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ABSTRACT 

This study examined an indirect effects model of socialization to assess the 

relationship betweeri maternal communication and children's social cognition, 

motivation, andloneliness. The message features contained in motha'  communication 

were coded according to their reflectionenhancing quality and then compared with 

measures of children's cognitive differentiation, cognitive abstractness, locus of control, 

empathy, self-efficacy for aggression, self-efficacy for the inhibition of aggression, self- 

efficacy for prosocial behavior, and loneliness. It was expected that mothers' reflection- 

enhancing communication would lead to more advanced social cognitive abilities and 

motivational tendencies in children which, in turn, would lead the children to feel less 

lonely. While the majority of the hypotheses were not strongly supported, this study 

does suggest that mothers.have the potential to influence how lonely their children.wil1 

feel by impacting on their locus of control orientation. A number of other relationships 

were observed among children's social cognition, motivation, and loneliness. In 

general, these relationships suggest that, when compared to their non-lonely 

counterparts, children-who feel lonely have extemal locus of control orientations, feel 

less.empathic, and less confident in their ability to inhibit aggression. 



Chapter 1 

INTRODUCTION 

The purpose of the present study was to examine the relationship between 

mothers' disciplinary strategies and individual differences in children's social cognition, 

motivation, and loneliness. Although fathers play an important role in their children's 

development, the majinity of research on the.effects of discipline has focused on 

mother-child relationships (Staub, 1979). Thus, in order to remain consistent with 

previous research, this study examined the mother-child dyad as well. 
) 

Chapter One presents the theoretical model guiding the c&nt study. In 

Chapter Two, extant research on social cognition and motivation is reviewed. Studies 

examining the consequences children experience as a result of these variables are 

discussed and critiqued. Parental discipline is then featured as a particularly important 

antecedent to the development of children's social cognition and motivation. It is further 

argued that individual differences in various sodial cognitive and motivational tendencies - 

mediate the effects of parental disciplineon children's loneliness. Hypotheses and 

research questions guiding this study are presented at the end of Chapter Two. Chapter 

Three describes'the methods usedto test these hypotheses and research questions, while 

Chapter Four presents the results of statistical tests used p examine them. Finally, . . 

Chapter Five provides a discussion of this study's major findings and offers 
- .  . - .  

explanations for why some of its expectations were not met as well-as suggestions 'foi 

future research. 



A n  Oreanlzlnework . . 

Socialization is "the process by which we learn the ways of a given society 

or social group so that we can function within it" (Elkin & Handel, 1989). Researchers 

have identified several ways in which society teaches people to-become "functioning" 

members. For example, Elkin and Handel (1989) assert that as infants, human beings 

are provided only with the potential to interact successfully with other members of 

society and, therefore, must learn appropriate standards for conduct from others. This 

qui res  that youngsters not only learn which behaviors are appropriate in certain 

situations, but also understand how to enact these behaviors in order to accomplish 

relevant social goals. In a very real way, then, it is through s&ialization that human 

beings become social beings. 

Socialization is also believed to be essential for maintaining a stable and 

enduring society (Elkin & Handel, 1989). That is, through socialization, norms and 

values held by the larger society are uansmitted to individuals who are then able to 

, function as socializing agents for others. In this way, societal expectations are passed 

from one generation to the next so that relatively stable patterns of sdcial beliefs and 

behaviors can be maintained. I 

Parents comprise the first social relationship that the child experiences. 

Thus, much of what children learn about how to behave with others and about the 

appropriate norms and valuesof any given society comes from parents. Beginning in 

infancy, parents provide their children with many rules designed to facilitate the 

newborn's adaptive functioning u;ithin both the family system and the larger social 

. , . . . - . . . system (Youniss;--1980): --Interestingly, children often learn these rules and norms by 

initially violating ,them and then being reprimanded. Thus,,the process of socialization 
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occurs largely by trial and error. Children experiment with behaviors and then l e a .  

which ones are acceptable based on the subsequent rewards or punishments that result. 

One particularly important mechanism of socialization is discipline. 

According to Staub (1979). discipline is defined as "...how the parents respond to 

transgression or wrongdoing by the child or how parents attempt to bring about 

obedience" (p. 22). To date, most studies have examined the impact of parents' 

discipline on the outcomes dhildreh experience by assuming what is called a ''direct 

effects" model (Hart, Ladd, & Burleson, 1990). These studies are guided by the belief 

that parents' communication has a direct and linear effect on a variety of childhood 

.outcomes (Fabes, Eisenberg, & Miller, 1990; Hoffman, 1960; Pettit, Harrist, Bates, & 

Dodge, 1991). For example, researchers have examined the relationship between 

parents' discipline and theu children's relative acceptance by peers. This work suggests 

that parents who use threats and coercion as the primary means of discipline often have 

children who are rejected by their pcm. In contrast, children whose use 

reasoning and riurturance as a disciplinary strategy tend to be well liked by their peer. 

group (Hart et al., 1990; Putallaz, 1987). 

Other work has focused on the relationship between parents' discipline and 

children's prosocial behavior. Overall, this research shows that parents who enact 

coercive strategies often have children who enact aggressive, hostile behavior with peers 

(Pettit et al., 1991). In contrast, more nurturing parental styles have been linked with 

prosocial (Barnett, 1984), helping (Fabes et al., 1990), and altruistic (Hoffman, 1977) 

behavior in .children. 
.. , 

. . . . . -. . .. . ., Whiie some support has been observed fay. a direct_.eff~ts..We1 .of - .. . - . . . .- 

socialization, relationships found between parental discipline and children's life 

outcomes are moderate at best (Pettit, Dodge, & Brown, 1988). That is, while the 



associations between parental discipline and various outcomes have been significant, 

they have not been as strong as researchers niight have expected. Such findings 

suggest, then, that there may be other factors which influence the relationship between 

parents' communication and the outcomes children experience. 

Interestingly, a separate body of literature indicates that many of the 

outcomes children experience are predicted by their social cognitive and motivational 

development. For the most part, reseaichers have defined social cognition as an 

individual's perception or understanding of the social world (Abrahami, Selman, & 

Stone, 1981; Shantz, 1975) and have conceptualized motivation as an individual's desire 

or willingness to act in that world (Samter & Burleson, 1984). In particular, extensive 

research suggests that individual differences in social cognition and motivation are 

important pnxhctors of a variety of consequences, including academic achievement 

(Nowicki & ~ u k e ,  1983), peer acceptance (Deutsch, 1974; Putallaz & Gottman, 198 I), 

interpersonal functioning (Gottman, Gonso, & Rasmussen, 1975; Marsh, Serafica, & 

Barenhim, 1981; Perry, Perry, & Rasmussen, 1986), and psychological health and 

adjustment (Nowicki & Duke, 1983). 

Even more importantly, parental discipline has been found to be central to 

determining the social cognitive and motivational development underlying these life 

outcomes. Parents who enact a n u . g  disciplinary style have been found to have 

children with more advanced perspective-taking abilities (Bearison & Cassel, 1975; 

Putallaz, 1987), internal locus of control orientations (Nowicki & Duke, 1983), and 

high degrees of empathy (Barnett, 1984; Fabes et al., 1990); these children also tend to 

evaluate prosocial behavior as relatively easy to perform (Pettit et al., 1991). 
. .-. .. . -. ... - . -  - -  ..- . . - - . . . -- . . . - . --- -.- - . . - . ?- ... - . . 

,. Perhaps one reason why these associations hold is that the communication 

parents use in disciplining their children not only remediates behavior, but also provides 



them with a logic that emphasizes ce* features ofthe social world. Researchers 

working £ram a constructivist perspective (e.g., Delia. O'Keefe, & O'Keefe, 1982) 

argue that disciplmry messages not only teach the child that a pamcular behavior is 

unacceptable, but also impart prescriptions for the degree of attention that should be 

granted to another's psychological and emotional perspective when selecting actions 

(Applegate, Burleson, & Delia, 1992). The child thus adopts a particular orientation to 

the social world'based on repeated exposure to disciplinary messages that emphasize 

distinct features of that world. 

According to this paspecdve, disciplinary str&egies that encourage children 

to reason about sitpations and consider the consequences . . of specific behaviors for the 
. . 

psychological and emotional states of others are referred to as "reflection-enhancing." 

Children who are exposed to reflection-enhancing discipline are socialized into an 

orientation toward the social world that focuses on others' feelings and the maintenance 

of relationships. Thus, reflection-enhancing commutiication should foster the 

development of adv'anced social cognitive abilitiesin children. In contrast, parents who 

do not employ reflection-enhancing communication may raise children with less 

sophisticated ways of viewing the social world; that is, these children may regard others 

in terms of more physical or role-based attributes. 

Interestingly, early models of socialization fail to account for this body of 

work; that is, the direct effects model has ignored the possibility that children's social 

cognition and motivation may mediate theeffects of parental discipline on various life 

outcomes. In response to the findings cited above, this project sought to extend and 

refine a.relatively new model of socialization known as the "indirect effects" model. 
- .  . ..  ... .- . 

. . . - - . -. . - -  - - _ C  . _ 
This model assumes that parents' communication directly affects children's social 

cognition and motivation which. in turn, then influence the outcomes they experience. 



f Although relatively few studies have assumed an indirect effects model, the 

few that have been conducted suggest that it is'a promising conception of socialization. 

For example, Pemt et al. (1988) found that children's problem-solving skills (defined as 

an index of social cognition) mediated the relationship between early family experience 

and children's social competence. The authors suggest that familial values are I 
communicated verbally to the child who, in turn, adopts a conception of the social world 

that parallels these values; this conception, then, directs the child's subsequent social 

behavior. Other studies also suggest that children's social cognition serves as a link 

between parenting behavior and children's social outcomes. For instance, Putallaz 

- (1987) found that mothers' behavior predicted children's social cognitive skills (e.g., 

problem-solving skills), while children's social .cognitive skills predicted children's 

social status. Taken together, these investigations provide some evidence that the 

relationship between parents' behavior and the outcomes children experience may be 

indirect > 

The current study was designed to refme our understanding of the indirect 

effects model. More specifically, this project examined the extent to which individual 

differences in discipline arerelated to individual differences in children's social 

cognition, motivation and loneliness. It extended prior work in a number of important 

ways. 

First, most indirect effects studies have examined discipline from a mther 

broad perspective. In other words, researchers have typically classified discipline as a 

general style of interaction (e.g., power-assertive versus inductive) and neglected to 

specify the particular communicative features that constitute these styles. As a result, we - . . .. - . . - . . - . -. , . . . . . . - - . - . - . . . 

are left with a mther vague conception of discipline and, consequently, a rather vague 

understanding of how discipline influences children's development. In other words, we 



know that inductive discipline is related to positive outcomes such as ,advanced social 

cognitive ability; however, we do not know what it is about inductive strategies that 

produces these effects. 

As notedearlier, the constructivist analysis of messages provides a way of 

understanding why different foxms of parental discipline are associated with different 

levels of social cognitive and motivational development in children. As a result, this 

study .examined how the specific message fktures that compose various disciplinary 

styles influence the development of individual differences in children's social cognition 

and the subsequent outcomes they experience. In this way, the process or mechanisms 

of socialization were examined. 

Second, the little research that has assumed an indirect effects model has 

focused only on children's social cognition as a mediating variable and ignored 

motivational tendencies lcnown tb influence the outcomes children experience. As.noted 

earlier, parents appear to be instrumental in shaping chilpn's motivational tendencies 

as well as their social cognition. Thus, the current study considered the influence of 

parents' communication on both social cognition and motivation. In this way, it 

extended prior indirect effects studies by examining two distinct classes of variables that 

may mediate the relationship between discipline and the consequences children 

encounter in their lives. 

Third, most prior work has examined how parental discipline indirectly 

influences the objective outcomes children experience. These outcomes include 

academic performance (assessed via grade point average or performance on standardized 

tests) and peer acceptance (assessed via peer nominations or ratings). Interestingly, 

ielatively little is ktiown about how the variables featiired in thiss stuiy (i.e.; parental 

discipline, social cognition, and motivation) are related to the child's own subjective 



social experience. Re-hers have defined loneliness as an unpleasant reaction to a 

perceived discrepancy between ideal and actual social relationships (Peplau & Perlrnan, 

1982). As such, loneliness represents the individual's subjective reaction to his or her 

social life rather than an objective index of social standing. 

The few studies that have examined loneliness among children suggesf that 

somewhere between 8 and lWo of youngsters under the age of 11 are lonely. 

Moreover, research on adult loneliness suggests that it is associated,with a variety of 

important long-term consequences. For example, lonely people often report feelings of 

anxiety and depression (Jones, Hobbs, & Hockenbury, 1982). Loneliness has also 

been associated with life threatening consequences such as alcoholism, suicide, and 

physical illness (Peplau & Perlman, 1982). It is quite possible that chronic adult 

loneliness has its roots in childhood. Thus, it is important that we gain a greater 

understanding of the etiology of loneliness so that preventative measures can be taken 

prior to the onset of these extreme consequences. 

Some researchers suggest that loneliness is a response to external or 
\ 

environmental conditions such as-parental influence (Schultz & Moore, 1986); others 

suggest that loneliness is better pmhcted by internal traits such as social cognition and 

motivation (Jones, Freemon, & Goswick, - 198 1; Russell, Peplau, & Ferguson, 1978). 

The theoretical perspective advanced in the current study suggests that children's 

loneliness may stem from individual differences in the orientations toward the social 

world that children adopt as a result of parental discipline. Thus, another purpose of the 

present study'was to examine whether &ial cognition and motivation mediate the 

effects of parental discipline on a subjectively experienced outcome. 
.. . 

- . . . - - . . . - . . - . --.In- surjn, tlie model that guided the ciirreiit stiiily-suggCsti-that the . . 

relationship between parents' disciplinary communication and children's loneliness is 



mediated by individual differences in social cognition and motivation. Chapter Two - 

overviews research that supports these claims and outlines the ways in which social 

cognition, motivation, loneliness, and parental discipline were conceptualized and 

assessed in this study. 



Chapter 2 

OVERVIEW OF RELEVANT RESEARCH 

As noted earlier, this thesis was designed to examine an indirect effects 

model of socialization. More specifically, it was concerned with understanding how 

individual differences in children's social cognition and motivation mediate the effects of 

parental discipline on children's loneliness. Historically, the model has its roots in 

several distinct bodies of literature, each of which will be reviewed in this chapter. 

The chapter begins with a discussion of social cognition. In this section, 

various conckptdizations of social cognition are presented and the consequences 

associated with individual differences in social cognitive ability are reviewed The 

section ends with a critique of this body of literature. Next, research on various 

motivational traits is summarized; conceptualizations and consequences of motivational 

indices are presentid and critiqued. Research on parental discipline is the focus of the 

third section of this chapter. Here, traditional defrnitions of parental disciplinary styles 

are presented and evidence for the direct effects model of socialization is discussed and 

critiqued. Literature suggesting that the effects of parental discipline may be mediated 

by individual differences in children's social cognition and motivation is then presented. 

Finally, a theoretical framework for examining how social cognition and motivation 

mediate the effects of parental discipline on children's loneliness is overviewed. The 

chapter ends with a summary of the study's research questions and hypotheses. 
. . . - . - - . . . - . . .. - . . - . - - . . - - 



C- and C- . . 

C o w  Conce~- . . . . 
Social cognition has been defmed and measured in many different ways. 

For the most part, however, it is conceptualized as an individual's perception or 

understanding of the social world (Abrahami et al., 198 1; Shantz, 1975). In this way, 

social cognition refers to an individual's social knowledge and may include beliefs about 

the n m  governing specific social interactions and relationships (Damon, 1977; Turiel, 

1978), as well as conceptions of friendship (Corsaro, 1981; Damon, 1977; Selman, 

1976; Youniss, 1975), positive justice (Damon, 1977), and authority relations (Damon, 

1977). According to Shantz (1975), social cognition refers to a child's "...intuitive or 

logical representation of others; that is, how he characterizes others and makes 

inferences about their covert, inner psychological experiences" (p. 258). 

Most prior work on individual differences in social cognition is based on 

Piaget's cognitive developmental theory (Piaget, 1950). Briefly, Piaget suggested that 

children develop more sophisticated cognitive capacities as they grow older and pass 

through a series of stages in which distinct ways of organizing and understanding 

information are featured In general, Piaget argued that children begin with a completely 

a? egocentric view of the world As they gain more e w e n c e  with social interaction and 

develop other cognitive capacities (e.g., the capacity to learn, understand, and think, 

Elkin & Handel, 1989), they begin to take the physical, perceptual, and affective 

perspectives of others. From this viewpoint, then, social cognition is an individual's 

developmentally based ability to conceptualize the social world and the social actors 

comprising it. 



Given the emphasis on Piaget's discussion of egocentrism and developing 

cognition, many researchers assume that perspective-taking (sometimes referred to as 

"role-taking") is the basic underlying structure of social cognition. According to this 

approach, social cognitive development proceeds from a relatively egocentric 

conceptualization of social relationships (in which the perspectives of self and others are 

combined) to a state of social understanding that distinguishes social perspectives from 

one another (Abrahami et al., 1981). 

While some researchers have conceptualized perspective-taking as a global 

construct, evidence suggests that it is best defined and studied as a multidimensional 

phenomenon. Recent studies demonstrate not only that there are at least three different 

types of perspective-taking ability (Barnett, 1984), but also that these abilities are 

uncorrelated with one another (Kurdek & Rodgon, 1975). For example, cognitive 

perspective-taking has been defined as the degree to which'individuals recognize the 

thoughts, motives, attitudes, or intentions of others. In contrast, affective perspective- 

taking is believed to tap individuals' ability to "...perceive, identify, and accurately. infer 

the emotional state of another individual" (Barnett, 1984; p. 47). Some researchers refer 

to this ability as "cognitive empathy" (Feshbach & Roe, 1968; Monfiies & Kafer, 

1986). Finally, perceptual perspective-taking has been conceptualized as reflecting the 

degree to which individuals can infer the physical or spatial perspectives of others. 

What is clear about these distinct forms of perspective-taking ability is that 

each develops over time. There is strong evidence (see the reviews of Selrnan, 1973; 

Shantz, 1975) that ov'a the course of.development, children begin to understand that 

others have different views of physical reality (perceptual perspective-taking), different 

.thbughts and ideas (cognitive perspective-taking), and--different feelings and emotions 

(affective perspective-taking). It is less clear, however, what particular outcomes~are 
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predicted by each type of perspective-taking ability. In other words, the literature 

indicates that a variety of positive consequences (e.g., peer acceptance, sophisticated 

communication strategies) are elated to advanced perspective-taking skill--particularly in 

the domains of cognitive and affective perspective taking--however, the precise nature of 

these relationships remains uncertain. 

In part, this confusion has resulted fmm the failure of many researchers to 

recognize the mu1 tidimensional nature of the perspective- taking construct. Much early 

work treated perspective-taking as a global construct and neglected to recognize the 

existence of its distinct dimensions. Even more importantly, however, very different 

tasks have been employed to assess the same perspective-taking skill. For instance, * 
some studies of cognitive perspective-taking use "game" situations in which the child's 

success is contingent upon his or her ability to infer the opponent's strategies (see 

DeVries, 1W0). Researchers using this approach classify the degree of cognitive 
I 

perspective-taking a child exhibits by observing his or her overt behavior. Other studies 

I present children with hypothetical dilemmas and then ask them to describe what the 

cognitive perspective of others in the same situation might be (see Selman, 1971). 

I Similarly, a variety of tasks have been used to measure affective perspective-taking 

abilities. In some studies, children are shown pictures of youngsters displaying 

I different emotions and asked to identify.the target's emotional states. In other studies 

I also using pictures (Burns & Cavey, 1957; Deutsch, 1974), children are asked to 

identify the affective state of characters whose facial expressions do not correspond with 

the situation presented (e.g., a frowning child at a birthday party). 

1 Furthermore, the age at which both cognitive and affective perspective- 
. . - . . . . . . . . . . . . . . - . . . . -. - . . . - . . .  . 

taking abilities emerge appears to be task dependent. For example, DeVries (1970) 
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other children by the age of five, whereas in Selman's task (1971), five-year-olds did 

not exhibit cognitive perspective-taking skills. Furthermore, studies show that children 

are more or less able to recpgnize the affective perspective of other children depending 

on the nature of the affect. For example, Borke (1973) found that by the age of three, 

children are able to identify happiness; however, the ability to recognize negative 

emotions (e.g., anger, fear) slowly developed over the four- to seven-year-old range. 

The task-dependent nature of perspective-taking suggests that the construct has. not been 

clearly conceptualized. That is, measures of perspective-taking should yield consistent 

results regardless of the specific task employed if they are to claim conceptual 

uniformity. However, because studies using different measures of perspective-taking 

have found discrepant results, it may be that these studies have actually measured 

different constructs. Hence, the taskdependent nature of perspective-taking calls the 

validity of the construct into question. 

There is also some confusion regarding the manner in which various 

outcomes are related to individual differences in cognitive and affective perspective- 

taking ability. In some cases, consequences found to be associated with a particular 

index of cognitive or affective perspective-taking in one study are found to be 

unmla ted  with another index of the same perspective-taking ability in a different 

study. In othercases, the same outcome may be predicted by different forms of 

pqspective-taking skill; however the relative strength of these associations is not made 

clear. The problem here is that we cannot tell whether cognitive or affective perspective- 

taking is the better predictor of a given outcome. Thus, despite research which indicates 

the multi-dimensionality of perspective-taking, much of the work in this domain has not 

treated the-c6nstruct as such. As a result, studies lil;king pe&pective-taking to various ' 



outcomes are marred by conceptual and methodological inconsistencies. This body of 

literature is reviewed in the following section. 

. . ces of. Indlv~ 

Although cognitive and affective perspective-taking have been linked With a 

variety of consequences, most research has focused on the extent to which individual 

differences in these abilities underlie two important outcomes: .peer acceptance and the 

use of relatively sophisticated or skillful f m s  ofcommunication. 

Studies conducted within @e field,of developmental psychology indicate 

that children with less advanced perspective-taking skills are often rejected by their peer 

group (Cowen, Pederson, Babigan, Izzo, & Trost, 19731 Hartup, 1983). Mead (1934) 

suggests that effective social relations can only be established when the individual 

develops adequate role-taking abilities. Monfries and Kafer (1986) found that rejected 

children were more likely to lack the ability to recognize the affective state of others than 

children who were accepted by their peers. Measuring what they called "cognitive 

empathy," the researchers showed children a series of slides depicting various facial 

expressions (e.g., anger, fear, happiness, surprise) and asked them to identify how the 

characters in the slides felt. Results indicated that children who received low 

sociometric ratings by their peers were less able to correctly identify the affect of the 

children in the slides. Monfries and Kafer explain that rejected children "are less 

competent than others in encoding and decoding the verbal and nonverbal 

communication cues so necessary for a smooth interaction" @. 405) and, therefore, are 

judged less favorably by their peers. Other studies have also found significant 

relationships between cognitive perspective2aking ability and various indices of 

popularity (e.g., Mouton, Bell, & Blake, 1956). 
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In addition to identifying social outcomes, scholars have also focused their 

attention on examining how individual differences in cognitive and affective perspective- 

taking influence children's use of skillful or sophisticated foms of communication. 

Numerous studies conducted within the field of communication provide convincing 

evidence'that children who are "skilled" communicators are better able to infer the 

thoughts and feelings of others than children who are "unskilled" communicators. For 

instance, Marsh et al. (198 1) found that children with relatively sophisticated cognitive 

and affective perspective-taking skills scored highly on tasks measuring their ability to 

interact with peers in a positive, non-aggressive, and friendly manner. In contrast, 

youngsters whose cognitive and affective perspective-taking skills were less well 

developed tended to talk too much, interrupt others, and use threatening or accusatory 

remarks in their conversations with peers. 

Other work suggests that children with advanced cognitive and affective 

perspective-taking abilities are more likely to enact cooperative and prosocial behavior 

with peers. For example, Staub (1974) found that kindergarteners who were trained in 

cognitive perspective-taking skills were more likely to help younger children than 

kindergarteners who did not receive this training. Rubin and Schneider (1973) also 

found that seven-year-olds with advanced cognitive perspective-taking skills were more 

likely to share with and help youriger children. Researchers have also observed a 

positive relationship between children's affective perspective-taking abilities and 

cooperative behavior -(Johnson, 1975). 

