misrepresents,
the nature of children’s changing social reality.

Notes

We are not suggesting, of course, that the effects of social factors are independent of
copnition. Clearly, as Turicl {this volume) points out in his commentary, cognition is
involved bath in processing social input and in the mentat representation of those changes
induced by social input. Sockal factors can have no effects on social judgments and
behaviors anless they result in some cognitive change {e.g., increased social knowledge}.
However. rather than being stimuiated by some general shift in intelectual skills or
reasoning ability, it is possibic that the shift in social cogaition could be stimulated by the
social environment,

2 This is not to say that early adolescents totally reject their parents” values or staadards or
that indepemdence from parents has not begun prior to carfy adolescence. Parental infls-
ence rerains stronp during this period, especialiy with respect to carcer-related decisions,
and dependence upon adults gradually decreases throughout development {see Bandura,
1964). There is a shift between the juvenile und early adolescent periods. however, in the
refative orientation toward peers versus adults, in part reflecting a shift in children’s
pereeption of the souece of their need satisfaction (see Fioyd & South, 1972).

It may also he that junior high school teachers cannot monitor their students™ efforts as
effectively as clementary schoul teachers because of the greater number of students under

(%)

their supervision.
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3 Beyond the information processed:
socialization in the development of
atiributional processes

Philip R. Costanzo and Theodore H. Dix

According to the cognitive dynamics of attribution theory, our under-
standing and evaloation of persons and behavior are mediated by causal
analysis (cf. Jones & Davis, 1965: Jones & McGillis, 1976; Kelley, 1967,
1972}, This analysis is believed to he distinctly rational and guided by
formal rules of inference. lis emphases are (1) on human action and
soctal contexts as information, (2) on individuals as natural and logical
information processors, and (3) on attributions, the inferences about the
causes and characteristics of social life that are the result of this informa-
tion analysis. Although the rules and devices of attribution theory were
proposed as descriptive tools to allow an idealized portrayal of interper-
sonal reasoning, the current theoretical and research literature has tended
to reify them. This trend is particularly evident in the burgeoning litera-
fure on the development of social cognition. In this fiterature the child's
acquisition of structures for the apprehension of personal conduct is in-
creasingly being viewed as coextensive with the acquisition of formal
information processing heuristics. Thus, it is currently common to re-
search the development of such formal analytic structures as the augmen-
tation principle, the consensus principle, and the schemas of multiple
sufficient and multiple necessary cause (cf. DiVitto & McArthur, 1978;
Dix, Herzberger, & Erlebacher, 1974; Ruble et al. 1979; Shultz et al.
1975). Although such research js important and interesting, its centrality
to current efforts to understand the development of social perception is
disconcerting on two counts. First, it tends to assume that phenomena
such as trait labeling and moral appraisal are contingent on secondary
processes of cognitive elaboration rather thaa on the primary and imme-
diate processes that accompany naive social observation. s characteriza-
tion of social perception as fogic relegates to a secondary position the
acquisition of beliefs and standards through socialization. Second, as a
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