Research also indicates that various forms of perspective-taking are 

associated . ... . with .. -. children's - interpersonal problem-solvingstrategies (McGillicuddy- 

Delisi, 1980; Selman, 198 1; Shure & Spivak, 1980). For example, Marsh et al. (1981) 

found that children who were better able to infer the thoughts and feelings of others 
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produced problem-solving strategies in which specific and attainable goals were 

articulated. When &rnpared to youngsters with less advanced cognitive and affective 

perspective-taking skills, these children were also more likely to generate a greater 

number of problem-solving strategies, the majority of which gave explicit attention to 

the consequences of their actions for the thoughts and feelings of others. In a related 

vein, research indicates that children with less advanced perspective-taking abilities are 

less successful negotiators (Shantz, 1984) than children with more advanced 

perspective- taking abilities. 

Finally, other work suggests that children with more advanced cognitive 

perspective-taking abilities integrate their listener's viewpoint on a number of verbal 

communication tasks. For example, Shatz and Gelman (1973) found that these children 

adapted their language to suit listeners of different ages. That is, when talking with 

children who were younger than themselves, subjects with advanced cognitive 

perspective-taking skills used simpler and more attention-getting language than when 

talking with peers or adults. Other work also shows that cognitive perspective-taking 

ability is associated with children's polite interactional styles (e.g., attending to the 

listener, taking turns speaking; Ervin-Tripp, 1976) as well as with the tendency to 

modify language according to their listener's knowledge of the topic (Menig-Peterson, 

1975). 

In sum, the majority of work examining the consequences associated with 

individual differences in perspective-taking skill has focused on the cognitive and 

affective aspects of this ability. In general, this work suggests that children who are 

able to infer the thoughts and feelings of others are liked by their peers and engage in 
. . . . . 

. .. . 

relatively sophisticated forms of cornmimication. That is, when compared to their less 

advanced counterparts, children with relatively developed cognitive and affective 
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perspective-taking skills enjoy a greater degree of acceptance among peers, are better 

managers of interpersonal problems, exhibit more helpful and cooperative behavior, and 

are friendlier and more polite speakers. 

Although informative, these findings may be somewhat open to question. 

As noted earlier, the perspective-taking literature suffers from theoretical and 

methodological confusion. While some researchers have failed to specify the particular 

f m  of perspective-taking they are studying (e.g., cognitive or affective), others have 

observed inconsistent results when different tasks were used to measure the presumed 

same-ability (e.g., using games or interviews). There are at least two problems 

associated with this lack of theoretical and &thodological precision. First, it prohibits a 

clear understanding of what outcomes are consistently predicted by cognitive 

perspective-taking and what outcomes are consistently predicted by affective 

perspective-taking. Second, in cases where both forms of perspective-taking ability 

have been found to be associated with the same outcome (e.g., interpersonal problem- 

solving strategies), the magnitude of the relationships is not specified Consequently, it 

is difficult to determine whether various consequences are more strongly related to 

individual differences in the ability to infer another's thoughts (cognitive perspective- 

.@king) or individual differences in the ability to detect another's emotion (affective 

perspective-taking). Other criticisms of research examining the outcomes assaciated 

with individual differences in perspective taking ability are detailed below. 

At this point, it is important to reiterate that most studies examining the 

relationship between social cognition and the outcomes children experience have utilized - 
^ _  - .-. .- . - . . - . . . 

perspeckve-taking as their index of social cognitive ability. That is, the vast majority of 



research has operationalized individual differences in social cognition as individual 

differences inperspective-taking skill.. Some researchers suggest, however, that 

perspective-taking may not be the most valid index of social cognitive ability. In fact, 

these researchers argue that perspective-taking is best conceptualized and studied as a 

social perce~tion process and not an index of social coe t ive  ability. Thus, in addition 

to the theoretical and methodological confusion concerning the precise ways that various 

forms of perspective-taking skill are related to the outcomes children experience, there is 

also some confusion concerning whet& the concept of perspective-taking is an 

appropriate measure of social cognition. 

Researchers operating within the theoretical perspective of constructivism 

(Delia et al., 1982) draw a sharp distinction between social perception processes and 

social cognition. Whereas social perception processes refer to "the mental activities 

through which persons perceive and interpret the qualities, thoughts, states, and ' 

behaviors of others" (Burleson, 1987; p. 310). social cognition refers to the more 

fundamental cognitive structures through which these processes occur. 

According to this viewpoint, perspective-taking is not an index of social 

cognition but, instead, represents a social perception process which occurs through the 

application of cognitive structures. Specifically, constructivists argue that "interpersonal 

constructs" are the mental elements or schemes used to interpret social situations (Samter 

& Burleson, 1984). Social cognition, then, is assessed by counting the number of 

interpersonal constructs contained in individuals' descriptions of others and also by 

determining their degree of abstractness. Individuals with relatively differentiated (i.e., 

a greater number) and abstract (i.e., refening to others' psychological identity) 

interptmonal constfucts afk- said to be more cognitively complex th5n&di~Gluiis who 
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use fewer, less abstract (i.e., .referring to others' physical ch&teristics) interpersonal 

constructs. 
I. 

Thus, because it taps fundamental social cognitive structures mther than 

social perception processes, cognitive complexity may be a more appropriate measure of 

social cognition than perspective-taking. Measures of cognitive complexity may reflect 

core social cognitive abilities whereas perspective-taking indices may represent more 

secondary processes. Furthermore, measures of cognitive complexity may have a more 

direct relationship with various social perception processes than indices of perspective- 

taking; some of the abilities contained in the perspective-taking construct (e.g., 

perceptual perspective-taking) are not fundamental to social perception. Cognitive 

complexity, on the other hand, specifically taps individuals' perceptions of others with 

whom they are socially connected. 'In this way, cognitive complexity may be a more 

relevant measure of social cognition than the various indices of perspective-taking. 

Thus, given that cognitive complejrity both represents individuals' more 

fundamental social cognitive structures and bears a more relevant relationship with social 

perception, it follows that cognitive complexity should be directly associated with social 

and communicative outcomes. That is, because individuals who are cognitively 

complex will be better readers of the social world, they should interact with others using 

more sophisticated communicative techniques. These strategies may, in turn, lead to 

greater interpersonal acceptance. 

In fact, some research has documented these issociations. For example, 

Samter and Ely (1985) showed that children earning higher cognitive complexity scores 

were more skilled conflict managers than less cognitively complex children. Other work 
- .~ --. .~ -. --. ~ ...-. - . . . 

shows thatco~ii~ek&mpi'eiiiy is related to persuasive (ciark & Delia, 1977), 

referential (Delia, Kline, Burleson, Clark, Applegate, & Burke, 1980). regulative 
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(Kline, 1987), and comforting skills (Burleson, 1984a). Burleson andsamter (1990) 

explain that bgnitively complex individuals are likely to orient themselves to others in 

terms of the feelings and needs of their partners; hence, it makes sense that these 

individuals are better able to produce effective messages. 

Moreover, because complex individuals are better communicators, they may, 

also enjoy a greater degree of acceptance among peers.than individuals who are less 

comp~ex,~less skilled communicators. In other words, the outcomes of being judged 

favorably by one's peers may result from being perceived as an attractive and skilled 

communicator. This latter assumption has received some empirical support within the 

construc.tivist literature. For example, research suggests that individuals who use more 

skilled comforting messages are judged more favorably than individuals who produce 

less skilled strategies (Burleson, 1985; Samter, Burleson, & Basden, 1985). 

Furthermore, Burleson, Applegate, Burke, Clark, Delia, and Kline (1986) found that 

rejected children performed more poorly on comforting and referential communication 

skill tasks than children who were accepted by their peers. 

~ I Taken together, these two bodies of literature suggests that cognitive 

I complexity may impact on peer acceptance by influencing the degree to which 

individuals are able to produce sophisticated messages. Although few studies have 

examined the relationships between cognitive complexity, communication skill, and 

~ I social outcomes, there is some support for this cider of events. Applegate et al. (1985) 

found that children who earned higher cognitive complexity scores used more 

sophisticated comforting skills and earned higher sociometric ratings than children who 

were less co'gnitively complex. It may be that children who view the world in a 
. . - .  . . - .  . -  - -. . - - . . ,. - . . . - . 

sophisticated way enjoy positive social outcomes because they are better equipped to 

I communicate in an effective and satisfying manner. 
7 
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In sum, indexing social cognition via the extent to which a child's 

interpersonal constructs are differentiated and abstract provides an attractive alternative 

to indexing social cognition through measures of cognitive and affective perspective- 

taking skill. Thus, the current project used indices of cognitive complexity and 

abstractness to assess individual differences in social cognitive ability. 

In addition to the confusion concerning how best to conceptualize and 

assess social cognitive ability, the literature reviewed above is also limited by the type of 

outcomes examined. To date, most research has focused on the relationship between 

individual differences in social cognition and objective outcomes such as interpersonal 

success and the use of sophisticated forms of communication. While important, this 

focus has ignored the possibility that social cognition may be related to the child's own 

subjective evaluation of his or her social standing. Loneliness is defined as an 

unpleasant "response to a discrepancy between desired and actual relationships" (Peplau 

& Perlman, 1982; p. 682) and, therefore, is a self-reported appraisal of social 

satisfaction rather than an objective assessment of interpersonal success. 
I 

There are several reasons why the study of loneliness among children is 

warranted. First, while considerable research has examined loneliness in adults, 

relatively little work has focused on children's loneliness. This paucity of research may 

stem h m  the long-standing assumption that children are relatively unaware of their 

inner, subjective states. However, two studies suggest that a sizeable number of 

youngsters experience feelings of loneliness and dissatisfaction with social 

relationships. In a national survey of 7- through 1 1-year-olds, The Foundation for 

Child Development found that eight percent of the children surveyed reported being very 

lonely. More'iecentljl, Asher, Hymel, and Renshaw (1984) conducted a study to test 

the validity of a questionnaire designed to measure loneliness in children. Ten percent 



of the children who participated in their study (in third through sixth .grades) reported 

being lonely. Taken together, these results suggest that a considerable number of 

. children are experiencing a phenomenon.about~which we know relatively little. 
? 

Second, strong and consistent support has been observed for the finding 

that among adults, chronic loneliness (indicating a perpetual condition rather than an 

isolated reaction to identifiable events) is associated with a variety of negative and even 

life-threatening consequences (Peplau & Perlman, 1982). For example, when compared 

to nonlonely individuals, lonely adults are more likely to experience anxiety and 

depression, to suffer from physical illness, and attempt suicide (Peplau -& Perlman, 

1982). It is quite possible that loneliness is a chronic problem, the roots of which lie in 

childhood. Thus, it is important that we discover the factors contributing to the 

development of loneliness so that preventative measures can be employed before these 

extreme consequences are experienced. 

Researchers admit that they have not yet reached a consensus regarding the 

etiology of loneliness (Anderson, Mullins, & Johnson, 1989). However, there is good 

reason to believe that individual differences in social cognition may be significant 

predictors of this condition. In fact, previous studies of loneliness in adults suggest 

that, unlike objective indices of interpersonal success, chronic loneliness is not 

necessarily related to frequency of interaction. Instead, chronic loneliness appears to be 

better predicted by various psychological factors such as low self-esteem, introversion 

(Stokes, 1985), and egocentrism (Jones et al., 1981; Russell et al., 1978). 

In addition, some research suggests that loneliness is associated with.a 

negative cognitive bias toward the social world. Lonely people have been found to 

approach ~t&ction~cautiously and to expect the wdist-from SoX5ii.l sihiations (Stokes, 

1985). Apparently, their communication reflects this negative bias. For example, 
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research suggests that lonely people are more likely to make self-centered statements, 

ask fewer questions during conversation, change the topic more frequently, and respond 

more slowly to others' statements (Bell, 1985; Horowitz & French, 1979; Jones et al., 

1982). Taken together, these findings provide some evidence that lonely people tend to 

think about and behave in the social world in ways which are somewhat different from 

nonlonely people. 

To date, no research has examined whether children's loneliness is an 

outcome of individual differences in social cognition. If the literature on adults is any 

indication, it may well be that youngsters with relatively unsophisticated social cognitive 

abilities are lonelier than children whose social cognitive skills are more sophisticated. 

In other words, children whose construct systems are undeveloped may orient to the 

social world in relatively concrete ways. This cognitive bias may, in turn, prohibit them 

from engaging in forms of communication that others consider attractive. The absence 

of interaction with peers may ultimately foster feelings of loneliness. 

In sum, it is quite possible that lonely children are marked by less advanced 

social cognitive abilities. It may be that children's approach to and evaluation of the 

social world predisposes them to experiencing loneliness. In order to explore these 

possibilities, the current project examined the relationship between children's loneliness 

and their level of socialxognition (as indexed by cognitive differentiation and 

abstractness). ', 

on. . . C o n c e ~ m o n s  and C o v  . . 

Researchers have also been interested in examining how various indices of 

_motivation are related to,.the subsequent life outcomes .children._expe.rience. Cofer and 

Appley (1 964) define motivation as "...the arousal of a tendency to act or produce one 



25 

or more effects" (p. 8). Motivation is thus distinguished from social cognition in that 

the latter construct reflects an individual's ability to conceptualize the social world, 

whereas motivation represents a desire and/or willingness to act in that world (Samter & 

Burleson, 1984). A review of the literature suggests that two forms of motivation have 

received widespread attention as predictors of various life outcomes: locus of control 

and empathy. Conceptualizations of these forms of motivation as well as the outcomes 

typically associated with them are summarized below. 

. . 
01: co- 

Locus of control is a measure of motivation that has received a great deal of 

empirical attention. This construct refers to an individual's beliefs about his or her 

ability to control the reinforcements that occur in relation to his or her behavior (Phares, 

1965). Research shows that locus of control is an important determinant of individuals' 

motivation in various situations (Lefcourt, 1976; Wortman & Brehm, 1975). 

According to Rotter (1975), individuals may be classified as having either 

an internal or external locus of control orientation. Individuals with an internal locus of 

control believe they are responsible for determining the rewards they receive and, 

therefore, see themselves as active agents who control their own destiny. Externals, on 

the other hand, believe that forces beyond their control (e.g., luck, powerful others, 

fate, God) determine the outcomes associated with actions and see little or no connection 

between the enactment of behavior and subsequent outcomes. To them, external forces 

are responsible for controlling the occurrence of events; thus, the world is an 

unpredictable place. 

.-- - Roper (1954) developed the locus of control concept based on the principles 

of social learning theory. According to this perspective, individuals develop certain 
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expectations based on what they have experienced in previous, similar situations. In 

other words, people learn what outcomes are likely to follow from certain behaviors by 
I 

experiencing similar stirnulus-response relationships. Lndividuals who have learned in 

past experiences that their behavior has no apparent connection to the subsequent 

outcomes that ensue will most likely develop an external orientation. On the other hand, 

individuals who have learned that their behavior results in relatively predictable 

outcomes will most likely develop an internal orientation. 

While most of the research on locus of control has been conducted with 

adult samples, mounting interest in children's locus of control has emerged since the 

early 1970s (Nowicki & Duke, 1983). As a result, researchers have developed valid 

and reliable locus of control measures that are suited for children. In general, studies 

conducted on children suggest that even pre-schoolers can be distinguished according to, 

their locus of control orientations (Nowicki & Duke, 1974). Furthermore, research has 

linked individual differences in children's locus of control to a variety of outcomes. 

This literature is reviewed in the following section. 

cus of Control 

Locus of control has been found to influence a number of important 

outcomes in both children and adults. In general, it seems that individuals with an 

internal locus of control orientation experience greater academic, social,. and 

communicative success than individuals with an external locus of control orientation. 

A good deal of literature suggests that children who have an internal locus 

of control earn higher grade-point averages (Nowicki & Segal, 1973; Prawatt, Grissom 

. . ... &.Panish, 1979; Rupp & Nowicki, 1978) and perform .better on-standardized tests 

(Nowicki & Roundtree, 1971; Nowicki & Segal, 1973; Nowicki & Walter, 1974; 
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Sherman & Hoffman, 1980; Testiny, Lcfkowitz, &Gordon, 1980) than children with 

an external orientation. In a related vein, Hallahan, Gajar, Cohen, & Tarver (1978) 

found that children with leaming disabilities tended to be more external than children 

without learning disabilities. Subsequent research has replicated this finding (Hisama, 

1979). 

Locus of control has also been linked with psychological adjustment in both 

children and adults. Previous work has shown that externality is associated with 

- 1  alcoholism (Nowicki & Hopper, 1974), emotional disturbance (Nelson, Finch, 

Montgomery, & Bristow, 1975), and juvenile delinquency for both males and females 

(Nowicki & Duke, 1983). Interestingly, studies-have found that even among delinquent 

populations, children with relatively greater internal orientations are ktter adjusted and 
i 

enact more positive behavior than children who are less internally oriented (Beck & 

Ollendick, 1976; Duke & Fenhagen 1975). Other work shows that externality increases 

as a function of psychological disturbance. For instance, Duke and Mullens (1973) 

observed that among individuals who were hospitalized for psychiatric problems, 

schizophrenics were more external than non-schizophrenics. However, the non- 

schizophrenic group was more external compared to a group of non-hospitalized 

conmls. Overall, then, it seems that internalivis associated with behavioral 

adjustment, while externality is linked with maladjustment in both children and adults. 

Research also indicates that children with an external orientation toward the 

social world are less accepted by their peers than children with an internal orientation 

(Nowkki, 1975). In addition, individuals with an internal orientation are typically 

judged to be more attractive than kdividuals with an external orientation (Cash & 
. . - . . . , - - .- - . . . . .  

Begley, 1976; ~owicki  & ~lumbeg ,  1975). Interestingly, researchers explain that 

internals may be judged more favorably than externals~because they are more observant 



and perceptive during their interactions with others; this, in turn, enables them to create a 

more comfortable and pleasing atmosphere for their listeners (Lefcourt & Wine, 1969). 

Other work suggests that internals have better interaction skills than 

externals (Deysach, Keller, Ross, and Hiers, 1975). Lefcourt, von Baeyer, Ware, & 

Cox (1979). found that internals were better listeners than externals. In their study, 

subjects were paired with a same-sex peer who was instructed to describe things he or 
. 

she wanted to change about him or herself. Results indicated that internal subjects were 

more likely to nod as they listened to the peer and were rated as more interested and 

accepting by the speakers. Furthermore, speakers who were paired with internal 

listeners spoke for longer periods of time than speakers who were matched with 

externals. 

Thus, internals may have fewer social problems than externals because they 

also have better interaction skills. Research shows that in addition to influencing one's 

listening skills, locus of control orientations also influence one's ability to formulate 

sophisticated messages in a variety of communicative domains. For example, Chandler 

(1975) observed that external children had more difficulty communicating with both 

peers and teachers than internals. Among adult samples, significant relationships have 

been observed between internality and the tendency to ask an appropriate number of 

questions during conversation as well as the tendency to allow others to speak 

(Lefcourt, Martin, Fink, & Saleh, 1985). 

Other research shows that locus of control predicts the type of resolution 

strategy individuals employ during conflict situations. Canary, Cunningham, and Cody 

(1988) found that among college students, hternality was positively associated with the 
. . - . . . . . - . 

uSe of .if-tegrative, co6perative Conflict behaviors: In bniiiiit, eZteemdi@ was positively 
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associated with the use of sarcasm during conflict and with strategies that tended to 

avoid or deny the issue. 

Interestingly, research in a variety of other contexti also supports the notion 

that specific locus of control orientations are related to distinct communicative tactics. 

For example, studies on marriage suggest that internal partners are more likely to be 

more assertive and persistent than external partners (Doherty & Ryder, 1979). In 

addition, the literatun5 on organizational communication suggests that internals attempt to 

persuade others through encouragement while externals are more likely to use coercion 

(Goodstadt & Hjelle, 1973). 

In sum, locus of control orientations have been linked with academic, 

social, and communicative outcomes in both adults and children. In g e n d ,  it seems 

that internals experience iea  difficulty than externals in these contexts and that 

communication may act as a mediating variable which facilitates the development of 

more positive outcomes. 

. . v: Coney 

~ m ~ a t h ~  is a widely studied index of motivation. Empathy hasbeen 

defined as the spontaneous tendency to feel what another feels (Mehrabian & Epsiein,. 

1972; Samter & Burleson, 1984). Researchers have assumed that empathic arousal 

serves as the motivation for the enactment of prosocial behavior (e.g., helping, sharing) 

. by focusing an individual's attention on another's distress and the anticipated relief 

.associated with ending that distress (Barnett, 1984; Feshbach, 1978). In other words, 

experiencing the affective states of another is presumed to motivate individuals to act in a 

way that corrects the other's problems as if they were their own. 
. . .  . . -  . . . . - . - . . ,. - . - . . - - . . - -. - 
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Obviously, this is not the only definition of empathy. Interestingly, early 

work assumed that empathy was synonymous with an individual's awareness of 

another's thoughts andlor feelings. In this way, empathy was considered to be more of 

a cognitive than an emotional process (Feshbach, 1978). For example, Truax (1961; 

1967; 1972 ) developed a scale of "accurate: empathy" which was designed to measure 

therapists' ability. to understand their clients' experiences and communicate back the 

meaning of thoseexperiences. Many other researchers have operationalized empathy in 

this way as well (e.g., Borke, 1971; Chahdler, 1974; Taguiri, 1969). Today, however, 

researchers generally agree that these early definitions of empathy are actually more akin 

to conceptions of cognitive or affective perspective-taking. In other words, current 

conceptualizations suggest that empathic arousal includes more than the mere recognition 

of others' emotional states. These conceptions mandate that individuals must actually 

experience mother's affect in order to be classified as empathic. Thus, empathy is 

typically thought to involve both the recognition of and vicarious response to another's 

emotional state (see Hoffman, 1977). 

Research conducted by Feshbach and Roe (1968) underscores the 

importance of conceptualizing empathy in this manner. These researchers had first- 

grade children watch slides and hear stories depicting youngsters in various social 

situations. For example, one set of slides featured a child in a happy condition (e.g., a 

birthday party) while another set of slides featwed a child in a sad condition (e.g., 

losing the family pet). After each presentation, children were asked "how do you feel?" 

and "how does this child feel?" Feshbach and Roe found that children were capable of 

recognizing others' emotional states, however, this recognition did not guarantee a 

subsequentempathic re$anse. That is,-while most childkn were ableto accurately 
- 

identify the affective state of the child featured in the slides, they did not uniformly 



experience the same emotions themselves. This work, then, supports the notion that 

empathy is more than the ability to.recognize another's affect (what affective 
, . 

perspective-taking measures), and involves the actual experiencing of another's 

emotional state. 

Children's empathy has been associatedwith a number of important 

outcomes. For the most part, empathy has been positively linked with prosocial 

behahurs (e.g., cooperation, altruism, helping, sharing) and negatively associated with 

antisocial behavior such as aggression. 

Many researchers (Aderrnan & Berkowitz, 1970; Aronfreed, 1970; 

Berkowitz, 1970; Hoffman, 1975; Marcus, Telleen, & Roke, 1979) explain that a high 

level of empathy facilitates prosocial behavior because its pleasurable consequences are 

vicariously experienced. Thus, it is not, surprising that a good deal of research has 

found empathy to be an important correlate of prosocial behavior. Fur example, in a 

study of sixth graders, Barnett, Howard, ~elton,'and Dino (1982) induced an empathic 

mood by asking children to describe and;then think about a sad incident that they ur 

another had experienced. The children were then given the choice of either helping 

assemble "Winnie-the-Pooh Color and Activity" booklets for sick children in a hospital 

or reading pamphlets. As predicted, highly empathic children (assessed prior to .the 

: experimental manipulation) who were asked to recall a sad story involving another child 

(the empathic inducement) assembled more booklets than nonempathic children. 

In a related vein, Marcus et al. (1979) found that empathy was positively 

associated with cooperative behavior - in pre-school .. children. Using Feshbach and Roe's 

(1968) measure, children were shown slides of children experiencing a variety of 



emotions such as happiness, sadness, anger, and fear; Children were asked "how do 

I you feel?." after the presentation of each slide. Levels of empathy were assessed based 

' on the number of times the subjects reported the same affect as the children in the slides. 

Empathic responses were then compared to ratings of cooperative behavior completed 

by two teachers and four research assistants. Results indicated that empathic children 

received more cooperative ratings than non-empathic children. More specifically, high 

empathy children more hquently sought out other children for mutual play and shared 

play materials; in addition, they rarely played alone. In contrast, children low in 

empathy were seen as extremely individualistic (rarely joining group activities, 

abandoning an activity when others joined and almost always playing alone). 

. Other work suggests that an inverse relationship exists between empathy 

and aggression in both children and adults. For example, Huckaby (1971) found that 

six- and seven-year-old children who received high empathy scores were rated as less 

aggressive by teachers. Similarly, Mehrabian and Epstein (1972) found that highly 

.empathic college students were less likely to administer electrid shocks to an 

experimental confederate than students who were not as empathic. Researchers 

generally argue that empathy serves as a control for aggressive responses by 

highlighting the imagined pain and distress for others as the victims of aggressive 

behavior. 

In sum, both locus and control and empathy have been linked with a variety 

of outcomes in children. In general, internal locus of control orientations are associated 

with.childrenfs academic, social, and communicative adjustment, 'while empathy is 

related to their altruistic, cooperative, and non-aggressive behavior. Although the 
. .  . .. , . . , . - . . . . . 

research on locus of co~trol and empathy does not suffer from the same theoretical and 

methodological confusion that the literature on social cognition does, it is nevertheless 



limited in two important ways. First, this work has' ignored the possibility that 

motivations other than locus of control and empathy may exert some influeilce on the 

outcomes children experience. Secoi~d, relationships between variousindices of 

motivation and children's subjective experience of loneliness have not been 

'systematically explored. These criticisms are discussed in the riext section. 

cus of CQptrol 

While previous work has demonstrated that locus of control and empathy 

are important motivators for behavior, studies have ignored the possibility that other 

motivational tendencies may make important contributions to children's behavior and the 

subsequent outcomes they enjoy as a result of enacting these behaviors. Recent research 

suggests that self-efficacy may be an impartant form of motivation to explore. 

According to Perry et al. (1986) self-efficacy refers to "people's beliefs about their 

abilities to execute and regulate the important actions in their lives" (p. 700). Like locus 

of control, this concept is grounded in social learning theory; however, the two 

motivations are distinct in that self-efficacy refers to an individual's beliefs about his or 

her ability to perform a given behavior, whereas locus of control reflects the individual's 

expectations that the behavior will lead to certain outcomes (Donovan & O'Leary, 

1983). As noted earlier, social learning theory maintains that people enact certain 

behaviors when they perceive themselves to be competent. Thus, if an individual does 

not feel capable of performing a certain action, he or she will refrain from attempting it. 

In contrast, individuals who pe~eive  themselves as competent in performing a certain 

act will be A r e  inclined to do so. Thus, perceptions of self-efficacy may function to I 

encourage (or prohibit) particular forms of behavior. . . .  . . . . .  . . . .  
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It is important to note that self-efficacy is not a global construct. That is, 

individuals' perceptions of self-efficacy are likely to vary across~situatio~s. People may 

feel more or less competent in performing certain behaviors based on the nature of the 

actions themselves. For example, some may f&l competent in comforting a friend but. 

incompetent when making persuasive appeals. As a result, indices of self-efficacy 

typically assess perceptions of ability for a variety of behaviors including aggression 

(Peny et al., 1986; Pettit et al., 1991), the inhibition of aggression (Peny et al., 1986), 

verbal persuasion ( Ladd & Price, 1986; Perry et al., 1986), prosocial behavior ( Peny 

et al., 1986; Pettit etal., 1991), and peer interaction (Ladd & Price, 1986; Wheeler & 

Ladd, 1982). 

Only a handful of studies have explored the consequences associated with 

individual differences in children's self-efficacy. These studies suggest, however, that 

self-efficacy is an irnpo&t predictor of behavior and its attendant outcomes. For 
.-.. .. . 

example, Perry et al. (1986)-found that fourth- through seventh-grade children who 

believed it was easy to perform aggressive acts were more aggressive in their actual 

interactions with peers. Thexi children also felt less able to successfully control 

aggression than their non-aggressive counterparts. In a more recent study, Pemt et al. 

(1991) also observed that aggressive behavior in children warelated to high self- 

efficacy scores regarding their abilities to perform aggressive acts. Finally, in a study of 

third through fifth graders, Wheeler and Ladd.(1982) found that when compared to 

rejected children, those who were accepted by the peer group were more confident in 

their ability to verbally persuade peers in nonconflict situations. 

Taken together, these studies suggest that self-efficacy is a promising 
.. . . . . - . . 

consrnct. that may function as an important motivation for children's behavior. In 

general, it seems that self-efficacy for aggression encourages children's aggressive 



behavior and prohibits non-aggressive, prosocial behavior. Thus, self-efficacy deserves 

more attention in and of its own right. In addition, self-efficacy may also be an 

important predictor of the types of outcomes featured iln the .current study. 

This possibility brings us to a second limitation associated with work on 

motivation. Like the social cognition literature, the majority of research on the outcomes 

associated with individual differences in children's locus of control and empathy has 

ignored the possibility that these motivational tendencies may be linked with loneliness. 

Although they did not directly test this assumption, ASher et al. (1984) argued that 

youngstem who attribute their social competence to uncontrollable, internal, personal 

causes (e.g., personality, physical attractiveness, lack of ability) may be more lonely 
- .  

than children who blame external events for their relative social satisfaction. This notion 

of attribution bears conceptual similarity to locus of control; thus, the extent to which 

children feel they are responsible for controlling events may be an important antecedent 

of children's loneliness. In fact, other research has shown that externality is associated 

with loneliness in adolescents (Moore & Shultz, 1983), college students (Jones et al., 

1981; Solano, 1989), and among the elderly (Schultz & Moore, 1986). Thus, it is 

possible that locus of control is related to loneliness in children as well. 

It is also reasonable to expect that individual differences in empathy and 

self-efficacy may predict children's loneliness. For example, it may be that in the 

process of empathizing with others, children feel less lonely because they feel co~ected  

to others by sharing similar emotions. Furthermore, children earning high self-efficacy 

scores for prosocial behavior and the inhibition of aggression may feel less lonely than 

other children. That is, because these children feel confident in their ability to crea.te 

positive situations by enacting &xub behaviors,-hey may '&-&k iiidlhed to &have .in 

a manner that earns approval by peers. The enactment of prosocial behavior, in turn, 
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may earn them subsequent approval from their peers, thefeby decreasing their chances ' 

of experiencing loneliness. In order to explore the'se possibilities, the current project 

examined the relationship between children's loneliness and individual differences in 

locus of control, empathy, and self-efficacy. In this way, a better understanding of how 

a varieity of important motivational traits are linked to a subjective outcome can be 

gained. 

In sum, the literature indicates that individual differences in locus of control, 

empathy, and =If-efficacy are particularly important forms of motivation in determining 

the outcomes children experience. These variables have been found to influence various 

forms of aggressive and prosocial behavior as well as the level of acceptance children 

achieve in the peer group. There is good reason to believe that they will also impact on 

the extent to which children are lonely. 

, Given that both social cognition and motivation have been linked with a 

variety of important outcomes, it is not sqrising that a good deal of research has been 

devoted to examining the antecedents of individual differences in these areas. One 

antecedent that has received a significant amount of attention is parents' disciplinary 

style. The remainder of this chapter focuses on a review and critique of the literature on 

parental discipline. The majority of this work has assumed that discipline affects 

childreii's outcomes directly. However, a smaller but more consistent body of literature 

indicates that the effects of discipline are mediated by children's social cognition and 

motivation. In other words, discipline is thought to directly affect the child's social 

cognition and motivacon which, in turn, then influences vaiious lifeoukomes. This 

hypothesis is offered as an alternative explanation to the direct effects model. 
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Discipline has been operationalized in a number of different ways. As a 

result, a wide assortment of terms has been used to describe various styles. For the 

most part, however, researchers have defined disciplinary styles as either pdwer- 

assertive/authoritarian or inductive/authoritative (Applegate et al., 1985; Pemt et al., 

1991). 

Power-assertive styles generally do not encourage children to consider the 

consequences of their behavior for others, and instead use threats or force as a means of 

inducing compliance (Hoffman, 1960). For example, the parent who threatens his or 

her child by saying "If you don't go to bed right now, youcan't watch any television 

this week" uses a powq-assertive or authoritarian style and attempts to control the 

child's behavior through negative reinforcement. 

Inductive/authoritative styles, on the other hand, employ more nurturing 

communication and control behavior viaexplanation and reasoning. Inductive sh-ategies 

typically offer rationales for claims that'encourage children to consider the consequences 

of their behavior for their own and others' psychological well-being (Burleson, 1983). 

Hence, the statement "I know you want to stay up, but it's a school night and if you 

don't get some sleep, you'll be tired tomorrow" represents an- inductive or authoritative 

style. Thus, parents who use inductive strategies encourage children to reason through 

the consequences of behavior so that they may understand why it is important to comply 

with demands. 

Gwen 4 s B w r :  Sunnort for a Direct . 

Most of the research on the impact of parental discipline has assumed that 

, p-ts d k i i )  affect the outcomes children experience. This work su&jtists that 

' children model their parents' behavior and therefore adopt interaction strategies that .are 
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either p ~ ~ i t i ~ e i y  or negatively evaluated by their peers. Thus, direct effects studies have 

typically focused on the relationship'between parental discipline and children's social 

competence and subsequent acceptince. In general, this work suggests that parents who 

use power-assertive disciplinary styles have children who are hostile and' aggressive 

'with peen and, consequently, suffer from peer rejection (Baurmind, 1967; Hoffman, 

1960). In contrast, parents enacting more inductive styles typically have children who 

are socially competent, (Baumrind, 1967; 197 1) and accepted by peers (Roopnarine .& 

Adams, 1987). 

Several studies indicate that inductive disciplinary techniques are associated 

with children's social acceptance. In their study of sixth through eighth graders,. Roff, 

Sells, & Golden (1972) found that children's perceptions of parental acceptance and .i: 

warmth were positively related to their level of acceptance by peers. Furthermore, 

Patterson, Kupersmidt, & Griesler (1990) found that third and fourth graders' reports of 

parental rejection correlated with low levels of acceptance. These studies suggest that 

children who receive warm and accepting attention from parents respond to others in, a 

similarly warm and accepting manner, thereby eliciting favorable evaluations by peers. 

Other studies using an observational methodology support the claim that 

,parents directly influence their children's subsequent peer acceptance and social \ 

competeiice.   or exadple, Putallaz (1987) observed mother-child interactions a i d  

classified mothers' styles according to the degree to which they used positive verbal, 

statements (e.g., polite requests, suggestions) with their children. Putallaz then 

compared these assessments to children's sociomemc ratings and their observed soci,al 

behavior with peqs. Results indicated a direct relationship between mothers' use of 

positive virbd statements arid children's peer acceptan&.-'FlktheeiOi, motheis who 
. . 

used these statements tended to have children who exhibited prosocial, less abrasive 
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behavior. In contrast, mothers who were negative and coritrolling in their interactions 

tended to have children who were less accepted by peers and who enacted disagreeable 

and demanding social behavior. 

Parallel findings have been observed in conjunction with the use. of power- 

assertive techniques. Proponents of the direct effects model argue that children whose 

parents serve as aggressive role models are less accepted because they imitate their 

parents' behavior and respond aggressively to peers. According to Hoffman (1960), 

children may develop a power-assertive orientation toward others as a result of 

idenafying with their power-assertive parents. In fact; Hoffman found support for this 

hypothesis. Hoffman (1960) correlated mothers' scores on a power-assertion test with 

children's levels of hostility, power-assertiveness, and resistance to others' influence. 

Results indicated that mothers who relied on power-assertive techniques had children 

who were more hostile with peers, used direct commands, threats, and physical force as 

a means of influencing others, and who resisted all attempts of influence initiated by . . 

both teachers and peers. Similarly, in a study of the relationship between parental 

discipline and the development of aggressive behaviors in school-age boys, Dishion 

(1990) observed that parents who used negative and punishing styles had children who 

were marked by aggressive, antisocial behavior and who were less imepted by their 

peers. 

Overall, the majority of the research on the effects of parental discipline 

assumes that children learn behaviors directly from parents during interactions with 

them. These behaviors, then, are believed to influence the degree to which the child is 

accepted by his or her peer group (Dishion, 1990; Pe.ttit et al., 1988). In geneml, 
. . . .-a 

findings sug&G that parents who use power-assertive strategies teach their children to 

behave aggressively; these children are then negatively responded to by their peers. In 



contrast, parents who use inductive strategies teach their children to behave in a positive, 

prosocial manner which is favorably responded to by' the peer p u p .  
L, 

It is important to note, however, that direct effects studies have typically 

found only mderate relationships between parerital discipline and children's outcomes. 

That is, discipline has been found to account for'a relatively small amount of the 

variance in the different consequences children experience. This suggests there may be 

other variables contributing to children's behavior and subsequent peer acceptance. The 

less than robust findings may stem from the failurk,of direct effects researchers to 

account for.two important bodies of literature. First, the litera- on direct effects has 

ignored the research reviewed earlier suggesting that individual differences in social 

cognition and motivation exert a strong influence on various outcomes. Second, direct 

effects studies have also ignored a separate body of work indicating that discipliie plays 

an important role in shaping children1s social, cognition and motivation. 'This literature is 

, -  overviewed in the following section. 

A limited but convincing body of research has shown that parents' 

disciplinary styles are instrumental in shaping children's social cognitive abilities and 

motivational tendencies. In general, this work suggests that inductive disciplinary styles 

are associated with the child's ability to take the psychological perspectives of others, 

internal locus of control orientation, and empathic tendency. 

Studies examining the relationship between parental discipline and 

individual differences in children's social cognition indicate that parents employing 
. .. . .  - .. . . . . -- - -  - . . 

induct& styles have youngsters who exhibit more advanced role-taking abilities than 

children of parents who use power-assertive strategies (Hart, deWolf, Royston, Burts, 



& Thomasson, 1990;  ones, Rickel, & Smith, 1980; Putallaz, 1987). For example, in a 

study of six- and seven-year-olds, Bearison and Cassel(1975) observed that inductive 

disiiplinary styles were positively related to children's cognitive role-taking skills. 

Youngsters who were disciplined via reason and explanation were better able to take on 

another's perspective and, therefore, come to know and understand that individual. 

Similarly, work by Dlugokinski and Firestone (1974) suggests that parents' u'se of 

inductive strategies is associated with other-centered values and orientations in third- and 

fifth- grade children. It seems that by encouraging children to consider 'the 

consequences of behavior in terms of others, inductive strategies foster the development 

of perspective-taking skills. That 'is, because inductiye strategies attempt to induce 

compliance by making the child understand why his or her behavior is harmful or. 

inappropriate to others, they encourage the child to consider the perspectives of others. 

Other work suggests that parents' disciplinary styles influence the 

development of various motivational tendencies in children. For example, Nowicki and 

Duke (1983) studied the effects of discipline on the development of locus of control 

orientations. The researchers used an observational methodology in which coders 

watched parents as they monitored their children attempting to complete puzzles of 

varying difficulty. Results indicated that mothers who were warmer, more nurturing, 

encouraged more independence, and were less critical typically had children with 

internal orientations. In contrast, mothers who were critical and obtrusive had children 

with external orientations. Given that inductive styles encourage children to consider the 

consequences and impact of.their behavior for others, it makes sense that children who 

,are consistently exposed to these strategies would develop the belief that they are causal 
- .  . - .  - .  . .  

agents who are capableof influencing others. 



Finally, research also reveals that parents' disciplinary styles are associated 

with individual differences in children's empathy. Studies by Fay (1970) and Huckaby 

(197 1)' indicate that children's empathy is positively related to maternal tolerance .and 

permissiveness and negatively associated with punitiveness, overcontrol, competition, 

and rejection. Other work (Barnett, 1984; Buck, 1984; Fabes et al., 1990; Zahn- 

Wader, Radke-Y arrow, & King, 1979) suggests that inductive parents have children 

who are emotionally responsive to others, while power-assertive parents have children 

who disregard or deny others' emotional states. Hoffman (1977) explains that inductive 

strategies should foster empathic responses because they contain information that 

reduces any existing opposition between .the children's desires and parents' demands. 

Inother words, rather than positioning the child's desires in opposition to external 

conditions, the inductive parent encourages the child to recognize and experience, the 

emotional states of others as a means of finding solutions to problems. Thus, inductive 

strategies promote the child's reflection on and vicarious experience of others' emotional 

states in order to induce behavioral compliance. 

m. This body of literature thus suggests that parental discipline is a 

siflcant predictor of individual differences in children'ssocial cognition and 

motivation. Parentswho employ inductive, nurturing styles have children with more 

advanced social cognitive skills, internal locus of control orientations, and empathic 

tendencies than parents who employ power-assertive styles. 

Ap noted in the previous section, however, individual differences in these 

traits have also been found to predict a variety of important life outcomes. In general, it 

seems that cMbdrlen with more advanced social cognitive abilities are better liked by their - -- . --- 

peers and have more sophisticated communication skills. In addition, children with an 
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internal locus of contrql are more likely to. experience academic, social, and 

comrn~cative. adjustment, while empathic children are more likely to enact altruistic, 

cooperative, and non-aggressive khavior. lnferestingly, the direct effects model of 

socialization ignores these two W e s  of literature. In other words,, it fails to account 

for findings indicating that children's social'cognition arid motivation predict important 

outcomes, and that, parents' discipline influences the development of children's social 

cognition,and motidon. Thus, there is reason to believe that the influence parents 

exert on chilctren is more complicated than a direct effects model suggests. In fact, 

statistical relationships observed between parental discipline -and outcomes children 

experience can be categorized as moderate at best. 

Perhaps one reason why these relationships are marginal is because 

discipline exerts its strongest effect on children's siid cognition and motivation which, 

inturn, then influences the academic, social, and communicative outcomes they 

encounter. In other words, a direct effects model ignores the possibility that individual 

differences in  social cognition and motivation mediate the influence of parental discipline 

on children's life outcomes. 

The assumption that social cognition and motivation mediate the relationship 

between parenial discipline and children's outcomes has been tested. in research 

e&inhg  an "indirect effects" model of socialization. This model and its theoretical 

origins are the focus ofthe next section. 

. .  . 
ect Effects Mpdel of So- 

An indirect effects model of sociahation assumes that pafents influence 

I - -  

their: c-Ndren's ourcomes by shaping their so~@ cqgitivee.ab&tiesSqd m@ivational . - . . . - - - - 

I tendencies. As reviewed earlier, many studies have found sigrSicant relationships 
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between parental discipline and children's social cognition and motivation. Likewise, 

other work has located associations between children's social cognition and motivation 

and subsequent outcomes. Thus, the two important links in the indirect effects mdel  

have found empirical support (i.e., discipl&to social cognition and motivation; social 

cognition and motivation to behavioral outcomes and subsequent consequences). In 

contrast, relatively few studies have examined both links simultaneously. In fact, only a 

handful of studies have investigated how children's psychological factors mediate the 

effects of discipline on the life outcomes they encounter. These studies, h i c h  tend to 

focus on the mediating effects of either social cognition QE motivation, are reviewed and 

critiqued below. 

&pport for . the . Indirect. Effects Model. Pettit et al. (-199 1) ,investigated both 

the influence of parent-child interactions on the development of children's social 

cognitive orientations and the impact of children's social cognition on subsequent 

behavior. ~~ec i f i c a l l~ ,  they classifed parents' styles according to the degree to which 
* they weie coercive and intrusive (i.e., exhibited power-assertion) and then compared 

these observations with children's self-efficacy regarding prosocial and aggressive 

behavior and teacher ratings of their social competence with peers. Results indicated 

that children of power-assertive parents had higher self-efficacy scores regarding 

aggressive or anti-social behavior and earned lower social competence ratings. . 

Furthermore, these children scored lower on self-efficacy scales tapping beliefs in their 

ability to pe'iform competent or prosocial behavior. 

In another study, Putallaz (1987) found that mothers who used polite I I 
I 

-. -. -requests and suggestions-(rather than threats.and demands) had-children-with more . . .. . . ./ 
j 

advanced social problem-solving skills; these children also earned higher sociometric 



45 

ratings from peers. Similarly, Pemt et al. (1988) found that significant relationships 

between family experiences and children's social skills washed out when the effects of 

cognitive reasoning (defined as an index of social cognition) were removed. More 

specifically, these researchers exainined family experiences in terms of mothers' 

responses to interview questions assessing the child's level of exposure to aggressive 

behavior, the harshness of discipline directed toward the child, and the mothers' 

endorsement of aggression as a Qsciplinary technique. Results indicated that mothers' 

endorsement of aggression predicted lower levels of children's cognitive reasoning, 

whkh in turn, predicted lower sociomemc ratings by peers. 

Critiaue of Research on Indirect Effects. While the.studies cited above 

suggest that an indirect effects model may be a promising way to approach the study of 

socialization, more work is needed to replicate andextend prior findings. a or one thing, 

indirect effects studies are limited in that they have failed to explain Wdisciplinary 

styles lead to different levels of social cognitive and motivational development. In other 

words, very little is known about how certain styles translate into particular messages 

which lead children to develop orientations toward the social world that guide their 

behavior. 

Research conducted from a constructivist perspective, however, offers a 

viable explanation for these relationships. According to constructivists, different 

communicative styles reflect differences in individuals' underlying social belief systems. 

In this way, different orientations toward the social world-are revealed in 

communication. Parents who repeatedly expose their children to messages that reflect a 

. . . .  . , - - c o n ~ p  fof.o-hers .terms of, their psychqlogical iden_ti-ty--hpliddtlyyilluscrate how .. .. . _. .. . . . ~ . .- . - 

members of the social world. are connected through feelings and emotions. In contrast, 
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parents whose messages focus attention on the various social roles that individuals 

occupy teach their children the relevance of these positions in understanding of 

relationships. The beliefs the child adopts, then, direct his or her behavior and the 

subsequent outcomes they experience. Thus, the model of indirect effects becomes 

understandable h m  a constructivist analysis because it highlights communication as the 

mechanism of socialization. From this perspective, disciplinary messages not only 

regulate behavior, but contain particular message features that teach more general 

lessons about the social world and the actors comprising it. Background on 

constructivist theory and its analysis of message features is detailed below. 

A ConstructlvlstADDroach to the Studv of Indirect F.ff&: . . Focus of thg 
clummuy 

The constructivist perspective emphasizes the contribution of social 

cognition to the formation of sophisticated message strategies. Whereas cognitive 

complexity is the fundamental concept in the consmctivist analysis of social cogniton, 

"personcenteredness" is the key concept in their analysis of messages. 

As noted earlier, cognitive complexity refers to the level of sophistication 

with which individuals regard the social world. According to constructivists, cognitive 

complexity varies according to the development of one's interpersonal construct system. 

Interpersonal consmcts (the cognitive structures through which we interpret the 

thoughts and behaviors of others) are. viewed as the basic elements of social cognition. 

Hence, cognitively complex individuals interpret the social world using differentiated 

(i.e., a greater number) and abstract (i.e., more psychologically centered) interpersonal 

constructs. 
. . -. - . . . - .- . . . - . . - . , . . . . - . . - -. -- .. - - - - .. . . . . . .. . . . . - ... -- 

The co&&ctivist &alysis.of messages regards pers0ncenteredness"as the 

key factor determining sophisticated communication. According to this perspective, 
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personcentered messages are those which address the unique intentions, feelings, and 

perspectives of others. In contrast, positioncentered messages are uniformly directed 

toward others in terms of their broadly defined social roles. 

The distinctions constructivists draw between per& and position-centered 

messages are based in Bernstein's (1974) analysis of elaborated versus restricted codes. 

Bemstein suggests that individuals who use an elaborated code do so because they 

regard others as distinct individuals with unique feelings, intentions, and psychological 

perspectives. In contrast, individuals who use a restricted code regard others only in 

tenns of their socially prescribed roles. Thus, individuals embracing an elaborated code 

adapt their . comgunication,to . the unique perspectives.of their listeners, while individuals 

embracing a restricted code communicate with others in accordance with'the social roles 

they occupy. 

Bemstein has used this analysis to explain communication differences 

occurring among members of different social classes. He suggests that members of 

different social classes embrace fundamentally different conceptions of the social world 

that are reflected in their distinct communication patterns. Specifically, individuals from 

middle and upper socioeconomic groups believe that others have unique psychological 

perspectives and therefore use an elaborated code to appeal and accommodate to others' 

viewpoints. In contrast, members of lower socioeconomic groups are believed, to define 

others in tenns of social roles and status positions and therefore use a restricted code. 

Bemstein thus suggests that communication differences may reflect more general 

cultural beliefs embodied in one's social class. 

Constructivists extend Bernstein's analysis by asserting that when 
. . . . - - - -. -. . . ... .. . " .  . . ~ .  - .. 

. . - .- - -  

comp.ared to restricted or position-centered messages, personceritered forms of 

communication are more complex--that is, they accomplish more goals. According to 
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Burleson (1987), communication is a functional activity that is directed toward 

accomplishing some fundamental instrumental aim. From this perspective, individuals 

engage in communication with the purpose of persuading, comforting, telling a story, 

offering support, etc. In addition to these instrumental goals, however, individuals may 

also pursue a number of subsidiary goals in their communication with others; they may, 

for instance, seek to protect their own identity, address the face needs of the listener, 
t 

and protect or enhance the status of the relationship (Burleson, 1987). 

Constructivists argue that individuals using a restricted code are less likely 

to address these subsidiary goals because information about the partners' identities, face 

needs, and relational status is contained in their social roles. Thus, restricted or - 

position-centered messages need only focus on achieving instrumental ends. In 

contrast, elaborated code users assume that in addition to occupying various social roles, 

people also maintain unique psychological perspectives on themselves, others, and 

relationships. Because the& perspectives are constantly changing and open to 
,' 

negotiation, they must be addressed in the on-going messages one constructs. Thus, 

person-centered messages must focus on achieving both instrumental relational 

goals. In this way;person-centered messages are considered to be more complex than 

position-centered messages. 

Constructivists argue that the goals pursued in any given context will vary 

according to the'demands of the situation. Thus, the manner in which person- 

centeredness manifests itself will also vary according to the situation. For example, 

person-centeredness is evident in comforting contexts when the speaker attempts to 

alleviate mothers' distress by acknowledging, legitimizing, and elaborating his or her 
.-- . . . . . -  - .-A ... - - . . ..- . . . . . - -  

f&ngs. In persuasion, person-centeredness is evident when the speaker attempts to 
I 
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bring 'about atritudinal or behaviorai change by adapting requests to the needs and 

desires of the listener. 

Of particular importance to the current study is how person-centeredness 

manifests itself in a disciplinary context. Burleson(1987) asserts that in addhon to 

regulating behavior, person-centered disciplinary messages encourage the child to 

"reason through the coilsquences--especially the interpersonal or social consequences-- 

of his or her actions rather than invoking rules, threatening punitive actions, or using 

force" @. 3 17). ~p;~legate  et al. (1992) refer to personcentered disciplinary messages 

& ttreflection-enhancing." Parents who use reflection-enhancing communiCation thus 

attempt to discipline children by appealing to their unique perspective and encouraging 

them to think in terms of otherst-perspectives. as well. 

Coilstructivists argue that this analysis differs fiom the traditional 

conceptions of discipline in that it underscores the features of messages contained in 

inductive versus power-assertive styles. According to Burleson (1987),.this analysis 

allows us to understand how qualitative differences in communicative styles are linked 

with underlying conceptions of the social'world by examining messages in terms of goal 

configurations. Put simply, inductive or reflectionenhanchg strategies address more 

I goals than power-assertive or positioncentered disciplinary strategies. By 

I acknowledging the child's perspective and encouraging himher to do the same for 

others, person-centered strategies not only attempt to achieve the instrumental aim of 

reguladng action, but also seek to protect the child's face needs, encourage autonomy, 

and seek to bring about behavioral change in a way that does not damage the parent- 

child relationship. 

I,-- . ... 
Studies employiig this-aialysis of pani~ital diskiplixie'have jidded-several- ' '  

- 

resulk germane to~the current study. First, significant relationships have beenobsetved 
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between cognitive complexity and the use of reflection-enhancing discipline. In other 

words, there have been a number of studies which support the claim that cognitively 

complex individuals of various populations (e.g., teachers, college students, mothers of 

young children) use more reflection-enhancing communication than non-complex 

persons. These relationships make sense given that cognitively complex individuals 

regard others in terms of their unique psychological identities and that reflection- 

enhancing communication appeals to these identities as a means of inducing compliance 

in others. 

Even more importantly, however, parents who use reflection-enhancing 

discipline have been found to have.children who are more cognitivelycomplex and have 

more advanced communication skills than youngsters whose parents use position- 

centered forms of discipline. For example, Applegate, Burke, Burleson, Delia, and 

Kline (1985) tested a model of indirect effects ,and found that mothers who used 

reflection-enhancing.discipline had children who were more cognitively complex and 

exhibited more.wphisticated comforting and persuasive communication skills than 

children whose parents did not use reflection-enhancing discipline. Interestingly, 

associations between mothers' discipline and children's communication became 

nonsigmficant when the effects of cognitive complexity were partialled out. This 

indicates that parents' reflection-enhancing communication maintains its strongest and 

most direct relationship with children's cognitive complexity. 

A constructivist analysis thus provides an account for & various forms of 

parental communication produce differential effects in children's social cognition and 

motivation. Because communication styles reflect underlying assumptions about .the 
. - . - . - . .. . 

- .  .. . 

social world children who are continually subjecfcdto certain strategies will learn 

similar orientations. In discipline, parents are not only communicating the importance of 



complying with demands, but are also either explicitly or implicitly offering reasons for 

why the behavior is necessary. Children exposed to reflection-enhancing 

communication learn that compliance is important because it has behavioral and 

emotional consequences for themselves and others. Thus, children whose parents use 

these strategies learn to consider others in terms of their emotional states and, therefore, 

are more likely to be cognitively complex. In contrast, children exposed to more 

position-centered styles of discipline learn the importance of conforming to rules and 

maintaining m i d  roles. As a result, they are more likely to regard others in terms of 

the social roles they occupy rather than the unique psychological dispositions they 

possess. As a result, the& children should not be as cognitively complex as children 

who are exposed to refle~tion-enhancin~ communication. Through discipline, then, 

parents provide their children with a certain orientation toward the social world. 

The constructivist analysis also provides an explanation for why researchers 

have found that children subjected to different di&iplinary styles develop distinct 

motivations. Parents who use inductive styles containing reflection-enhancing 

communication teach their children that they are active agents whose behavior has 

consequences for others' psychological and emotional states. These parents encourage 

their children to view situations in terms of others' perspectives. As a result, children 

learn that as causal agents, they'& able to control events in their lives (thereby fostering 

the development of an internal locus of control), and that they are capable of ensuring 

positive consequences by enacting prosocial behavior (thus rendering a sense of self- 

efficacy regarding prosocial behavior). In addition, by emphasizing the importance of 

considering others' emotional perspectives when selecting behaviors, inductive 

' strate$es *also foster.tlie-devebpment of empathy in child.rkri.-Y oungsters who 

possess'this combination- of social cognitive and motivational traits should then enact 
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positive and prosocial behaviors, thereby earning them favorable evaluations from their 

peers. 

In sum, indirect effects studies conducted from the constructivist 

perspective suggest that through discipline, parents not only teach their children explicit 

ruler for behavior but also socialize them into a certain understanding of the social 

world. The understanding or logic children adopt then guides their behavior and the 

subsequent outcomes they experience. 

Limitations .of a Constructivist Analvsis of Socialization. While 

constructivism offers a sensible explanation concerning how parental discipline 

.. influences children's development, it is limited for two reasons. First, constructivist 

studies have only examined the relationship between parents' reflection-enhancing 

communication and children' social cognition. However, as reviewed earlier, parents 

also influence the development of children's motivational tendencies which are kn~wn to 

be important predictors of various outcomes. 

In fact, some research suggests that the outcomes children encounter may be 

best predicted by the interaction between social cognition and motivation (Samter & 

,Burleson, 1984). For example, studies have shown.that individuals with advanced 

levels of cognitive complexity aqd perspective-taking abilities did not produce 

sophisticated comforting messages in the absence of affective empathy (Barnett, 1984; 

Samter &.~urleson, 1984) or when the motivation to avoid communication was salient 

(Samter & Burleson, 1984). Thus, at least where communicative development is 

concerned, social cognition appears to act as a necessary but not sufficient condition for 

the pduction of skillfyl communication messages. - . . -. ... .. 
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Other research shows that both social cognition and motivation may 

function together to promote the enactment of prosocial behavior. For example, Barnett 

(1984) suggests that the cognitive ability to recognize others' distress only translates into 
, 

an empathic response when subjects are sufficiently motivated to do so (by actually 

experiencing the other's emotional state). In addition, Feshbach and Roe (1968) 

suggest that children's ability to recognize another's emotional state is distinct from their 

actual experience of empathy. Other studies (Aronfreed, 1968) support the notion that 

prosocial behavior is dependent upon both the child's cognitive ability to take the 

perspective of others and his or her motivation to enact the behavior. 

Despite these findings, there is relatively little work examining either (a) 

how both social cognition and motivation influence other outcome variables, or (b) how 

maternal communication afTects the development of individual differences in W social 

cognition and motivation. The current study was designed to address these issues and 

thereby provide some insight into several questions left unanswered by previous 

research. For example, the present study examined how individual differences in both 

children's social cognition and motivation were related to individual differences in 

children's loneliness. The current project also assessed the extent to which social 

cognition and motivation were similarly influenced by maternal communication. In 

other words, the strength of the relationship between mothers' reflection-enhancing 

messages and chihren's social cognition was compared with the strength of the 

relationship between mothers' reflection-enhancing messages and children's motivation. 

Previous studies have also ignored the possibility that parental discipline 

may indirectly influence the subjective outcomes children experience. To date, 
.- . . .. . - . - . . . . - . . - 

constructivist research has examined how the orientations children adopt .as a result of 

discipline are reflected in behavior that leads to objective outcomes such as peer 
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acceptance or rejection. However, there is reason to believe that parents may indirectly 

influence the extent to which children experience feelings of loneliness. 

Some researchers operating outside the constructivist paradigm believe that 

parents contribute to their children's loneliness by exerting either too little or too much 

control over them. For example, sdme research indicates that children whose parents 

neglect them (e.g., physical separation, ignoring) fail to form secure anachhrents which 

subsequently prevents the children from developing a sense of security in relationships 

(Anderson et al., 1989). Research on attachment (Bowlby, 1969) explains that this 

feeling of insecurity produced from the parknt-child relationship then leads the child to 

develop relational problems later in life, thereby fostering a sense of loneliness. 

On the other hand, parents who direct too much attention toward their 

children may instill in them a rather self-centered view of the world. Researchers 

(Anderson.et al., 1989) assert that this orientation is then negatively responded to by 

others,thereby causing feelings of loneliness due to social rejection. For example, 

research has shown that controlling and-punishing parents have children who are , 

lonelier than children of accepting, warm, and understanding parents (Schulu & Moore, 

1986). 

It appears,.then, that the cognitive and mothtional tendencies parents 

impart to children may influence their subjective experience of the social world as well 

as their objective standing in that social.world. However, this possibility has not been 

examined. Thus, another purpose of the present study was to extend previous research 

by examining how individual differences in social cognition and motivation mediate the 

influence or effects of discipline on a subjectively experienced outcome such as 
- .. - - . . . . . . . - .  . ? - .. - . . . . . 

loneliness. 



To summarize, this study tested an indirect effects model of socialization 

and examined whether the relationship between mothers' disciplinary communication 

strategies and children's loneliness is mediated by hdividual differences in children's 

social cognition and motivation. Several relationships were expected. 

First, because mothers who use reflectionenhancing communication 

encourage their children to'focus on the psychological states of others as a means of 

inducing compliance, the3 children should exhibit more sophisticated levels of social 

cognition: 

Hl a: Mothers' reflectionenhancing regulative communication will be 

posi.tively associated with children's cognitive differentiation. 

Hl b: Mothers' reflectionenhancing regulative coximunication will be 

positively associated with children's cognitive abstractness. 

Secondly, because reflection-enhancing communication encourages listeners 

to consider themselves active agents who are responsible for the outcomes that result 

from behavior, mothers' use of reflectionenhancing communication should be 

associated with internal locus of control orientations in children: 

H2: Mothers' reflection-enhancing regulative communication will be 

positively associated with children's internal locus of control orientations. 

Third, because mothers who use reflectionenhancing communication 

encourage their children to see others' perspectives and experience others' emotional 

states as a means of inducing compliance, their children should be marked by a tendency 

toward experiencing others' emotional conditions: 
-. . . . . - 
H3: Moth&' reflectionenhanchg 

positively associated with children's empathy. 
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Fourth, because mothers who use reflection-enhancing ~ o ~ u n i c a t i o n  

encourage their children to consider the benefits of enacting prosocial rather than 

aggressive behavior, they should feel.less confident in their ability to behave 

aggressively and more confident in their ability to enact prosocial behavior and inhibit 

aggression than children whose mothers do not use reflection-enhancing. 

communication: 

H4a: Mothers' reflection-enhancing regulative communication will be 

negatively associated with children's self-efficacy scores for aggression. 

H4b: Mothers' reflection-enhancing regulative communication will be 

- positively associated with children's self-efficacy for the inhibition of aggression. 

H4c: Mothers' refle~tion-enhancin~ regulative communication will be 

positively associated with children's self-efficacy for prosocial behavior. 

In addition, several reseafch questions were addressed. First, previous 

work has only examined the relationship between maternal communication and  ith her 

children's social cognition motivation. However, as noted earlier, it is quite possible 

that both social cognition and motivation function together to influence the outcomes 

children experience. This project, then, investigated how maternal regulative - 

communication is related to bothsocial cognition and motivation: 

RQ#l: Is mothers' reflec tion-enhancing regulative communication as 

strongly related to children's social cognition as it is to children's locus of control, 

orientations and levels of empathy and self-efficacy? 

Second, because'previous work has ignored the possibility that children's 

social cognition and motivation mediate the relationship between maternal 
. , - , . - - - -. -. . . .. . 

communication and children's subjective outcomes, this project also examined 

children's loneliness as it relates to these variabl'es: 
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RQ#2: To what extent do indiyidual differences in children's social 

cognition and motivation mediate the relationship between mothers' reflection-enhancing 

regulative communication and children's loneliness? 

The next chapter describes the methods used to address these hypotheses . 

and research questions. 



Chapter 3 

METHODOLOGY 

Participants in this study were drawn from two elementary schools and one 

religious school. One of the elementary schools was a large, public, urban institution 

for children in kindergarten through eighth grades, and was located in New Egypt, New 
3 

J'ersey. The other elementary school was a small,'private, suburban institution fur 

children in kindergarten through eighth W e s ,  and was located in Newark, Delaware. 

The religious school was a small institution fur children, and was also located in 

Newark, Delaware. The data were collected in two waves during January and February 

of 1994. During the frst wave, teachers had children take home the surveys designed 

for mothers to complete. When finished, children returned the surveys to the teachers. 

During the second wave, children completed a number of instruments during school 

hours. ~t each institution, children were given one survey a day to complete over a one- 

week period. These surveys were administered to'the children in groups. Each 

question was read to the children in order to faiilitate their understanding of the 

questions. The following chapter provides a more detailed description of the sample, 

procedures, and instrument's used in this sttidy. 

Of the 37 1 mothers who were contacted for this study, approximately 42% 
- - .. .. . - . .  . - 

- . .  . -- .- - . - - .. 

agreed to pdcipate. Thus, the participants in this study Were 155 children in middle 

childhood (fourth through seventh grades) and their mothers. This age range was 
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selected for three important reasons. First, youngsters in middle childhood have 

developed the basic cognitive twls necessary for relatively sophisticated thought about 

the social world. Prior to this time, children are unable to think of others in terms of 

psychological traits and instead base their evaluations on purely physical and material 

characteristics (Selman, 198 1; Youniss & Volpe, 1978). Second, children at this age 

are still relatively closely connected to parents; hence, relationships between maternal 

communica 'on and children's social cognition and motivation may be stronger than ? 
might be expected in adolescence where the influence of peers becomes increasingly 

important Third, because various social cognitive abilities and motivational tendencies 

have already developed by middle childhood, differences in the chronological age of 

fourth through seventh graders should not explain a large amount of variance. Thus, 

subjects across a l l  ages of middle childhood should be capable of using the same 

cognitive and motivational tools with a relatively similar degree of sophistication. 

Fifty-seven percent of this sample was female (n = 88) and 43% was male 

(n = 67). Females accounted for 53.3% of the fourth graders (n = 16), 45.1% of the 

fifth graders (n = 23), 63.46% of the sixth graders (n = 33), and 72.7% of the seventh 

graders (n = 16). Fifth and sixth graders comprised the largest portion of this sample, 

each accounting for approximately 33% (n = 51,52, respectively) of the total number of 

children. Twenty percent was from the fourth grade (n = 30) and 14% were seventh 

graders (n = 22); 

The mean age for the mothers who participated was 38.81, but participants 

ranged from 28 to 53 years of age. Ninety percent of the mothers were manied. 

Although some mothers reported having as many as six children, .-. .. 44.4% had two and 
. 

35.5% had three children (M = 2.47). Most of the mothers in this sample were 

employed (72.3%), and categorized themselves as upper-middle class (63.2%). On 



average, mothers had completed at least some college or achieved a technical degree 

(36.8%); 27% reported receiving a high school diploma only, 19.4% reported receiving 

a bachelor's degree, and 14.2% had received a graduate degree. 

Over a one-week .period, children completed five different surveys designed 

to assess their social cognitive ability, motivational tendencies, and loneliness. Because 

children cannot concentrate for extended periods of time, the. principal researcher 

administered only one survey per day. The surveys were administered in a random 

order at each school. The specific. time.for administering the surveys was left to the . 
discretion of the teachers so that the most convenient time of the school-day would be 

selected. 

On each day, the principal researcher distributed the surveys to the children. 

In two of the schools, all of the children from each. grade were gathered at one time so 

that fourth through seventh graders completed questionnaires during the same. sitting. 

Because of the large number of children participating from the third school, however, 

surveys were distributed according to class throughout the day. Once the questionnaires 

were distributed, the principal researcher read the instructions to the children and then 

asked if they had any questions. After instructions were clarified, the principal 

researcher read through each question with the children and then allowed time for them 

to circle their answers. 

In order to assess maternal regulative communication, children were asked 

to take surveys home to their mothers who, upon completing the measures, sent them 

back with their children foi teachers to collect The& surveys contained three 



hypothetical situations designed to elicit regulative communication as well as some 
j 

questions concerning demographic information. 

Informed consent forms for both mothers and children were provided (see 

Appendix A). In order to ensure confidentiality, children's and mothers' surveys were 

numerically coded so that mother-child responses could be matched .without requiring 

participants to provide their names. 

ces of Ch on. and Loneliness 

C m  
. . / 

Elicitation of Social Cognitive Ability. Social cognition was assessed by 

obtaining measures of cognitive differentiation and cognitive abstractness using a ,:... 

modified version of Crockett's (1.965) Role Category Questionnaire (RCQ; see 

Appendix B). Children were asked to think of two peers--one whom they like and one 

whom they do not like. They were then asked to provide written descriptions of these 

individuals. While most prior research has conducted interviews with children to elicit .;.; 

their levels of social cognitive development, Livesley and Bromley (1973) found that 

written descriptions adequately capture children's impressions -of others and that . 

interview procedures only add a small amount of additional information. Hence, they 

argue that time-consuming individual testing procedures are not justified. 

However, Livesley and Bromley. (1 973) do make several recommendations 

for testing children under these conditions. First, they assert that children should be 

given rather lengthy and detailed instructions prior to completing the measure. Second, 

in their study of youngsters in middle childhood, the researchers observed that children 

. . - . - .. . - who .weE giv-en. a ]'negative .set: as part of their instruc.tions were .better able to complete . . - -. - - 

the task than children who were not given these instructions. That is, children who I: 



weretold what not to include in their responses gave answers that revealed their 

impressions of others more fully. Children given these instructions were also less likely 

to describe others only in ternis of physical characteristics. Thus, both of these 

recommendations were incorporated into the verbal instruction set the principal 
L 

researcher read.prior to administering the RCQ. More specifically,children received the 

following instructions: 

I want you to describe the person as carefully as 
you can. I don't want you to tell me how tall they 
are, or whether.they are fat or thin, whether they 
have brown eyes or blue eyes, dark hair or fair hair. 
I don't want you to tell me what sort of clothes 
they wear. Instead, I want you to describe what sort 
of person they are. I want you to tell me what you 
think about them and what they are like. 

Livesley and Bromley (1973) maintain that this exercise is not an unusual or 

foreign task for children. They explain that in their everyday experiences, children are 

often forming impressions of others, and that their school work requires them to express 

their ideas in writing. The researchers confirmed this argument by talking with teachers 

who agreed that this exercise is a fair &d manageable task for children in middle 

childhood. 

Cognitive Differentiation: cod in^ and Index Construction. To o b h  an 

index of cognitive differentiation (i.e., the number of different interpersonal constructs 

contained in the descriptions), responses to the RCQ were scored according to 

procedures outlined by Crockett, Press, Delia, and Kemey (1974). According to 

Crockett et al. (1974), an interpersonal construct is defined as "a single, descriptive 
. . -. , - .. . . . . . . . _. _ . _ . . _ _  . 

impression of another person,'i @. 1) and is used by individuals to identify, interpret, 

evaluate, and anticipate others'.thoughts and behaviors. Thus, "nice," "good at sports," 



and "sensitive" are examples of interpersonal constructs, whereas "I like her," or "we 
\ 

don't get along" are not considered to be interpersonal constructs. While the first set of 

descriptions pertain to the characteristics or qualities of other people, the latter set merely 

express the respondent's opinion regarding the relationship without focusing on others' 

inherent traits. 

The principal researcher and an experienced coder participated in two 

training sessions. Prior to the first meeting, both coders familiarized themselves with 

the coding procedures for identifying interpersonal constructs outlined by Crockett et al. 

(1974). During the first session, the experienced coder reviewed the coding procedures 

and rules with the-principal-researcher,.they then worked through a number of examples 

together and discussed any disagreements. During the second session, the principal 

researcher and the experienced coder worked through several more examples until they 

felt confident of their ability to accurately code the responses. Inter-coder reliability was 

then obtained based on their independent coding of approximately 2Wo (n = 30) of the 

ch~dren's responses. Any situations that were particularly difficult to code were 

separated from the rest and then discussed between the coders until a consensus was 

reached Additional situations were then included in the sample in order to compensate 

for those that were held out. An acceptable level of inter-coder reliability--based on the 

coding that did not require any discussion--was reached (Krippendorfs alpha = .95). 

Once the RCQs were codedindices of cognitive differentiation were 

computed by summing across the total number of constructs contained in descriptions of 

the children's liked and disliked peers. Typically, in adult samples, constructs 

describing physical or concrete characteristics are not-included in .assessments of . . -  ,. . .  . - . . - - .. . - - 

cognitive differentiation. However, research suggests that children's impressions are 
q 

often dominated by these constructs (Applegate et al., 1992; Burleson, 1984b). 



Although the children in this study were encomged to include descriptions of 

others' physical characteristics in their responses, many of their descriptions did, in fact, 

contain physical or concrete qualities. As a result, constructs referring to physical 

characteristics, behaviors, and social roles were counted in this project. The mean 

differentiation score for the children in this study was 9.96 with a standard deviation of 

4.52, although scores ranged from 1 to 29. 

Evidence for the reliability and validity of using the RCQ to assess cognitive 

differentiation is well documented (Burleson & Waltman, 1988; O'Keefe & Sypher, 

1981). In fact, the RCQ has been shown to be a better measure of cognitive 

differentiation than other measures such as the Role Construct Repertory Test (OXeefe 

& Sypher, 1981). The measure has demonstrated a test-retest reliability of .95 over four 

months with an adult sample (Wkett ,  1965). and .51 with a child sample-(Applegate 

et al., 1992). In addition, research has supported the predictive validity of using the 

RCQ. Children's cognitive differentiation scores have been found to predict their 

persuasive skills (Clark & Delia, 1977), referential skills (Delia et al., 1980). feeling- 

centered communication (Burleson, 1984b), and con,flict management skills (Samter & 

Ely, 1985). Furthermore, this measure is not correlated with potentially confounding 

variables such as IQ scores, grade point average, narrative writing skill, writing speed, 

loquacity, and verbal fluency (Burleson, Applegate, & Neuwirth, 198 1; Burleson, 

Waltman, & Samter, 1985; Sypher & Applegate, 1982). 

Cognitive Abstractness: Coding and Index Construction. To obtain a score 

of cognitive abstractness, each construct was then coded according to a-four-level 

hierarchy developed. by Burleson (1984b). Relatively..concrete .systems refer to the .. . . . 

physical, behavioral and role-based qualities of others. Examples of concrete constructs 



are "tall," "good at sports," and "pretty." Relatively abstract systems, on the other 

hand,.refer to others' attitudes, motivations, affect,' and dispositions. Examples of these 

kinds of constructs are "sensitive," "shy," and "inconsiderate." Low scores indicate 

relatively concrete systems, while high scores represent relatively abstract systems. 

The principal researcher and an experienced coder participated in three i; 
training sessions. Prior to the first meeting, both parties familiarized themselves with 

:$ ., , 

the coding hierarchy. To aid. their scoring, the principal researcher developed a coding 

manual based on their interpretation of Burleson's coding hierarchy (see Appendix C). 

This manual more explicitly outlined the procedures and rules for coding abstracmess. 

During the fust session, both'parties reasoned through a number of examples, 

discussing any disagreements or important issues associated with interpreting the 

hierarchy or coding the constructs. After this meeting, amendments to the coding 

manual were made. During the first half of the second meeting, the principal researcher 

and the experienced @er worked through several more examples until they felt 

reasonably confident in their ability to code. During the second half of this meeting, as 

well as the third session, both coders independently scored 20% (n = 30) of the 

children's responses. Any responses that were particularly difficult to code were 

discussed until a consensus was reached. Inter-eter reliability, as assessed by 

Krippendorf s alpha, was .90. 

First, total abstracmess scores for each subject were computed by summing 

across a l l  of the coded constructs. An index of cognitive abstractness was then formed 

by dividing subjects'. total abstracmess scores by their cognitive differentiation scores. 

As Burleson (1984b) explains, this method of computing an abstractness index is 
. . . . -  . .. - - - - - -  . ...- - ... - . ... - .. . _ .. . .. _ ._ _ _  _ .__ _ _ _  
preferable to other methods (e.g., using the frequencyof abstract constructs, or the totiif' 

abstracmess score) because it is conceptually independent, of cognitive differentiation 
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scores. In this study, the mean.abstractness score was 2.82 with a standard deviation of 

.47, although- responses ranged from 1 to 4. 

There is limited evidence for the reliability and validity of using the RCQ to 

assess cognitive abstractness because abstractness is not studied as much as cognitive 

differentiation. However, both abstractness and differentiation are elicited via the RCQ 

and measures of differentiation have been foimd to be valid and reliable. Thus, . 

Burleson and Waltman (1988) explain that since abstractness is usually correlated with 

differentiation, it is likely that abstractness scores obtained from the RCQ also 

demonstrate an acceptable level of stability. There is some evidence that suggests that 

using the RCQ to measure abstractness is a re~able procedure over time: Applegate et 

al. (1992) reported a test-retest reliability of .71. There is also some evidence that 

children's cognitive abstractness assessed via the RCQ is conceptually related to relevant 

variables such as persuasive, comforting, and listener-adopted communication 

(Applegate, 1982; Applegate et al., 1992; ~urleson, 1984b). . 

Locus of Control. Locus of control was examined using an adapted version 

of the Nowicki-Smckland Internal-External Control Scale for Children (Nowicki & 

Strickland, 1973; see Appendix D). The original measure consists of 40 yeslno 

questions that ask children to indicate the degree to which (a) they are responsible for.the 
I !  

outcomes .they receive (e.g., "Are you the kind of person who believes that planning I ~ 
ahead makes things turn out better?" "Do you believe that most of the time parents listen. .! 1 

I I 
to what their children have to say?"), and (b) whether they feel rewards and .{ 1 



just born lucky?" "Do you believe that wishing can make good things happen?"). 

Scores range from 0 (internal) to 40 (external). 

The adapted version is a shorter measure consisting of 19 items. Given the 

time constraints imposed by the schools, the shorter version was selected for usein the 

current project. Although most studies have used the longer version, the work that has 

been done with the shorter version of this measure indicates that it is both internally 

reliable (Cronbach's alpha = .64; Testiny et al., 1980) and demonstrates an acceptable 

. test-retest reliability (r = .63; Superka & Harms, 1977). Furthermore, research has 

shown that the adapted version is assdciated with other measures of locus of control 

(Crandall, Crandall, & Katkovsky, 1965; Hallahan et al., 1978;'Nowicki, 1981; 

Nowicki & Smckland, 1973) and is unrelated to IQ scores (Nowicki & Duke, 1983; 

Nowicki & Smckland, 1973) as wellas social desirability (Crandall et al., 1965). 

Two factor analytic procedures~were used to examine. the underlying 

structure of this measure. First, a principal components factor analysis with varirnax 

rotation extracted seven factors with eigenvalues greater than 1; these factorsexplained 

59% of the measure's variance. However, the items loading on each factor were not 

conceptually interpretable; thus, a.principal axis factor analysis with oblirnin rotation was 

performed This analysis extracted two factors with eigenvalues exceeding 1. 

However, these factors only,explained 20% of the scale's variance. 

.Given these results (and the fact that past research has shown the scale to be 

uni-dimensional), all 19 items w&e -used to construct the locus of control measure. This 

measure had an intemal reliability, assessed via'cronbach's alpha, of .66. This estimate 

is-similar to other levels of internal consistency using the same measure reported in past 
, . , . _ . _ _. .  . . . . . - . . , . . - . - .. . . . 

research. Children's external responses were given a score of " 1 ", while internal 

responses were given a score of "2". A mean locus of control score was computed for 
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each child by summing across all of the items and dividing by 19. Thus, scores ranged 
i 

from 1 to 2, with high scores indicating an internal tendency. The mean locus of control 
9- 

score for this sample was 1.64 with a standard deviation of .17. 

Emotional Empathy. Bryant's (1982) Index of Empathy for Children and 

Adolescents (see -Appendix E) was' used to assess children's levels of emotional 

empathy. This measure is modeled after Mehrabianand Epstein's (1972) adult measure 

of empathy; thus, the items have been reworded so that they are appropriate and 

understandable to children. This scale was selected for both methodological and 

conceptual reasoils. while other measures of children's empathy.require slide 

-presentations (Feshbach & Roe, 1968) or videotape equipment and hidden observers 

(Leiman, 1979), Bryant's scale is a simple paper-and-pencil measure. Furthermore, this 

scale measures empathy as a vicarious emotional response to others rather than as an 

accurate identification of others' emotional states. Thus, Bryant's scale is both 

methodologically simpler and conceptually consistent with the current project 

Bryant's (1982) measure consists of 22 statements that require a yeslno 

response. These statements are designed to tap the extent to which children vicariously 

experience the emotional states of others (e.g., "I get upset when I see a boy being 

hurt," "It makes me s d  to see a girl who can't find anyone to play with," "Seeing a boy 

who is crying makes me feel like crying''). Previous research (Feshbach & Roe, 1968) 

has shown that children's empathic responses result from an interaction effect between 

the sex of the subject and the, sex of the stimulus (e.g., boys are.mofe empathic toward - 

boys and girls are more empathic toward girls). Thus, consistent with prior research 

- .(Feshbach. &. R=,--1.968); -statementstsindicating the sexof the- stimulus were-matched - - 

with identical items designating a stimulus of the opposite sex. For example, the 



statement "Boys who cry because they are happy are silly" was matched with an 

identical item refaring to a female target ("Girls who cry because they are happy are 

silly").  atc chin^ items in this way pr'ovided a means of identifying children who are 

empathic towad cross-sex, as well as same-sex, stimulus figures. 

Bryant (1 982) has found - this measure to be internally consistent for both 

fourth.and seventh graders (Cronbach's alphas =. .68, .79, respectively). Test-retest 

reliability coefficients indicate an acceptable degree of stability over a short period of 

time (r = .8 1 for fourth gmders; r = .83 for seventh gmders). Bryant also demonstrated 

the convergent validity of the measure by observing a strong carelation between this 

scale and the Mehrabian and Epstein (1972) adult empathy measure. Moreover, 

nonsignificant comlations with reading-achievement scores, social desirability, and 

affective role-taking for both fourth- and seventh-grade populations support the 

discriminant validity of the empathy measure (Bryant, 1982). Bryant (1982) also 

observed that the 'index predicts aggression in males (i.e., more empathic males are less 

aggressive) and the physical closeness children allow a variety of peers (iie., more 

empathic children allow greater physical intimacy with unpopular and "dumb" children). 
J 

Two factor analyses were perfarmed to examine the underlying structure of 

the empathymeasure. First, a principal components factor analysis with varimax 

rotation extracted seven factors with eigenvalues greater than 1; these factors explained 

59% of the variance. As with the factor analysis performed on the locus of control 

measure, none of the items loading on any of the seven factors'were conceptually 

understandable. Hence, a principal axis factor analysis with oblimin rotation was 1 
performed on this scale. This time, two factors were extracted with eigenvalues 

.. . . . . ..._ _..-. . - -  - - . .... . - 
I 

. . -  ...I '. 



Given that previous research has interpreted this scale as unidimensional, all 

22 items were used to construct a measure of empathy. Internal reliability, assessed via 

Cronbach's alpha, was .73. Subjects were given a score of "2" for each empathic 

response and a " 1" for each non-empathic response. Mean empathy scores were 

computed by summing across all of the items and then dividing by 22. Thus, scores 

ranged £?om 1 to 2, with high scores indicating an empathic tendency. The mean 

empathy score for thii'sample was 1.61 with a standard deviation of .17. 

Self-efficacy. Children's self-efficacy was assessed using 24 items drawn 

£?om a self-efficacy questionnaire developed by Perry et al. (1986; see Appendix F). 

This measure requires children to imagine themlves in various situations involving 

their peers. They are then asked to indicate the degree to which they feel capable of 

successfully performing a given behavior in those situations by selecting one of four 

responses (HARD!, hard, easy, EASY!). For example, children were asked to imagine 

I the following scenario: "On the playground, another kid bumps into you." They were 

I then asked whether "calling the kid bad names" would.be "HARD! hard easy EASY!" 

~ I These responses were. then assigned a score of one through four respectively; thus, high 

scores indicate a greater degree of perceived self-efficacy than low scores. 

Perry et al.'s (1986) questionnaire was originally designed to measure 

children's self-efficacy for four distinct behaviors: self-efficacy for aggression, self- 

efficacy for the inhibition of aggression, self-efficacy for prosocial behavior, and self- 

I efficacy for-verbal persuasion.. However, items tapping selfefficacy for verbal 

persuasion were not included in the current project. While it is possible that mothers' 

. . . . - - . .. . .. . . - . . .. . - disciplinary- strategies-encourage children to believe in their -ability topersuade others;. .- . . . , - , . -  

1 they are more likely to be associated with children's perceptions of their competence to 



behave either aggressively or prosocially. In other words, while it is unlikely that issues 

relating to the child's use of verbal persuasion strategies be addressed in a 

disciplinary situation, it is reasonable to expect that-evaluations of more global behaviors 

(e.g., aggressive or prosocial behaviors) will be featured in this context. For example, 

children are often disciplined for aggressive behavior and may be told to inhibit 

aggressive responses and enact prosocial behavior instead; however, it is rare that 

parents will reprimand their children for persuading peers. Thus, because no 

associations between discipline and self-efficacy for verbal persuasion were expect-a 

these items were deleted from the questionnaire. 

A principal components factor analysis with varimax rotation was conducted 

on the items. This analysis extracted six factors with eigenvalues exceeding 1; these 

factors accounted for 62% of the variance in the scale's correlation matrix. One of these 

factors clearly represented the items intended to load on a self-efficacy for aggression 

scale, while the remaining five factors seemed to represent a random classification of the 

other items. Thus, a principal axis,factor analysis with oblimin rotation was conducted. 

This analysis extracted only three factors with eigenvalues exceeding 1 and accounted 

for 42% of the variance in the correlation matrix. As with the first solution, one'of the 

factors clearly reflected a selfeffiicacy for aggression scale; however, the remaining two 

factors were uninterpretable. 

Given that the factor analyses did not reveal three interpretable factors as 

"expected, scales were constructed to reflect the measures used in previous research. 

Thus, one scale containing eight items was constructed for selfefficacy for aggression, 

one scale containing eight items was constructed for selfefficacy to inhibit aggression, 
. . - --- . . - -. . - - - .--. A-7.. .. . - -. .. . . - , , - . . . . .. . - . . . -. .- - --- . . ....-. . - 0 -. - .. . . - . . - -. .. . - -- . . - - . . . . . . . . . . - . 

and one scale containing eight items was constructed for selfefficacy for prosocial 

beha~or. Mean self-efficacy scores for each scale were computed by summing across 
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the ite'ms and-then dividing by 8. Thus, scores for each scale ranged from 1 to 4. The 

.following mean and-standard deviation self-efficacy scores were observed: 2.53 with a 

standard deviation of .79 for self-efficacy for aggression, 2.70 with a standard deviation 

of .65 for self-efficacy for the inhibition of aggression, and 3.1 1 with a standard 

deviation of .53 for self-efficacy for prosocial behavior. Internal reliabilities, assessed 

via Cronbach's alpha, were 38 ,  .73, and .74, respectively. 

Although not many studies have used'thismeasure to examine self-efficacy, 

the work that has been conducted suggests these scales are internally consistent 

(Cronbach's alpha = 36,  .73. and .67, respectively; Perry et al., 1986). Furthermore, 

self-efficacy for aggression and self-efficacy 'for the inhibition of aggression have been 

found to predict aggressive behavior. That is, children who feel more confident in their 
r 

I ability to behave aggressively and less able to inhibit aggressive responses have been 

found to engage in more hitting, pushing, and namecalling than children who do not 

feel confident in their ability to behave aggressively. . . 

Loneliness. Children responded to a 24-item loneliness questionnaire 

developed by Asher e t al. (1 984; see Appendix G). This questionnaire asks children to 
.2 

indicate on a five-point Likert scale the degreeto which each statement accurately 

describes their feelings. Response options include "always true, "true most of the 

time," "true sometimes," "hardly ever true," and "not true at all." High scores are 

indicative of greater feelings of loneliness. 

Sixteen of the items ask children to judge their feelings of loneliness (e.g., 

"I have nobody to talk to," "I feel left out of things," "I feel alone"), to estimate their 

..social. competence-(e;g;; "1. get along- with .Other -c.w&efi;ll.. l l I f l r~~*d--~5Z,~-ee  ' ' -- 

friends," "It's hard to get other kids to like me"), and to evaluate their peer status ("I 



have lots of friends," "I am well-liked by the kids in my class," "I don't have any 

friends"). The remaining statements, were "filler items" designed to help children; feel 

more comfortable revealing their feelings (e.g., "I like music"). This instrument was 

selected because of evidence documenting its validity and reliability. For example, 

acceptable levels of internal consistency (Cronbach's alpha = .90) and internal reliability 

(split-half correlation between forms = .83; Spearman Brown reliability coefficient = 

.91; ~umwqs~lit-half reliability coefficient = .91) have been observed for this 

instrument. Furthermore, Asher et al. (1984) found this measure to be associated with 

children's sociomemc status. 

To construct an index of loneliness, a principal components factor analysis 

with varimax rotation was initially conducted. This anslysis extracted seven factors with 

eigenvalues exceeding 1 and explained 63% of the variance. These factors did not 

reveal any conceptually understandable themes. Hence, a principal axis factor analysis 

with oblimin rotation was performed. This analysis yielded a three-factor solution, 

accounting for 37% of the variance. One factor clearly represented the 16 loneliness 

items, while the remaining two factors reflected a combination of the 8 filler items. 

Thus, the 16 items were combined to form an index of loneliness. The scales' internal 

consistency, assessed via Cronbach's alpha, was .88. Responses to this scale ranged 

from 1 to 5; the mean loneliness score was 1.99 with a standard deviation of .62. 

. .  . e Fall- 

.. - .  . . .. . .. . . . . Mothers -- respond-ed to three h+thetical situations .nq~-&ing them .to,indicate.. .- 

what they would say to their children in order to discipline them (see Appendix H). 
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More specifically, mothers were asked what they'would say to their child if he or she 

refused to go to sleep at bedtime, if the child had taken flowersfrom a neighbor's 

garden without permission, and if the child refused to go to school on a day when 

he/she had no legitimate excuse. Previous research has typically used five situations to 

elicit maternal regulative responses (Applegate et al., 1985; 1992; .Applegate & Delia, 

1980). However, due to time c.onstiaints, this study used only three. These three 

scenarios were selected because they appeared to reflect situations that were realistic and 

corninon to mothers' experience. 

Support for the validity of usbg hypothetical.situations to assess 

disciplinary strate&s has been demonstrated by several researchers. For example, 

Kochanska, Kuozynski, and Radke-Yaimw (1,989) had mothers report the disciplinary 

strategies they would use in several hypothetical situations. Subsequent observation of 

these mothers in actual disciplinary situations revealed significant associations between 

theirself-reported and actual behavior. Research by Applegate (1980) also indicates that 

day-care-instructors' responses to hypothetical situations are correlated with the 

strategies they use in everyday interactions with students. ~urthermore, previous work 
I.. .,. .:- . ;>;,;;+f .: .....z;s has foundthe situations used -in the current project to comprise an3nternally consistent 

index of regulative communication, with Cronbach's alpha estimates ranging from .85 

to .90 (Applegate et al., 1985; 1992; Applegate & Delia, 1980) and to predict children's 

cognitive differentiation and abstractness, as well as their persuasive and comforting 

skills (Applegate et al., 1992; Applegate & Delia, 1980). 

* 

- . -. . -..Unitization. Prior to content coding, resp-nses. ..to_the.h~thetical. .; - . ,. . -. 

situations were unitized. In the current study, the message strategy was employed as the 

. . 
. 



bqic unit of,analysis. Consistent with past research, the message strategy is defined as 

"a connected set of specific, communicative behaviors that is produced and experienced 

as a single, wherent line of action and is aimed at attaining a p u p  of complementary 

goals" (Samter, '989; p. 77). Thus, mesage s&tegies are not rationalizations or 

explanations for behavior, rather, they are the actual messages that p,mnts say they 

would use., Furthermore, message strategies can contain several coniponents (e.g., 

words, sentences, phrases) that function together to express a single thought and 

accomplish an overall goal. The decision to-use the message strategy as the unit of 

analysis-is based on prior work punded in the same theoretical orientation as the 

current study (Applegate et al., 1985; 1992). 

To ensure proper bitization, the principal researcher was trained by an 

experienced coder in one session using a wding manual developed for this study (see 

Appendix I). This coding manual included a section outlining the rules and procedures 

for identifying message strategies. For example, coders were instructed to make sure 

that they were coding what respondents actually said rather than their reasons or 

justifications for behavior. This rule was especially important given that parents often 

provided their philosophies of discipline or relayed stories about discipline occurring in 

the past without specifying exactly what they would say to children to regulate their 

behavior. Thus, responses that contained rationalizations or opinions were considered 

to have no message strategies. After discussing the rules and procedures, coders then 

reasoned through a number of examples together until a wnsensus was reached for each 

case. Subsequently, they independently coded 20% (n = 30) of the responses. Inter- 

rater reliability was assessed via Guetzkow's U (u = .01). This analysis calculates the 
- -- ,.- .  , - -- .... .. 

percentage of disagreement occurring among coders--thus, a small u is desired. 



Substantive Coding. After unitization, maternal rksponses were then coded 

according to a six-level hierarchical system developed by Applegate et al. (1985; see 

Appendix J). This hierarchy has been used-in previous research (Applegate et al., 1985; 

1992; Delia & Applegate, 1990) and was selected for the current study because of its 

focus on the person-centered quality of regulative messages. More specifically, the 

system is designed to capture the extent to which mothers' regulate children's behavior 

by encouraging their reflection on relevant khaviors, feelings, and circumstances in the 

situation at hand. 

The hierarchy contains three majbr levels &flecting the extent to which the 

child is encouraged to reflect on behavior and resulting consequences. Within each 

major division, there are two sublevels which outline more subtle distinctions between 

messages. 'The six ascending levels in the hierarchy represent increasing degrees of 

reflection-enhancing co~unicat ion.  Thus, within the first major level, there is explicit 

or implicit discouragement of the child's reflection on behavior and consequences (e.g., 

"Go to bed right now"). Responses coded in the second major level implicitly 

encourage the child to reflect on behavior and consequences by either appealing to social 

norms or parent-created rules (e.g., "Stealing is wrong because it is against the law"). 

Finally, strategies scored in the third major level provide explicit encouragement of the 

child's reflection on behavior and consequences by showing the child these connections 

(e.g., "If you don't get enough sleep you11 feel tired tomorrow"), or prompting the 

child to make the connections for him or herself (e.g., "How do you think Mrs. Jones 

felt when she saw that her flowers were gone?"). Responses were first coded at one of 

the major divisions and then placed into the appropriate sublevels. 
- -  - -- - - -. ----dm--. - -  - - - - - - 

The principal researcher participated in three training sessions designed to 



training sessions. Prior to their first meeting, however, both the researcher and the L 

experienced coder familiarized themselves with a coding manual developed for this 

study (see Appendix I). During the first session, the researcher and the experienced ~ 
coder reasoned through a number of examples, discussing divergent interpretations until 

agreement was reached. Amendments to the coding manual were made based on certain 

important issues that evolved during this session. For example, rules were created that 

outlined the subtle differences between sub-levels so that coders could more easily 

differen tiate between them. 

During the second meeting, the researcher and the experienced coder ~ 
worked through more examples until they felt reasonably confident with the coding > 
system and its application. ~urinp'the second half of this meeting and the entirr third 

session, the researcher and experienced coder independently scored 20% of the maternal 

responses. Upon obtaining an acceptable level of agreement (alpha = .96), the principal 

researcher coded the remaining responses. 

dex Construction 

Past research has used mean responses to all of the situations to create an ! 
index of maternal communication. However, reliability analysis suggested that the three j 

I 

\ !? 
situations employed in the current study did not comprise an internally consistent scale 1 

4 
I 

(alpha = .37). Because a reliable index could not be obtained, mothers' responses to I 

each situation were used in subsequent analyses. Possible reasons for why these 
1; ~ 
.I I 

'> I , I 

situations did not comprise an internally reliable scale are suggested in Chapter Five. .! ;, i 
.i' 1 

i? 
I I  1 

Responses to all of the situations ranged from " 1" to "6". High scores .5 !;. I 
,:; 1 

. . . . - ' ... - "reflectio .ri-e nhanCirigIt-cm-CfB.(e -nc- 6fi@-g.th e..ehil .atiou.t - . . -. - -- - -- rt 9 I 
, i! ~ 
., 1'. 

,,> 

situations and choose behaviors that accommodate the perspectives of others), while low .$ ,! ~ A ~ 
i:j 1 



scores suggest a less reflective style (threatening punishment or appealing to rules and/or 

status as a means of inducing compliance). The mean score for regulative 

communication in the television situation was 2.74, with a standard deviation of 1.33; 

the mean score for regulative communication in the flower situation was 2.90 with a 

standard deviation of 1.52; the mean score for regulative communication in the school 

situation score was 3.45, with a standard deviation of 1.07. Overall, mothers used the 

highealevel strategies in the school situation, followed by the flower and television 

situations, respectively. Only six responses received a code of "0," indicating that no 

message strategies could be identified. 

In sum, this study used seven measures designed to assess children's social 

cognition and motivation . Cognitive differentiation (i.e., the number of interpersonal 
2 

constructs) and abstractness (i.e., the degree to which interpersonal constructs refer to 

others' psychological traits) served as indices of children's social cognition. Locus of H 

control, empathy, self-efficacy for aggression, self-efficacy for the inhibition of 

aggression, and self-efficacy for prosocial behavior were the measures of motivation 

employed in the current study. One "outcome" variable, children's loneliness, was 

assessed. Finally, mothers' responses to each of the three situations designed to elicit 

regulative responses were included as separate indices of disciplinary skill. Table 1 

provides the means, standard deviations, and the range of scores for all of these 

variables. The next chapter presents the results of subsequent analyses performed to 

examine the study's hypotheses and research. questions. 

. -. . . _ _ _  _, . . . . _ . -. . -.__ . . - . . .- - -  , - .- - -. . - .. .. . . -. - - . . ... - - .. 



Table 1. Means, Standard Deviations, and Range of Responses for. 
Variables 

Variable Mean S:D. .Range 

Cognitive Differentiation (CD) 
Cognitive Abstractness (CA) 
Locus of Control (LOC) 
Empathy @MP) 
Self-efficacy for aggression (AG) 
Selfefficacy for the inhibition of aggression (IAG) 
Self-efficacy for prosocial behavior (PS) 
Loneliness (LON) 
Maternal communication-TV situation (TV) 
M a t d  communication-flower situation (JUIW) 
Maternal communication-school situation (SCH) 
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The current project was designed to examine relationships between maternal' 
<.. .>; .: 

, I regulative communication and children's social cognition, motivation, and loneliness. 
t 

This chapter presents the results of analyses performed to test the four hypotheses and 

two research questions posed in the study. The chapter begins with a description of 

statistid procedures used to examine the potentially confounding effects of 

demographic variables on indices of maternal communication and indices of children's 

social cognition, motivation, and loneliness. Next, procedures employed to test the four 

hypotheses and two research questions are described and their results arei presented. 

Correlations and partial correlations (controlling for confounding effects) were used to 

examine the hypotheses positing relationships between maternal communication and. 

children's social cognition and motivation. These analyses were also used to address 
\ '  

the fmt research question, w.hich sought to compare the strength of the relationship 

between maternal communication and children's social cognition with that bekeen 

maternal communication and children's motivation. Hierarchical regressions and a 

Lisrel path analysis were used to examine the second research question, which asked if 

children's social cognition and motivation mediate the relationship between maternal 

communicatiog and children's loneliness. These procedures were used under slightly 

- - . . . . .. . - . . . . . - -different-assumptions. -The.hierarchical re.gression was .employed to test the mediating . .. 

effect of children's social cognition and motivation, while the Lisrel path analysis was 



\ 
8 1. 

used to detect an indirect effect The chapter ends- with a section overviewing some 

interesting, (though non-hypothesized) relationships observed among children's social 

cognition, motivation, and loneliness. 

vses of Pote 

The initial analysis of-this data focused on identifyrng any confounding 

variables that previous research has suggested may influence the nature of the results. 

Previous research has found that mothers' communication is influenced by their 

education and socioeconomic status (Applegate, 1992). In addition, family variables 

such as the number of children a household and the birth-order of the target child have 

also been found to influence how mothers' communicate with their children (Applegate 

et.al., 1985; 1.992). Furthermore,  search suggests that children's social cognition, 
1 .  

motivation, and loneliness are affected by their sex and age (Applegate et al., 1992; 

Bryant, 1982; Perry et al., 1986). Moreover, youngsters in the current sample were 

drawn from what may represent different populations (e.g., a public school, a private 

school, and a religious school); thus, it is also possible that children's social cognition, 

motivation, and loneliness will vary as a functionof the school children attend As a 

first step in examining.these potential confounds, zero-order correlations were computed 

among a l l  of the variables in the study. These included: maternal communication, 

education, socioeconomic status, and children's social cognition, motivation, loneliness, 

sex, grade level, birth-order, school, and the number of children in the target's family. 

The results of this analysis appear in Tab1.e 2, 
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Table 2. Zero-order Correlations among Maternal Communication, 
Education, Socio,economic Status, and Children's Social 
Cognition, Motivation, Loneliness, Sex, Grade Level, 
Birth-order, Number of Children in Family, and School 
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Table 2. (Continued) 

(13) (14) (15) (16) (17) (181 

SCH -.07 .07 -.00 .-.00 -07 -01 
(3) 

SEX .04 -.38** .30**-.ll -,22** .14 
(4) 

GRADE .lo .12 .13 .11 .13 -.05 
(5) 

BIRTH .00 .01 . l l  .04 .03 -.07 
(6) 

NUMBEROF-.O1 .13 .04 . l l  .03 -.18* 
KIDS 
(7) 

SCHOOL -.01 -.lo -.03 .01 .03 .01 
(8) 

EDUC .03 -.OO -.07 .14 .02 .02 
(9) 

SES .05 .04 -.I2 -.I0 -.20* -.05 
(10) 
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Table 2. (Continued) 

EMP 
(14) 

LAN 1.00 

. . 
ables on Co- 

Based on the zereorder correlation, a two-way analysis of variance was 

. performed to test the effects of mothers' self-reported education level and socioeconomic 

status on each of the ma.temal communication situations. Sigmficant main effects were 

observed for both education k d  socioeconomic status. Education had a sigruficant 

effect on the regulative strategies mothers' used to'discipline their childrenin the 

televisionsituation IF (5,126) = 3.72, p < .001]. Thus, mothers who used higher level 

strategies had more formal education than mothers who used lower level regulative 

strategies. In addition, socioeconomic status was found to have a significant effect on 

mothers' regulative communication in the school situation IF (2,135) = 4.73, p < .01]. 

. . -  . .  Thus; mothers-w ho .used more sophisticated~regulativee smte.@ed c-me-fro-m higher - " 

socioeconomic groups than mothers who used less sophisticated strategies. No 



sigd~cant interaction effects among these two variables were observed. Given these 

-results, subsequent analyses held the effects of mothers' education level and 

socioeconomic status constant. 

Family variables such as the number of children in a household and the 

birth-order of the target child have alsd been found to influence how mothers 

communicate with their children (Applegate et al., 1985; 1992). A two-way andysis of 

variance was performed to test the effects of the number of children in the family and. the 

birth-order of the target child on maternal communication. No sigruficant main or 

interaction effects were ob'served. 

Research also indicates that maternal regulsitive communication may vary 

according.to the sex and age of the target child (Applegate et al., 1992). .Mothers have. 

been found to use different disciplinary strategies with their sons than with their 

daughters and different strategies with older versus younger children. To examine 

whether maternal communication was affected by the, sex and age of the target child, a 
.' . 

two-way analysis of variance was performed. Thus, the influence of both the child's 

sex and grade level on maternal communication in the television, flower, and school 

situations was examined. 
\ 

No'significant main effects for gender were detected in any of the situations. 

However, two significant interaction e f f m  did emerge. In the flower situation, 

mothers tended to use higher level strategies with their fourth- and sixth-grade girls, and 

their seventh-grade boys IF (3,118) = 4.60, p < .01]. Similarly, in the school situation, 

mothers tended to use slightly higher level strategies h th  their fourth-grade girls and 
.3 
their seventh-grade boys (3,118) = 2.60, p.< .06J. These-effects-may-be-due to the - -- 

relatively small number of subjects in each of the cells examined in the analysis. 



bles on Ch 

To examine the possibility that the children's sex, age, and school had a 

significant influence on their social cognition, motivation, and loneliness, a series of 

three-way ANOVAs were conducted. For each dependent variable, the effects of sex, 

grade level, and school were examined The results of these analyses are reported 

below. 

The child's school did not have a significant effect on any of the variables. 

Furthermore, no significant effects were observed for cognitive absaacmess, locus of 

control, or loneliness. However, the ANOVA for cognitive differentiation detected 

significant main effects for gender (1,131) = 8.00, p < .01) and grade level [F 

(1,131) = 4.88, p < .000). Girls were more differentiated than boys, and seventh 

graders were more differentiated than younger children. No significant interaction 
. 

effects were observed for cognitive differentiation -scores. For empathy, a significant 

main effect was observed for gender F (1,149) = 25.07, p < .05). Girls in this sample 
,%:, 
;j : 

.5 :. . 
were more empathic than boys. 

+;, 
,,:. 

*!;I 

.,:!% 
P : {$' : Several si@cant effects were found for each of the self-efficacy scales. 
.,. . 
LC,.. 
?Z:. 
l;,* 
$5. 
,:$ 

On gf-efficacy for aggression, there was a significant effect for gender (1,149) = 
.;.. 

17.06,'~ < .05], with boys reporting more confidence in their ability to enact aggressive 
:> :. >:::. ,;I<: ,, . 
! ,. 

behavior than girls. There was also a significant main effect for grade level IF (1,149) = 
s.: 
,.,., r:. . .. %.-. 
:.,*. ,I.., 

2.69, p < .05]; seventh graders earned higher scores than fourth, fifth, or sixth graders. 
:~ .':. >:, , . , 
!',, ' :;;. 

At.i,. This suggests that older children felt more confident in their ability to behave 
.. . 

.!,Z'., 
i . . - .  .I;;.,. 

< .  ..,, 
+A; ir,~, .: aggressively than younger children. On self-efficacy for the inhibition of aggression, a 
l-2; .:;'". . .-..A. - -- - . .-.. .,:>: , ;; r.?- 

., .<">. 
s~acmt--&'n.-effect-.emerged for grade level- F-(1 ;-1-49) -=.-3;051-p:<-a5];--. - Seventh . . .. , .  

4 . L . .  : p;.$ 
.i . . 
+ . ," . "l ,. 
.:*3.: ' grade children felt more confident in their ability to inhibit aggression than younger 
!k;i'.. 
i. ,.~ 
.1. t: 

< s,. . ... i/ 
!;f;,. , c, .: 2' ' Y I ' L .  
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children. Finally, the ANOVA for prosocial behavior detected sigdicant main effects 

for. gender F. (1,149) = 6.21, p < .05] and grade level F. (1,149) = 2.3 1, p < ,051. 

Thus, girls earned higher self-efficacy scores for prosocial behavior than boys, and 
P ' 

seventh graders reported more confidence in their ability to behavior prosocially than 

fourth, fifth, or.sixth graders. Given the results of this analysis, all subsequent tests 

controlled for the iffluence of both the child's sex and grade level.   able 3 presents a 

breakdown of the observed means for the children according to their sex and grade 

level. 

Table 3. Means for Children's Social Cognition, hiotivation, and 
Loneliness .According to the Children's Sex and Grade 

? Level 

CD 
CA 
m 
EMP 
AG 
IAG 
PS. 
LON 

Girls Bovs Gr.4 Gr.5 7 
10.93 8.86 8.4.1 10.96 go" 12.05 

After exploring the effects of potentially confounding variables, the 

hypotheses and research questions posed in Chapter Two were examined. The initial set' 

of hypotheses was designed to investigate relationships between maternal 

communication and chilkn's social cognition and motivation. More specifically, 
- - . - .- . -  -- - - . -.- - .... .I.. - -.- . _ _  .. _ _ _  .... _ . _ i  . .___ . -. .. . 

Hypotheses 1 through 4 predicted that when compared to mothers who use relatively 

unsophisticated regulative strategies (i.e., who are not particularly reflection-enhancing 



in their communication), those who use relatively sophisticated forms of communication 

will have children who are more cognitively differentiated (Hypothesis la) and abstract 

(Hypothesis lb), who have internal locus of control orientations (Hypothesis 2), who 

earn higher empathy scores than other children (Hypothesis 3). who feel less confident 

in their abilities to behave aggressively (Hypothesis 4a), who are more confident in their 

abiliry to inhibit aggression (Hypothesis 4b). and who behave more prosocially than 

other children (Hypothesis 4c). These relationships were initially assessed through p 
vlt 
$ 
t. zero-order Pearson correlations. In addition, partial correlation analyses (with the 
r< 
f; 
?I 

effects of maternal education and socioeconomic status, and children's sex and grade 
\,:;, 
ti ,z: 1.: 

+,s held constant) were conducted 
9. 
I"; 
$ .  
g 

order correlations b e t w e e n d  Communlcatlonrens . . 
I.,!. 1 
:P ,3. . . 
p.:: lon Mot~v-n 
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Table 4 summarizes the results of the zero-order correlation analyses. As 
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Table 4 shows, only one significant association was observed between maternal 

communication and indices of children's scjcial cognition and motivation. Spec,ifically, 

mothers' communication in the television situation was found to be significantly 

correlated with children's locus of control orientations (r = .21, p c -05). This 

~orrelatio~ suggests that mothers whoused relatively sophisticated regulative strategies 

had children who were more likely to have internal locus of control orientations than 

mothers who did not use relatively sophisticated regulative strategies. Given that a 

significant relationship was observed in one of the communication situations, the zero- 

order correlations partially support Hypothesis 2; however, Hypotheses 1 a, 1 b, 3,4a, 

4b, and 4c were not supported by this analysis. 
..... - . . . _ _ . _  _ _ . _ . _.*...- _ .  , _ _ . _  



Table 4. Zero-order Correlations between Maternal Communication 
and Children's Social Cognition and Motivation 

Children's Variables 

Maternal Comm. CD CA ' LOC EMP AG IAG PS 

FLOW 2. 
.09 .06 -.02 -09 -07 .07 -.03 

SCH -.04 .09 -.07 .07 -.OO -.OO .07 

Given that maternal communication was influenced by mothers' education 

and socioeconomic status and that many of the children's measures were affected by sex 

and grade, partial corre1,ations (controlling for the effects of these variables) were 

performed. The results of this analysis appear in Table 5. 

As the results indicate, only one significant association was observed. Once 

again, maternal communication in the television situation was folind to be significantly 

related to children's locus of control. However, the relationship became even stronger 

when the effects of education, socioeconomic status, sex, and grade level were held 

constant (r = .23, df = 107, p c .01). This indicates that the relationship between 

maternal communication in the television situation and children's locus of control is 

strong and remains significant even when the effects of-other-variables are held constant. _ 
- -- - -- 

Thus, a fourth-order partial correlation provides additional support for the hypothesis 
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that mothers' who are more reflectionenhancing in their communication have children 

with internal locus of control orientdons, 

Table 5. Fourth-order Partial Correlations between Maternal 
Communication and Children's Social Cognition and 
Motivation (Controlling for. Education, Socioeconomic 
Status, Sex, and Grade Level) 

Children's Variables 

Maternal C o r n  CD CA LOC EMP' AG IAG PS 

SCH .05 .16+ -.03 .08 -.05 -.05 .02 

+p s .lo; *p < .05; **p < .O1 

As the results indicate, only one significant association wits observed. Once, 

again, maternal communication in the television-situation was found to be significantly 

related to children's locus of control. However, the relationship became even stronger 

when the effects of education, socioeconomic status, sexi and grade level were held 

constant (r = .23, df = 107, p < .01). This indicates that the relationship between 

maternal communication in the television situation and children's locus of control is 

strong and remains significant even when the effects of other variables are held constant. 

Thus, a fourth-order partial correlation provides additional support for the hypothesis 

that mothers' who are more reflectionenhancing in their communication have children 
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In addition, when the effects of potentially confounding variables were held 

constant, a number of marginally sigmficant relationships between maternal 

communication 'and children's social cognition and motivation were found. Specifically, 

maternal communication in the school situation was found to be positively correlated 

with cognitive abstractness (r = .16,.p c .06). Furthennore, mothers' communication in 

the flower situation was associated with children's cognitive differentiation (r = .14, p < 

-08) and empathy (r = ;15, p c .07). Maternal communication in the television situation 

was also correlated with children's self-efficacy .for the inhibition of aggression (r = .14., 

p c .08). These results suggest 'that mothers who use relatively sophisticated regulative 

strategies have children with relatively abstract and differentiated social cognitive 

structures,who are more empathic, and who fee1 confident in their ability to inhibit 

aggression. Thus, in contrast to the zero-order relationships, the partial correlations 

provide very marginal support for Hypotheses 1,3, and 4b. The failure to find 

consistent and more robust associations between maternal =on$lunication and other 

indices of children's social cognition and motivation will be discussed in Chapter Five. 

Two research questions were posed in the current study. :The first one 

asked whether mothers' regulative communication smtegies were as strongly related to 

children's social.cognitive abilities as they were to children's motivational traits. 

second research questionexamined the extent to which individual differences in 

children's social cognition and motivation mediate the relatioriship between mothers' 

regulative strategies and children's loneliness. Results of the procedures used to 

. . .. . address these research questions ar_e repo-rted&lo.w..-~. .,.. - - ..., . . . - -. . . . . . . . . . . . - . . . . -. . - - * 



Comparing the relationship between maternal communication and children's 

social cognition with that between maternal communication and children's motivation is 

problematic given that discipline was sipficantly associated with only one of the 

children's measures: locus of control. Thus, one way to answer the first research 

question is to say that, for this sample, maternal communication had a stronger 

relationship with children's motivation than with their social cognition. 

However, when marginally significant relationships are considered, a 

different answer to this research question may emerge. Results of the partial correlation 

analysis suggested that, in addition to its association with locus of control, maternal 

communication was marginally related to children's cognitive differentiation, cognitive 

abstractness, empathy, and selfefficacy for inhibiting aggression. To ascertain whether 

these relationships were sipficantly less strong than that observed between maternal 

communication and children's locus of control, r to z transformations were performed. 

The results suggest that there are no significant differences between the sti-ength of the 

relationships between maternal communication and any of the children's,measures. The 
, 

.23 correlation between maternal communication and children's locus of control was not 

significantly different than that between maternal communication and children's 

cognitive differentiation (z comparison = .81, p > .05), cognitive abstractness (z 

' comparison = .63, p > .05), or empathy (z comparison = .72, p > .05). 

Thus, the r to z tests suggested that maternal regulative communication did 

not exert a significantly stronger influence on children's locus of control than it did on 

- &eir-cognitive differentiation, cognitive abstractness; empathy, or self=efficacy for the- - '- 

inhibition of aggression scores. From this perspective, then, it may be unfair to assert 



that the use of specific disciplinary strategies is more predictive of motivation than social 
h 

cognition. Instead, it may be most appropriate to examine relationships between 

maternal communication and disNct measures rather than generalizing to a presumed 

class of variables. 

The second research question asked to what extent do individual differences 

in children's socialcognition and motivation mediate the relationship between mothers' 

reflectionenhancing communication smtegies and children's loneliness. This question 

was designed to test an indirect effects model of maternal regulative communication. 

Two procedures, each based in slightly different assumptions, were employed to 

examine this model. 

First, a hierarchical regression was used to determine3 children's social 

cognition and motivation act as mediating variables in the relationship between maternal 

communication and children's loneliness. This procedure assumes that there is a 
I 

significant relationship between maternal communication and children's loneliness that 

will decrease once the effects of children's social cognition and motivation are included 

in the equation. Second,. a Lisrel path analysis was performed. Unlike the hierarchical 

regression, this analysis does not assume that there is a significant association between 

maternal communication and children's loneliness. Rather, Lisrel detects significant 

paths of influence among variables and assumes that significant indirect effects can exist 

even when direct relationships are not observed. Because of their distinct assumptions, 

hierarchical regression and Lisrel path analysis should yield different (although not 

. co ii'we t ~ - ~ i ~ S ~ d t t s S  . .The-.ES Bits-. of i,medures .;are. repo*ed'k-ro w---- " . ' - . ." . ' -. .- . .. . - ' .. 



94 

The Hierarchical Appach to Assessine Indirect Effects. Hierarchical 

regression analysis is recommended by Biddle and Martin (1987) as a way of testing if 

the  an^ intervening variables have been selected andif the proper paths have been 

s@ed in a presumed model of mediation. This procedure has been employed in prior 

studies examining the mediating effects of children's social cognition on the relationship 

between maternal discipline and children's communication skills (see Applegate et al., 

1992; Applegate & Delia, '1990). 

In the hierarchical regression approach, two repssion equations are bui1.t. 

In the fmt equation, mothers' communication is partialled from relationships among 

children% social cognition, motivation, and their feelings of loneliness. In the second 

equation, the influence of children's social cognition and motivation is removed from the 

relationship between maternal~communicition and children's loneliness. If the specified 

paths are c o r n ,  then the effects of maternal communication should significantly 

diminish when children's social cognition and motivation are held constant. That is; the 

relationship between maternal communication and children's loneliness should be 

reduced once the influence of social cognition and motivation is controlled. Conversely, 

controlling for the effects of maternal communication should not si@cantly diminish 

the magnitude of the associations among social cognition, motivation, and loneliness. 

As noted above, this procedure is based on the assumption that all of the 

variables in the'model are significantly inter-related. Thus, matemal communication 

shou1d"not only be related to children's social cognition and motivation, but also to their 

loneliness. Furthermore, children's social cognition and motivation should be 

significant predictors of loneliness. Hence, as a first step in assessing this model, inter- 
, . ___.. . -. .- .- -. . -- , . . . ,  .-.. - . 

relationships among all of the variables in the study were examined via fourth-order 

partial correlations (the effects of mothers' education and socioeconomic status, and 
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children's sex and grade were controlled). The results of this analysis appear in Table 

6. Several interesting patterns emerged among the children's measures that will be 

discussed later in the chapter. However, results from the partial correlation analysis did 

not support the necessary assumptions for testing mediation. As noted earlier, only one. 

significant relationship was observed between maternal communication and children's 
. I 

motivation: the use of reflectionenhancing strategies in the television situation was 

significantly associated with children's locus of control (r = .22, p < .01). Even more 

importantly, however, maternal communication was not found to be related to children's 

loneliness. 

Based on this analysis it is obvious that the hierarchical regression approach 

to assessing indirect effects was somewhat problematic for the current data set because 

(a) few significant relationships were observed between indices of maternal 
I 

co'mmunication and indices of children's social cognition and motivation, and (b) no 

significant relationship was found between indices of maternal communication and 

children's loneliness. Thus, the patterns one would expect to emerge if social cognition 

and motivation functioned as mediating variables were unlikely to emerge here. 

And, that is exactly what happened when the hierarchical regression 

equations were built . For both equations, the effects of education, socioeconomic 

status, sex, ind grade level were entered on the first step to control for their 

confounding effects. These equations are presented in Table 7. 



Table 6. Fourth-order Partial Correlations among Maternal 
Communication and Children's Social Cognition, 
Motivation, and Loneliness (Controlling for 'Education, 
Socioeconomic Status, Sex, and Grade Level)' 

FLOW .18* .14+ .09 -.00 .15+ .07 .12 -.03 .12 
(2) 

SCH -.05 .16+ -.03 .08 -.05 -.05 .02 .06 
(3) 

IAG 
(9) 

LON 1.00. 
J11) 
+p <. 10; *p < .05; **p < .01; ***p < .001 



Table 7. Hierarchical Regression Analyses Assessing the 
Mediational Effects of Children's Social Cognition and 
Motivation on the Relationship between Maternal 
Regulative Communication and Children's Loneliness 

Equation 1 (Dependent Variable: LON) 

Step Variable En'tered B =Change OvexallR2 

Controls: 
MOTHER'S ED 
MOTHER'S SES 
CHILD'S GRADE 
CHILD'S SEX 

Maternal comm: 
SCH 
TV 
FLOW 

3 . ' Children's &mot: .22*** .30*** 
IAG . .07 
CA .O1 
CD -.07 
LOC -.46*** 
AG -.01 
EMP -.I2 
PS .O1 

Equation 2 (Dependent Variable: LON) 

Step Variable Entered B =Change Overall= 

1 Controls: .04 .04 
,MOTHER'S ED .O1 
MOTHER'S SES -.03 
CHILD'S GRADE -.00 . 

CHILD'S SEX .20* 
2 Children's sc/mot: .24** .28**. 

m- -.46*** 
CA ;00 
PS -.01 

EMP 
IAG 



Table 7. (Continued) 

Equation 2 (Dependent Variable: LON) 

Step Variable Entered B R2 Change Overall R2 

3 Maternal Comm .'o 1 .30*** 
FLOW .13 
SCH .02- 
TV -.05 

As Table 7 indicates, both regression equations were significant only & 

indices of social cognition and motivation were entered into the equation. In the initial 

equation, maternal communication was entered on the second step and yielded a non- 

significant regression equation F (2, 108) = 1.18, p < .32]. The first two steps of this 

equation, then, only explained eight percent of the variance in loneliness. However, 

when children's social cognition and motivation were entered on the third step, the 

amount of explained. variance increased to 30% (R2 change = .22***), and the 

regression equation became significant [F (2, 108) = 2.77, p < .001]. This suggests , 
that children's social cognition and' motivation predict loneliness when the effects of 

maternal communication are held constant. In the second regression equation, 

children's socia cognition and.motivation were entered, on the second step andwere 

found to be significant predictors of loneliness. The addition of this step rendered the 

regression equation significant F (2,108). = 3.44, p <--.001-],-explaining 28% of tlie 
. _  _ . . ~ .  _ _  - 

variance in loneliness. However, the addition of maternal communication on the third 
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step only increased the amount of explained variance to 30% (R2 change = .01); thus, 

maternal communication was not a significant addition to the equation (p < .68). This 

indicates that niaternal communication does not have a significant relationship with 

loneliness even when the effects of children's social cognition and motivation are held 

constant. Overall, this set of equations suggests that (a) children's loneliness is best 

, predicted by their social cognition and motivation, '@) maternal communication has little 

effect on the dkvelopment df children's social co&tion, motivation, or loneliness, and 

(c) childten's social cognition and motivation cannot be considered to mediate the 

influence of maternal communication on children's loneliness. 

Table 7 also indicates that locus of control was the strongest predictor of 

children's loneliness in the first set of regression equations. That is, locus of control 

maintained a significant relationship with loneliness (B = -.46, p < .001) in both 

equations. This suggests that children who have an internal locus of control orientation 

may be less lonely than externally oriented children. Given the significant association 

observed between locus of control and loneliness in the fourth-order partial correlation 

analysis reported earlier, this finding is not surprising. The fourth-order partial 

correlation analysis also indicated that maternal communication in the television situation 

was significantly related to children's locus of control. Given this pattern of findings, a 

second set of regression equations was built; this time, a model positing a path from 

maternal communication in the television situation to children's locus of control to 

children's loneliness was tested. The results of this hierarchicd regression appear in 

Table 8. 

AS the results of this analysis indicate, both refission equations became _ __ _ . , .  .. _. _ . . . _ .  _.. . * _  . ._ _ .. . -.. .. .- L-_ --* -. - . . - .  - . .  

Significant only & locus of control was already entered into the equation. In the first 

equation, the addition of maternal communication on the second step did not yield a 
i, 



Table 8. Hierarchical Regression Analyses Assessing the 
Mediational Effects of Children's Locus of Control on the 
Relationship between Maternal Communication (Television 
Situation) and Children's Loneliness 

Equation 1 (Dependent Variable: Children's LON) 

Step Variable Entered B R2 Change Overall R2 

1 Controls: 
MOTHER'S ED .01 
MOTHER'S SES -.03 
CHILD'S GRADE -.02 
CHILD'S SEX - .19* ' 

2 Maternal comm: 
TV ~ 

Children's mot: 
3 LOC 

Equation 2 (Dependent Variable: Children's LON) 

Step Variable Entered B R2 Change Overall R2 

1 Controls: .04 .04 
MOTHER'S ED .01 
MOTHER'S SES -.03 
CHILD'S GRADE -.02 
CHILD'S SEX .19* 

2 Children's mot.: 
LOC -.46*** .21*** .25*** 

3 Maternal comrn: 
TV .O 1 .OO .25*** 
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sijpficant equation [F (2, 108) = 1.13. p < ,351--these variables only explained one 

percent of the variance in loneliness. However, when children's locus of control was 

entered on the third step, the regression equation became significant [F (2, .108) = 6.05, 

p < .000], and the amount of variance explained increased from 5% to 25% (R2 change 

= .20***). This suggests that locus of control is a significant predictor of loneliness 

when the effects of maternal communication are held constant. In the second equation, 

locus of control was entered on the second step and was found to be a significant 

predictor. The addition of this step rendered the regression equation significant IF (2, 

108) = 7.33, p < .000), explaining 25% of the variance in loneliness. However, the 

addition of maternal communication on the third step did not alter the amount if variance 

explained by the equation (R2 change = .00). These findings indicate.that loneliness is 

most directly influenced by locus of control. However, given that regulative 

communication in the television situation was never a significant predictor of loneliness, 

we cannot assert that children's locus of control acts as a mediating variable. Rather, we 

can only say that hierarchical regression analyses indicated that regulative 

communication in the television situation predicts locus of control, and that locus of 

control predicts loneliness. 

Lisrel Path Analysis. Another procedure foi examining models of indirect 

effects is Lisrel path analysis. This technique was used in the current project for two 

purposes: (a) to detect significant paths of influence among the variables in this study, 

and (b) to provide significance estimates of the magnitude of both direct and indirect 

effects. Unlike the hierarchical regression procedures used earlier, Lisrel path analysis 

.. .... ... - .... .. - . -.. . does .not assume. that .intervening variables mediate-significant- relationships- among 

predictor and criterion variables. Rather, Lisrel path analysis illushates direct and 
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indirect effect'; regardless of preexiiting conditions. Given these discrepant 

assumptions, it is likely that results rendered from each analysis may be inconsistent but 

not necessarily contradictory. That is, significant results hm hierarchical regression 

would suggest that specified variables are important mediators of certain relationships, 

whereas findings rendered from Lisrel path analysis would only specify possible paths 

of influence. In fact, when these two procedures were used in the current study, 

discrepant, but not contradictory, results emerged 

Based on the results of the correlation and regression analyses, maternal 
. ( 

- communication in the television situation was the only exogenous variable included in . 

f 
the analysis. As in the frrst hierarchical regression equation, all of the children's social 

cognitive and motivational variables were used in constructing the model. The results- of 

the path analysis are summarized in Table 9. 

As Table 9 indicates, two significant direct effects were observed. In this 

case, regulative communica;tion in the television situation predicted children's locus of 

control orientations (gamma = 2.48, p c .05) and loneliness (beta = -5.75, p c .05). 

This suggests that mothers who used more sophisticated regulative communication 

strategies had children with internal locus of control orientations and further, that 

children with internal locus of control orientations were 1ess.lonely than mothers who 

used less sophisticated strategies. 



Table 9. Lisrel Path Analysis of the Indirect Influence of ~ a t e r n a l  
Communication on Children's Loneliness Via Children's 
Social Cognition and Motivation 

Path, Lisrel Estimate Standard Enor j-valuc 

gamma TV-CD .054 .3 12 0.17 
gammaTV-CA .046 .032 1.44 
g~mmaTV-UX: .029 .012 2.49* 
gamma TV-EMP -.014 .012 -1.14 
gamma TV-AG .034 .057 0.59 
gamma TV-IAG .060 .047 1.28 
garnma.TV-PS .052 .037 1.42 
gamma TV-LON .020 .04 1 0.47 
beta"CD-LON .. -.0181 .012 -1.53 
beta CA-LON -.008 .I13 -0.07 
beta' LOC-LON - 1.88 .326 -5.75* 
beta EMP-LON -.283 .382 -0.74 
beta AG-LON .012 .076 0.16 
beta IAG-LON .025 .I13 0.22 
beta PS-LON .OOO .I36 0.00 

Chi-square = 0.00 (df = 0, p = 1.00, N = 124) 
Model Goodness of Fit Index: 1.000 
Total Coefficient of determination = .I14 

Procedures recommended by Sobel (1988) were used to test the significance 

of the indirect effect of maternal communication on- children's loneliness. To determine 

the significance of an indirect effect, a confidence interval is computed. The effect is 

significant @ < .05) if zero does not fall within the computed interval.. For this data, the 

L confidence interval was -.lo, 0. Thus, the indirect effect of maternal communication on 

loneliness through locus of control was not significant. 
-, ..-- - . ..  ._ . _. . . . ,  . . . ._ -__. - -  .. - _ _ _ ._ _ __... . _ _ _ _ . .. -. . . 

However, a significant indirect effect was found when a Lisel path analysis 

was performed using only locus of control as the intewenkg variable. This post-hoc 
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analysis was performed to determine if removing the nonsignificant social cognitive and 

motivational variables included in the first analysis would increase therelationships 

among maternal communication, locus of control, and loneliness. In fact, when other 

variables were removed, the direct path from maternal communication in the television 
. . 

situation did increase (gamma = 2.57, p c .05), as did the path from locus of control. to 

loneliness (B = -6.53, p < .05). The confidence level based on the indirect effect of 

maternal communication on loneliness through lochs of control was -.'I 1, -.01. Betause 

zero does not fall within this interval, this effect can be considered significant. The 

goodness of fit index computed in both tquations revealed a perfect match between the 

data and the model (1.000). However, this measure was computed based on zero 

degrees of freedom, and therefore, is not an accurate comparison. 

In sum, Lisrel path analyses revealed two significant direct paths and one 

significant indirect path. In response to the second research question, then, Lisrel path 

analysis indicated that maternal communication indirectly affected children's loneliness 

by influencing their locus of control orientations. More specifically, mothers who 

employed relatively sophisticated regulative strategies had children with internal locus of 

control orientations, who, as a consequence of this orientation, were not lonely. 

Although this analysis does not suggest that children's locus of control m e d i m  the 

relationship between maternal communication and children's loneliness, it does suggest 

that locus of control indirectly affects the relationship between maternal communication 

and children's loneliness. The discrepant findings yielded from the 'hierarchical 

regression and the Lisrel path analysis are discussed in Chapter Five. 
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As noted earlier, when examining the relationships among variables prior to 

testing for indirect effects, several patterns of statistically signifcant correlations were 

observed (a) between indices of social cognition and indices of motivation and; (b) 

among indices of social cognition. motivation, and loneliness. The following section 

reports these fmdings. 

Zero-order correlations between indices of social cognition and motivation 

appear in Table 10, As this table illustrates, no significant relationship was observed 

between children's cognitive differentiation and abstractness scores. Thus, the number 

of children's interpersonal constructs did not indicate how abstract these constructs 

were. This finding contradicts previous research and suggests that measures of 

differentiation and abstractness may tap very different domains of social cognitive 

ability. 

In contrast, all of the motivation variables had significant zero-order 

relationships with one another (see Table 10). Furthermore, most of these associations 

were modekite to strong, ranging from .24 to .69 md achieving significance at the .O1 

level. These correlations suggest that children with an internal locus of control 

orientation had high levels of empathy and felt confident in their ability to inhibit 

aggression and behave prosocially; these children also lacked confidence in their ability 

-. to behave aggressively. 



Table 10. Zero-order Correlations between Children's Social 
Cognition and Motivation 

CA LOC EMP AG IAG PS 

A number of significant relationships emerged between indices of children's 

social cognition and motivation. Cognitive differentiation was positively associa& with 

empathy (r = .23, p < .01), self-efficacy for the inhibition of aggression (r = .20, P < 

.05), and self-efficacy for prosocial behavior (r =.16, p < .05). Thus, when compared 

to their less differentiated counterparts, children with more differentiated social cognitive 

structures tended to be more empathic, and to believe in their ability a, inhibit agpssion 

and enact prosocial behavior. 

Given that previous analyses indicated children's sex and grade level 

significantly influenced their scores on many measures, second-order partial coml?tions 

were conducted to control for the effect of these variables. These results appear inTable - . - .  . - .  - . . - .. . . 

11. 



Table 11. Second-order Partial Correlations between Children's 
Social Cognition and Motivation (Controlling for Sex and 
Grade Level) 

CA LOC EMP AG IAG PS 

CD. -.05 -.03 .20* -.08 .13 .05 

IAG .7 1 *** 

As Table 11 demonstrates, in most cases, the second-order partial 

correlations either inmased or did not affect the strength of the zero-order relationships. 

As in the zero-order correlation analysis, the social cognitive measures remained 

unrelated. Thus, contrary to previous research, cognitive differentiation was not 

significantly related to cognitive abstractness, even when the effects of sex and grade 

level were held constant. 

In contrast, the second-order partial correlations increased a l l  of the inter- 

relationships among the motivation variables. This suggests that the relationships 

among locus of control, empathy, self-efficacy for aggression, self-efficacy for 

inhibiting aggression, and self-efficacy- fo~prosocial behavior are relatively strong and - - 

remain significant even when the effects of sex and grade are held constant. 
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Interestingly, relationships between indices of social cognition and 

motivation weakened when the effedts of sex and grade level were held constant. The 

association between cognitive differentiation and empathy dropped from a zero-order 

correlation of .23 (p < .01) to a second-order partial correlation of .20 (p < .03). In 

addition; simcant mu-order relationships observed between .cognitive differentiation 

and self-efficacy for the inhibition of aggression .(r = .20, p < .05) and prosocial 

behavior (r =.16, p < .05) became nonsignificant (r = .13, r = .05, respectively). Thus, 

when the effects of sex and grade level were held constant, children with more 

differentiated social cognitive systems remained more empathic, but did not exhibit 

distinct tendencies regarding prosocial behavior or the inhibition of aggression. This 

suggests that sex and grade level explained most of the shared variance between 

cognitive differentiation and self-efficacy for prosocial behavior and the inhibition of 

aggression. 

As noted earlier, several significant relationships among children's social 

cognition, motivation, and loneliness scores were observed. Theresults of zero-order 

correlations among these variables are summarized in Table 12. 

As Table 12 indicates, loneliness was significantly related to only one of the 

social cognition measures. A significant inverse carrelation was found be.tween 

cognitive differentiation and loneliness (r = -.16, p < .05). This suggests that children 

who possessed a greater number of interpemnal constructs experienced less loneliness 

than children who possessed fewer interpersonal constructs. No significant association 

--between..loneliness and cognitive.abs~ac~ness was .observed .-...- .. ... - . . . -- - .- .- - . - 
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Table 12. Zero-order Correlations among Children's Social 
Cognition, Motivation, and Loneliness 

, . 

um 
:,<z...,.. . 
:>,. ..*,. i , . .  , .. .. , ,,. :!:'. .- 'px . . .  CD -.16* 

'.J: , . 
; .:;... I: ,i 

. , . . .. . : 2: ': 

. . .  
, , . ,  

CA -.05 
. ,  . . . . . . ,.. . 
.. . ... . LOC -.46** 

EMF' -.21* 

AG; .15 

IAG -.21.** 

PS -.17* 

*p < .05; **p < .01 

Loneliness also exhibited significant relationships with three of the four 

motivational tendencies examined in this study. Significant inverse associations were 

observed between locus of control and loneliness (r = -.a, p <.01), between empathy 

and loneliness (r = -.20, p <.05), between self-efficacy for the inhibition of aggression 

and loneliness (r =.-21, p <.01), and between self-efficacy for prosocial behavior and 

loneliness (r = -. 17, p <.05). Loneliness was not significantly related to self-efficacy 

for aggression. These findings suggest that when compared to lonely children, those 

who were less lonely had internal locus of control orientations, were more empathic, 

and felt more confident in their abilities to inhibit aggression and enact prosocial 
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As in previous analyses, second-order partial correlations were also 

computed so that the confounding effects of sex and grade level could be examined, 

Table 13 presents the results of this analysis. 

As is evident from Table 13, the relationship between loneliness and 

cognitive differentiation decreased when the effects of sex and grade level were 

controlled. In fact, the second-order partial correlation rendered this relationship 

nonsignificant (r = -.07, p < .24). This suggests that sex and grade level explained 

most of the shared variance between loneliness and cognitive differentiation. As with 

the zero-order correlation, loneliness was not significantly related to cognitive :*+ 
:+!,%;.:: : 
,<;c..; . 
;:;<,,..: ,.sr .-. < 
, ., .., . . ,... . . ., ^ >;.: 

. abstractness, even with potentially confounding effects held constant. 
, . ,.. 2 ,.,, <;... 

Table 13. Second-order Partial Correlations among Children's Social 
Cognition, Motivation, and Loneliness 

CD -.07 

IAG -.17* 

I 
; : ' I  

Second-order partial correlations did not have uniform effects on the zero- . < 
I I/ 

1. ;::;I 
' 6  : ... !I 

order relationships between loneliness and indides of motivation. For example, holding !. I;.' . 11 ! 
. . , ,! 1 ,  

I ' !!\ 



sex and grade.leve1 constant did not affect the strength of the relationship between 

loneliness and locus of control. This suggests that the association between loneliness 

and locus of controi remains robust and unaffect'ed by the influence of children's sex 

and grade. However, controlling for sex and grade level slightly decreased relationships 

between loneliness and selfefficacy for the inhibition of aggression (r = -. 17, p < .05), 

and loneliness and selfJefficacy for prosocial behavior (r = -.15, p < .07). In fact, the 

controls-explained enough of the shared variance between loneliness and.self-efiicacy 

for prosocial behavior to render their second-order relationship marginally significant. 

In contrast, the second-order partial correlation increased the relationship between 

loneliness and -. empathy . (r = -.23, p <.01). This indicates that this relationship is 

relatively strong and remains significant even when the effects of sex and grade are held 

constant. In sum,.when the effects of sex and grade level were held constant, loneliness 

remained significantly asmated  with locus of control, empathy, and selfefficacy for 

the inhibition of aggression. Taken together, these results suggest that children with an 

internal locus of control, high levels of empathy, and confidence in their ability to inhibit 

aggression felt less lonely than children who had external orientations, low levels of 

empathy, and less confidence in their ability to inhibit aggression. 

. . - 
Overall,.the data pr~videdrelativel~ little support for most of the hypotheses 

and research questions posed in this study. Hypothesis 2,: which suggested that 

mothers who use more reflection-enhancing communication would have children with 

internal locus of control orientations,was supported. However, the other hypotheses 
_ _ _. _ -. --- 

-received.only marginal support- -Thus;in-contrast-to whatwas-exF-tteKmothers who 

were more reflection-enhancing in their disciplinary strategies did not have children with 
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more diffmntiated (Hypothesis la) and abstract social cognitive (Hypothesis 1 b) 

systems; results also indicated, contrary to what was hypothesized, that children's level 

of empathy (Hypothesis 3); self-efficacy for aggression (Hypothesis 4a), self-efficacy 

for the inhibition of aggression (Hypothesis 4b) and self-efficacyfor prosocial-behavior 

.. .. I..:. 
(Hypothesis 4c) did not vary as a function of maternal communication. 

. -. ,,.. . .:. : . . 

In relation to the first research question, zero-order correlations revealed that 

maternal communication was related only to children's locus of control. Based onathis 

analysis, then, it seems that regulative strategies may be more strongly related to I 

children's motivations than to their social cognition. However, fourth-order partial 

cuirelations revealed a number of marginally significant relationships beWeen maternal 

communicatiori and children's cognitive differentiation, cognitive abstraqness, empathy, 

and self-efficacy for the inhibition of aggression. R to z transfomiations indicated that 

the association between locus of control and maternal communication was not 

significantly stronger than any of these marginalrelationships. Thus,. from this 

perspective, we could conclude that regulative strategies are about as strongly related to 

children's motivations as they are to their levels of social cognitive development. 

- Analyses performed to address the second'research question 'revealed that 

maternal co&unication (in the television. situation) indirectly influences children's ., w 
loneliness via their locus ,of control orientation. Given that maternal commu~cation and 

children's loneliness were not significantly related, we cannot say that locus of control 

acts as a mediating variable. However; we can say that an indirect relationship exists 

between these variables; that is, matemal communication affects children's lonelinessby 

.. . , .. . directly _ . ._ influencing _ their _. _ .. locus . of control. orientatations ... Thus,..the model .of indirect-. - -  - - 

effects was supported for these variables. 



- . Finally, although they were not originally hypothesized, a number of 
. 3 

interesting relationships among children's social cognition, motivation, and loneliness 

were observed. First, all of the motivation variables were inter-related, thus suggesting 

that children .with internal l&us of control orientations were also more empathic, felt 

more confident in their abilities to inhibit aggression and behave prosocially, and less 

confident in their ability to behave aggressively than children with external orientations. 

Second, children's empathy was also significantly related'to their social cognition. In ., 

. . 

othei words, children with more differentiated interpersonal construct systems exhibited 

a greater degree of empathy than children with less differentiated systems. Finally, ' 

.many of the motivation variables were related to loneliness. In general, loneliness was 
.. . 

found to vary as a function of locus of control, empathy, and self-efficacy for the 

inhibition of aggression. More detailed explanations of these results (as well as their 

implications) are discussed in the final chapter. 



DISCUSSION 

- This study examined fourmajor hypotheses concerning the relatiqnship 

between mothers' regulative communication and.their children's social cognition and 

motivation. Hypotheses 1 through 4c predicted that mothers' reflectionenhancing 

communication would be positively associated with children's cognitive differentiation 

(Hypothesis la), cognitive abstractness (Hypothesis lb), internal locus of control 
s, 

orientations (Hypothesis 2), empathy (Hypothesis 3), self-efficacy for the inhibition of 

aggression (Hypothesis 4b), self-efficacy for piosocial behavior (~ypothesis 4c), and 

negatjvely associated with their selfefficacy for aggression (Hypothesis 4a). These 

hypotheses were examined through zerbader and pamal correlation analysis. The 

current study also tested an indirect effects model of socialization to determine if . 

children's social cognition and motivation mediate the relationship between mothers' 

regulative communication and children's loneliness. Indirect effects were assessed via 

hierarchical regreision and Lisrel path analyses. In all statistical tests, the effects of 

mothers' education and socioeconomic status, andchildren'ssex and grade were held 

constant; 

In general, the results of this study were weak. Support was found for the 

relationship between ,maternal communication and children's locus of control; however, 
. - - - . . -- 

-. the.remaining-analyses either did not' yield any significailt fi-dings; ' ~ 1 O C a ~ ~ o i i l y ~ ~  - 

marginally significCant results. This chapter begins with a discussion of the major 



findings of the study and integrates them with existingliferature. This section is 

, followed by a discussion of why the majority of this study's expectations were not 

supported by offering both methodological and theoretical accounts. Next, the findings 

regarding non-hypothesized, but important relationships, are discussed. The last section 

discusses the limitations of this study and offers suggestions for future research. 

This study found sigmilcant partial support for one hypothesis and marginal 

support for several others. Although these findings do not provide strong evidence for 

the expected relationships between maternal communication and children's .social 

cognition and motivation, they do suggest that the use of relatively sophisticated 

regulative strategies ,may. influence the extent to which children develop certain social 

cognitive abilities and motivational tendencies. These findings are discussed be1.0~. 

I Co-d C h w  s Locus of Control . . 1 

The second hypothesis of this study stated that mothers who use more 

sophisticated regulative communication strategies will have children with internal locus 

of control orientations. This relationship was supported in one of the commu~cation 

situations and hence, partial support for this hypothesis was found. In fact, this finding 
"\ was the strongest one located in the current study. This suggests that mothers who use 

reflection-enhancing communication (as assessed in the television situation) have 

children who perceive themselves to be in control of determining outcomes and events. 

Given that mothers' reflectiori-enhancing communication encourages 

children _.. to consider ... themselves autonomous agents whose-beha~maff~~-.ofieis,~if~ . - " =  -' 

makes sense that -this form of communication would foster the development of 
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children's internal locus of control orientations. That is, iin internal locus of control 

orientation ieflects a beliZf in one's ability to control and affect others and situations. 

Thus, if mothers enact disciplinary strategies that encourage children to reflect on their 

actions and accompanying consequences, children should develop a sense that they are 

active agents who play a role in determining the outcome of events. 

This finding is consistent with previous work suggesting that parents play 

an antecedent role in the development of children's locus of control orientations. 

Several researchers have found consistent relationships between children's internal locus 

of control orientations and parents' attributes. For example, studies show that school- 

aged children with positive perceptions of parents' behaviors have internal orientations 

(Nowicki & Roundtree, 197 1; Nowicki & Segal, 1 W3). More specifically, intemal 

children perceived their parents to be trusting, nurturing, consistent in their behavior, 

and encouraging of their autonomy. Researchers explain that parents who consistently 

send their children messages indicating their trust, conckm, and commitment to the 
- 

child's independence will provide them with an environment that encourages them to 

expeMent with behaviors and experience their resulting consequences. These 

experiences should lead children to understand that they have the potential to determine 

, . . , outcomes by enacting behavior. As a result, they should develop an internal locus of 
. . . . . ,).. .... . 
. , 

.. . . . . . . . , ./. .,$ ,' . '  
2: . . .  . , .  ..: ::.. control orientation. 
. . ., .. . . .. . , ..",? ... .. . ..:.. , .,:: 

',I!:I . . . . , , ~. .. . . ,..". . . . ,  I .  

Other studies using an observational methodology found that parental 
j . . . i . . ' ~  . ,. ". ,. . .. .. . . . .~ : ,., . .  . . . . !. :. * .. . 
! 7. , , :  , 

behavior irifluences children's locus of control. For example, Gordon, Wichem, and 
. .:,. . . >  

. . 
.',>*.. , :. ;.: , 

.:::...:. ".. - , . ) .. . . Nowicki (1983) obsked parents interacting vkith their second-grade children d&g a 
I :.. ... / . . ii. ,... .. . ,  , . .. ,. ,:*, , .> . . 

.' ,* 6.L ;: . . e . . . , :. '.:!.:it' 
;: .<,'., ,: :' 

ppblem-solving activity. The researchers coded the frequency of parents' verbal and 
. '+ 'GA.. .  .. - : - .. . -. . . ., .. , ,.-, , , ,  - -  * ..,. ~,.. _- ,,.;:"':. . 
:\,;;? .,;,.. : . ._  _ . _ . _ _ _  _.) 

, :, - ,. . : 
, .. :;.. ' 
> / . .. , ._I  . .... p 7 .  , ,.... 

l.I.:-( . .  
nonveibal behaviors and found that parents who were wanner, more nurturing, 

>':::,!,;$;.';;: . . 
.I: ..<.'!.I ,;.<:s+,;, , . , 

57 
..,~,~;,;;j;,;~!.:,;~ .... .,,. 

enchuraged more independence, and uskd less physical punishment during the task had 
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~& pirthmd oientations. The researchen suggest that parenu who behave in 

this -er allow their children to explore more situations on their ownand to 
-$ 

experience the consequeiicer of behavior first-hand; thereby encouraging the 
. - 

development of an internal locus of control. 
.% 

Similarly, Loeb (1975) observed parents and their children. during a 

problem-solving situation. Parents' communication was coded according to the 

..c; . ..* .. 
,, .'*:<::.;:. ., frequencies with which they used orders, demands, or other attemptycicontrol the 
,::,:><': 

children's behavior. Loeb's results indicated that parents, who were inore directive and 

controlling in their mmmunication had children with more external orie?tatipns than 
. , 

children whose parents used suggestions instead. The researchers explained that parents 

who do not ,$low their children to make decisions and act independent1y:fostefJm them 
.r ... 

the sense that outcomes are conablled by external.forces. As a rrsult, these-children 

develop an extei-nd locus of control orientation. 

Unlike the studies cited above, the cLirrent project is unique in-that it 
J 

attempts to capture the "skillfulness" of maternal discipline by focusing on specific, 

qualitative features of message strategies. That is, the aforementioned studies have 

examined eith'er children's perceptions of their parents' behaviors or the frequency of 

specific actions in which parents engage. However, this study focuses on disciplinary 

skill as embodied in the reflectionenhancing quality of maternal communication; thus, it 

provides a unique approach to &sessing discipline and its effects. Specifically, 

reflectionenhancing strategies are considered skilled forms of discipline because they 

. remediate behavior while simultaneously achieving interpersonally-oriented.goals (e.g., 

acknowledging _______.._C q d  validating.the.child's - . .  . - .  .-. .agency,...appe-e . -  - . . . . . - 

'bd feelings, encouraging the child to think about others' psychological states). While 

other studies have focused on just one aspect of discipline (e.g., how nurturing or 
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controIling parents are), this study examines if a variety of featuns are prcscnt in any 

given message. The finding that reflection-enhancing communication is linked with 

children's locus of control suggests that encouraging children to reflect on their 

autonomy may be an important dimension of messages that imparts lessons regarding 

the child's orientation toward the world. This finding, then, has important implications 

for research on parents' discipline in that it suggests that studying the skillfulness -_ of 

messages may be a viable approach to understanding how particular dimensions of 

messages affect children. , 

Between Maternal w r e n ' s  . . . 

'Several rimginally significant fourth-order relationships between maternal 

communication and children's social cognition and motivation were observed. Because 

these relationships were weak, they must be interpreted with some caution. However, 

they do provide some very weak support for a number of the proposed hypotheses; 

therefore, they warrant discussion. 

First, marginally sigdicant relationships between maternal cornmudcation 

and both cognitive differentiation (as assessed in the flower situation) and abstractness 

(as assessed in the school situation) were detected. This suggests that mothers who use 

relatively sophisticated regulative strategies have children with more differentiated (i.e., 

a greater number) and abstract (i.e., referring to other's dispositions and psychological 

traits) systems of interpersonal consaucts. These findings do provide some support for 
I, 

Hypothe'ses la and lb  and are consistent with preyious research which has detected 

siwcant relationships (although much strqnger) between maternal communjcation and. . .. . 
, . - .. . . . - 

, , $ _  ., _____ -------. - --. 
children's abilities to construe the social world in relatively complex ways. 
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Previous work using different measures of socialcognition has observed , 

&lationships bekeen maternal communication and children's social cognition. For the 

most part, these studies have examined children's perspective-taking as an index of 

social cognition. This work suggests that mothers.who are more inductive in their 

disciplinary style have children who are better able to take on another's perspective -. and 

qnderstand that hdividual's thoughts and feelings (Bearison & Cassel, 1975; Hart et al., 

1990; Putallaz, 1987). However, as noted in Chapter Two, perspective-taking may not 

be an appropriate measure of social cognition. Constructivists argue that perspective- 

taking is actually a social perception process that occws through the application of 

interpersonal cognitive structures. Therefore, perspective-taking is presumed to be 

related to social cognition, but is not a precise measure of i t  Instead, constructivists 

argue that cognitive complexity is a better measure of social cognition because it taps 

individuals' fundamental cognitive structures by actually counting and eva lua~g  

interpersorial constiucts themselves and not the processes related to their application. 

Studies employing measures consistent with this conceptualization of social 

cogniiion have found that mothers' regulative communication was linked with children's 

cognitive complexity; specifically, Applegate et al. (1992) found that the use of more 

reflection-enhancing strategies was associated with'more differentiated and abstract 

systems of interpersonal constructs in children. Using the same sample, these results 
- 

were replicated one year later. Thus, although the current study does not present strong 

support for the relationship between maternal com&riication and children's social 

cognition, it does provide some evidence that maternal cornmu~cation can influence the 

development of children's social cognitive structyres. 
. - . . . . , -. , . . - - . --- - -.- ___-___. _._ _ . .  . -  . __ .  .._. . . -  - 

Given that "skillful" or reflection-enhancing messages are moR person- 

centered than other strategies, it makes sense that mothers who use this form of 
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communication would have children with more differentiated and abstract social 

cognitive systems. Parents.who use reflection-enhancing messages illustrate the 

salience of otheis! psychological perspectivesin the social world. In other words, these 

strategies encourage children to evaluate situations according to the unique personalities 

and feelings of the parties involved; thus, youngsters learn that others are not merely 

defmed in terms of their social roles and/or actions, but rather in terms of their distinct 

feelings, needs, and perspectives. Consistent exposure to reflection-enhancing 

messages should lead children to develop more complex conceptions of others and to 

have more differentiated and abstract interpersonal construct systems. In contrast, the 

child whose behavior is regulated by appeals to social roles and behavioral norms (i..e., 

via relatively non-reflectionenhancing disciplinary strategies) may develop a rather 

limited and concrete repertohe of interpersonal constructs. 'The marginal associahons 

observed between maternal communication and children's cognitive differentiation and 

abstractness provide some support for this interpretation. 

A marginally significant relationship between maternal communication (as 

assessed in the flower situation) and children's empathy also emerged via fourth-or@ 

partial correlation analysis. This finding suggests that mothers who use more 

sophisticated regulative strategies have children who are more empathic than children 

whose mothers use less sophisticated messages. Previous research has found 

associations between maternal tolerance and permissiveness (assessed via self-report 

measures) and children's empathy (Fay, 1970; Huckaby, 1971). However, these 

studies examined mothers' self-reported attitudes toward child-rearing, and suggest that 

mothers who believe it is important to be affectionate, nurturing, and permissive parents 
- . - . . . . - . - . . . .  - - -. - - -- -. ., _._ _ . .  - .  __ , . . ~ .  . . - . .- --- 

. . have more empathic children. The current study, then, provides sbme indication that 

communication accounts for the process by which- these -attitudes are transmitted to 
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Given that reflection-enhancing messages encourage children to consider 

others' feelings in selecting behavior, it makes sense that consistent exposure . to . this 

form of communication would lead children to develop empathic tendencies. That is, 

&er being "tfainal" to consider others' affective states, children may begin to 
! 

automatically evaluate others in terms of feelings and, therefon, develop a higher level 

of empathy. However, given that strong support for this relationship was not found, 

these conclusions are tendve and require further exploration. '\I 

_I 

In addition, a marginally significant fourth-ord& relationship was observed 

between maternal comniunication (as assessed in the television situation) and children's 

selfxfficacy for the inhibition of aggression. Specifically, mothers who used relatively 

sophisticated regharive strate&i had children who felt more confident in their ability to 

inhibit aggressive acts such as hitting,pushing, and name-calling. Previous work has 

found significant relationships between children's selfefficacy for inhibiting aggression 

and the degree of difficulty parents attribute to specific socialization tasks (Ladd & Price, 

1986). Parents who admitted having difficulty promoting their children's cognitive and 

social competence (e.g., teaching the child how to succeed in school and how to make 

friends) had youngsters who felt less competent in their ability to behave in a socially 

competent way (including inhibiting aggression). However, the current study is the first 

to examine whether actual message strategies predict children's selfefficacy. And, the 

findings provide some tentative indication that they do. Results suggest that by 

encouraging children to reflect on the consequences of behavior for themselves and 

others, mothers teach their children that less injurious forms of behavior can be selected 

beyond what may initially be desirable. That is,.reflection-enhancing messages 
.. . . 

. . . .  

'encourage the child to consider how others' feelings will be affectedby "&appropriate" 

behavior. In this' way, mothers show their children that inappropriate foms of beha~or 



, u,:v:Zi': 
.J?,!$ &P"'. 

' r ".)'.!. , p>:2c 
,:&;.'. 
rr*$;..: 
I.?.)'..". .; , CT'.., 
$?;">;,> p?f3;i I?,.  . .- 
,&*.'' 
$*)*>;:..': .,. . ,. 
@!.. 
,.I 

,<; . .;. ..?. ,. I"::.:,. 
:' .;. .,l,l.. ,:y: ;. 
..., .. ., . 
. .. 
.:, . . 
:,<, ..' 
.j., . 
.., . ..., 

?:s, 
i?i . S.  ' 

,>, . 
',E" 

I..' . . .. .. 

. .. 

- . -  

a .  
,<: . ., . 

, . . <:  ,. .. 

122 

such as aggressive acts will hurt others, and that less harmful behaviors will yield more 

desirable results. consistent exposure to these messages may teach children to consider 

a viriety of solutions to situations under the assumption that non-aggressive forms of 

behavior will result in positive outcomes. This training may contribute to the child's 

developing confidence h his or her ability to inhibit or supprkss aggressive responses to 

stressful situations. This study, then, extends prior work by providing some initial 

(albeit weak) suppon for the notion that the messages used to accomplish socialization 

tasks are related to children's perceptions of their ability to inhibit aggression. 

Findly, like prior research, this study suggests that mothers' education and 

social class have an important.influence on maternal communication. That is, mothers 

with more education and higher socioeconomic stabs used more sophisticated regulative 

communication strategies than mothers with less education and lower socioeconomic 

status. As Bernstein (1974) suggests, members of different social classes hold distinct 

conceptions of .the world that are manifested in the "codes" or f m s  of communication 

they use. Specifically, members of upper socioeconomic groups believe that individuals 

are distinguishd by their unique personalities and orientations--as a result, they feel 

"psychologically distant" or different from others. Because oftheir psychological 

distance, members of this group or subculture must useperson-centered communicaiion 
- 

in  order to make their unique perspectives undeistood. In contrast, members of lower 

socioeconomic groups believe that others are defined largely by the social roles or status 

positions they occupy; hence, a "ps~chologically kloseness" is assumed. Bernstein 

argues that psychological closeness is manifested in the use of position-centered 

speech--a form of cormminication that does not require.elaboration of one's feelings or 
-- - . -. . . . - . . . - .  ..-- --.- *.- - . . .  

perspective. 



In line with this reasoning,previous research (Applegate et al., 1985; 1992) 

has found that the communication of mothers h m  different Social classes tends to 

reflect different orientations toward the world--namely, that educated, higher 

socioeconomic status mothers have a more personcentered view of the world and use 

more reflection-enhancing disciplinary strategies than lower socioeconomic status 

mothers with less education. The current study, then, is consistent with this research 

and suggests that communication differences may, in part, reflect social class 

differences. 

In sum, maternal communication was significantly related to children's 

locus of conml orientations and marginally related to their cognitive differentiation, 

abstractness, empathy, and self-efficacy for the inhibition of aggression. It appears, 

then, that what mothers say to their children as they regulate their behavior may have 

important consequences for youngsters' social cognitive and motivational development. 

In the following section, the relative influence of maternal communication on both 

children's social cognition and motivation is compared. 

-. C- . . 

The first research question asked if mothers-reflection-enhancing 

communication strategies were as swngly related to children's social cognitive abilities 

as they were to~their'motjvational wits. Given that maternal communication was not 

linked with most of the children's measures, this comparison is difficult to make. 

However, based on .what was found, it is possible to draw some very tentative 

conclusions. .. .. . ._.+ - - .  .. . . . - - . . - . . . . . . . - - . . - . . . 

I 



There at.e two ways to address thisreseqch question. First, given that a' 

significant relationship was only found between maternal communication and children's 

locus of control, we.can conclude that mothers are more likely to influence their 

children's motivation than;their social cognition. However, r to z transformations 

suggest that marginginally significant relationships between maternal communication and 

children's cognitive differentiation; cognitive abstractness, empithy, and self-efficacy 

for inhibiting aggression were about as strong as the relationship between matemal 

communicahon and children's locus of control. From this peqpective, then, it is 

difficult to aSsert that one class of variables was more strongly related to maternal 

I communication than the other. 

What we can say--without reservation--is that the largest carrelation in the 

study was observed between maternal, communication and children's 1,ocus of control. 

In retrospect, this finding makes a p a t  deal of sense. In addition to encoqaging 

youngsters to consider others'' feelings, reflection-enhancing strategiesencourage the 

child to consider him or herself an active agent who is capable of influencing people and 

events. Similarly, locus of control reflects a generalized orientation toward the world 

concerning one's perceived ability to influence or control events. Thus, reflection- 

enhancing comniunication. encourages children to consider their sense of agency, while 

locus of control reflects their actual perceptions' of agency. 

Perhaps the reason why miternal communication held its strongest 

rdationshipwith children's locus of control is because reflection-enhancing messages 

place the most emphais on encouraging the child's sense of autonomy. This emphasis, 

then, may serve as the primary goal pursued via'reflection-enhancing messages. As 
. . . . .  . . . . . . . . .  . . . .  .-  - - .  -. 

0 ' ~ & f e  and Delia (1982) suggest, reflechon-enhancing messages are assumed to be 

more sophisticated because they accomplish multiple goals. For example, in addition to 
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pursuing a specific instrumental goal (e.g., remediating "bad behavior), sophisticated 

-disciplinary strategies have also been thought to pursue a variety of interpersonally- 

oriented goals (e:g., encouraging the child to think about the feelings and perspectives 

of others, saving the "face" of the child, protecting the parent-child relationship). The 

current data, however, suggest that a personcentered approach to discipline-also 

pursues (and accomplishes) the goal of making the child feel like an autonomous agent 

-who has the ability to affect the social world. In fact, it'is quite possible that while 

reflection-enhancing communication does encourage. childr'en to consider others' 

feelings and thoughts, this consideration is secondary and may function as a means of 

getting the child to understand his or her-ability to influence events. In other words, 

there may be a hierarchv of multiple. goals of which imparting lessons. about one's 

agency in the'social world is the most important The results of the present study 

provide. sosome evidence for this interpretation. 

Measures of social cognition, ,empathy, and selfefflcky for the inhibition 

of aggression all focus on children's conceptions and considerations of others' feelings 

and perspectives. Given thatreflectionenhancing messages encourage children to 

consider others' when selecting behavior, youngsters who are exposed to them should 

develop sophisticated ways of viewing people and events. However, the magnitudes of 

the relationships observed between maternal communication and these variables were 

not very strong. Perhaps the magnitude of the relationship found between maternal 

communication anddocus of control indicates that the most important message reflection- 

enhancing.communication transmits concerns the child'sability to influence events .and 

control outcomes. Future research shouldreconsider the nature of the hierarchy of goals - . . ,  .,. - . -  - -  - - . . . . 
. . -  . - .  

contained in reflectionenhancing messages and determine which ones are best 

accomplished via this form of communication. For exaplple, researchers co.dd provide 



mothers with a list of objectives (e.g., fostering the child's sense of autonomy, 

encouraging the child to think of others' feelings) and then ask them .to rate the salience 

of each goal during a disciplinary interaction. In thisway, researchm could gain a 

bettk understanding of which are the most important goals for parents during discipline 

and how 'they are ieflected in communication. 

. . on andMotlvatlon on 
n and Children's 

The second rtisearch question asked if children's social cognition and 

motivation mediated the'relationship between mothers' regulative communication and 

children's loneliness. Loneliness was introduced into this model for several reasons. 

First, very little is known about thecorrelates of children's loneliness; this study was 

designed to examine some of its possible antecedents. Second, previous studies of 

indirect effects have only examined objective outcomes (e.g., sociometric ratings, 

teacher ratings of social competence) and, consequently, very little is known about the 

impact of maternal communication on children's subjective social experiences. 

Two procedures based in distinct aSsumptions were used to -examine.this 

model. Initially, hierarchical regression procedures were einployed to examine the 

mediating effect of children's social cognition and motivation ori the relationship 

between matefnal communication and children's loneliness. Secondly, Lisrel path 

analysis was used to examine the possible indirect effect of maternal communication on 

children's loneliness via. children's social cognition and motivation. Whereas the first 

procedure assumed that a significant relationship between maternal communication and 

children's loneliness - - would . . diminish once the . . effectsof children's -miacognition and 
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motivation were considered, the second analysis assumed only that a significant order of 

events might exist. 

Lisrel path analysis revealed one sigrzlficant indirect effect. According to 

this model, maternal communication had an indirect effect on children's loneliness by 

influencing their locus of controi orientations. $ecifically, mothen' use of relatively 

sophisticated regulative strategies indirectly influenced their children to feel less lonely 

by directly fostering the development of an internal orientation. This suggests that 

mothers have the potential to influence how lonely their children will be by first affecting 

their locus, of control. 

Although one significant indirect path was observed, it is important to 

remember that this analysis ~ a i  performed only after significant indirect effects did not 

emerge from the initial analysis, Thus, a post-hoc analysis was performed in which the 

other social cognitive and motivational variables were removed. When these variables 

were removed, maternal communication did have a significant indirect effect on 

children's loneliness by influencing their locus of control. However, the post-hoc 
. ,  

nature of this test suggests that other indices of social cognition and motivation may 

account for some of the'shared vaiiance between both maternal communication and 

locus of control and locus of control and loneliness. It also indicates that when these 

indices are included in the model, ,they reduce the relationship between maternal 

communication and loneliness. In sum, then, although a significant indirect effect was 

located, it- may not reflect a realistic chain of events--that is, one devoid of other 

influences. 

In addition, a hierarchical regression was performed to test the mediatinp; 
- - . .~. -. - . . - - -  .- - - ... 

impact of children's social cognition -and motivation on the relationship between 

maternal conihunicati~n and children's loneliness. This procedure assumes that 



maternal communication has a significant relatioriship with children's loneliness, but that 

this relationship will diminish once children's social cognition and motivation were 

included-in the equation. Obviously, the analysis did not yield significant results 

because the~lationship betuieen maternal communication and children's loneliness was 

not significant. 

- The indirect effects assessed via Lisrel path analysis are conceptually 

distinct fmm,the mediating effects examined via hierarchical regression. Whereas Lisrel 

suggests a possible order of events, hierarchical regression suggests that significant 

rela-tionships'are shapedby intervening variables. The results of statistical tests 

examining the second research question, then, suggest that mothers have only the 

potential to influence their children's loneliness by first impacting on their locus of 

control. However, they do not indicate that mothers actually &influence their 

children's loneliness via their social cognition and motivation. The discreparit frndings 

yielded from Lisrel path analysis and hierarchical regression procedures thus indicate 

that one distinct interpretationis appropriate for this model: namely, that the role of 

childreks social cognition and motivation is not one of mediation, but rather one of 

indirect influence. 

The c w n t  study extends previous work on indirect effects by suggesting 

that maternal communication not only has an indirect relationship with-objective 

measures of children's social satisfaction (e.g., sociometric ratings, teacher ratings of 

social competence), but that it-also indirectly influences their subjective experience. 

Previous research has found that mothers 'who used inductive' parenting styles (e.g., 

who were warm,.nurturing, used polite requests and suggestions) had children with 
- - - - -  - . - . .. . . . 

m&sophisticated social cognitive abilities (Pettit et al., 1988; Putallm, 1987), lower 

self-efficacy scores for aggression (Pettit et al., 1991) and who earned high& 
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sociomemc &ngs. This study, however, suggests ,that children's subjective experience 

of loneliness is also indirectly affected by maternal communication via their motivation. 

Taken together, these studies indicate that mothers have the potential to influence their 

children's actual social status as well.= their perceived level of social satisfaction. 

Furthermore, this study was the frst to include locus of co6tro1,in an 

indirect model of socialization. .With a few exceptions, most studies of indirect effects 

have examined children's social cognition ai an intermediate variable and have ignored 

children's motivational traits. The current project, however, suggests that parents have 

the potential to influence how lonely their children will feel by shaping their locus of 

control orientation. Although previous studies have primarily considered the indirect 

influence of parents on children &a children's social cognition, this project indicates that 

there may be other important and influential variables. 

This study also makes important contributions to the research on children's 

loneliness by pinpointing some of its possible antecedents. As noted earlier, the results 

suggested that mothers have the potential to influence how lonely their children will feel 

by impacting on their locus of control orientations via communication. Thus, although 

loneliness seems to be the direct result of the child's own orientation, .the indirect effects 

model supported . in, this study suggests that parents their children into 

feeling less lonely by using reflection-enhancing communication. 

This finding has important implications for intervention practices designed 

to prevent the development of children's loneliness. If maternal communication 

indirectly affects children's loneliness, then perhaps training methods can be used to 

teach mothers to discipline their childrenin a way that fosters internal locus of conpol 
- - -  - . . . . .  . . . .  . . . .  .... .- . . .  -. 

orientations and, thereby, decreases the likelihood of their feeling lonely. Naturally, 

because communication strategies- may be a reflection of one's social class heritage (as 
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noted earlier),, training methods such as these would need to be sensitive to class 

differences among targets. so that anychanges which result from intmenaon would not 

hinder individuals' ability to function within their subculture. However, assuming that 

training methods would not violate an individual's cultural norms, the present study 

raises the possibility that mothers who exhibit less sophisticated regulative skill could be 

idenafied and trained to adopt . . more reflection-enhancing techniques in an effort to 

prevent their cudren from experiencing loneliness. Given that loneliness has been 

found to predict a host of negative,lon~-term consequences suchas depression, 

alcoholism, and suicide (Jones et alt, 1982; Peplau & Perlman, 1982), this finding is 

panicularly important and iliustrates a possible point of intervention. 

Summarv 

In sum, the results of the current study suggest that maternal communication 

has asigdicant relationship with children's locus of control as well as a significant 

indirect effect on children's loneliness via locus of control. Thus, it seems that mothers 

have at least the potential to'prevent their children from experiencing loneliness by using 

. reflection-enhancing messages to foster an internal locus of conpol orientation. In 

addition, several marginally s imcant  relationships be tween maternal ~~omrnunication 

and children's social cognition, empathy, and self-efficacy for the inhibition of 

aggression were observed. Because these relationships did, not reach ail acceptable level 

of statistical significance, they must be interpreted with some caution; however, they do 

provide some indication ,hat mothers who use reflectio,n-enhancing communication will 

have children with more differentiated and abstract social cognitive systems, who are 
- .. - . 

m&e empathic, and who feel confident in their ability to inhibit aggression. The next 



section discusses a variety of reasons why stronger and more consistent relationships 

among variables were.not found. 

The current study proposed that maternal communication would not only be 

associated with several measures of children's social cognition and motivation, but 

would also indirectly affect their loneliness. However, as noted above, the majority of 

the expectations regarding maternal coirimunication either were not supported or 

received relatively' weak- support. Thus, subsequent analyses planned in anticipation of 

sigruficant findings yielded null results as well. In the following section, both 

methodological and thearetical accounts are offered for the lack of significant findirigs. 

for Nonslgnlficant F~ndlngs . . . . 
There were a number of methodological problems associated with this 

study. While some of the .problems were inherent to the panicular measures used, 

others may 'reflect more general methodological concerns. First, in terms of the 

scenarios designed- to elicit regulative communication,~only the television situation 

produced messages that consistently shared significant relationships withother 
. . 

variables. This situation asked mothers what they would say to their child ifthey 

thought it was. bedtime, but the childstartedm cry because helshe wanted to stay up and 

watch something on television. From the wording of the situation, it is clear that the 

child is violating a parentcreated rule (bedtime) and that action~on the mothers' part is 

necessary @ order to deal with the ~olation. The other situations, however, do not 

: contain a violation of a rule that is specifically created by the mother. These situations 
- ~ . .. .- . . . . . . . . - . . .. .. . 

asked mothers to explain what they would say to theuchild if he.or she (a) had taken 

flower)s from a neighbor's garden and (b) was not sick but did not want to go to school. 



Stealing and refusing to go to school are violations of general social standards; thus; 

,they may not evoke the same kind of behavior h r n  parents that violations of rules 

partic.ular to the parentchild relationship do. As a result of its salience tothe parent- 

child relationship, parents may have more clearly defined standards for r e p r i ~ d i n g  

transgressions against their own rides than they do for reprimanding.transgressions 

against more general, societal norms. 

The personal nature of the violation depicted in the television situation 

also explain why there was a considerable amount of variation in mothers' responses. 

That is, because bedtime rules and television viewing restrictions vary across parent- 

child dyads,, parents' reactions in this context will most likely exhibit a range of variation 

as well. In fact, while mothers' responses to the flower and school situations tended to 

fall into the same category, responses to the television situation w e  evenly distributed 

among the four lower levels of the hierarchy. The variation in scores indicates that the 

television situation may be a better measure of regulative cdnimunica$on than either of 

the other two situations. 

Although plausible; the situational effect described.above is inconsistent 

with previous research. Past work has found that 'multiple responses to hypothetical 

situations comprise.an internally consistent index of regulative communication; 

however, the three situations designed to elicit regulative comrnunicatiori in this study 

suffered from low reliability. (Cronbach's alpha = .37). This suggests that fesponses to 

the hypothetical situations did not serveas multiple measures of the same construct. As 
,k 

a result, subsequent analyses compared maternal communication assessed in 

situation with the various measures of children's social cognition and motivation. This 
. . - - . .- . - . 

method is p&blematic in that it essentially uses a single item as a predictor and assumes 

that the item is a valid assessment of the construct it is presumed to represent. 



Perhaps one reason why indices of regulative communication used in -. 

preyious work were moni internal~~co~sistent than the one cofistructed in this study has 

to do with the number of items comprising the different measures. Whereas previous 

work has used five situations to elicit regulative messages, this project only used three , 

situations. For example, in addition to the three situations used in this project, research 

by Applegate etal. (1985; 1992) also asked mothers to indicate what they would say to 

their child if he or she had stolen something from a store, or had hurt a playmate's 

feelings, Due to time constraints, the current study did not employ these situations. 

However, it is possible that more situations are needed to create an internally consistent 

measure. ' Moreover, it may be that the situations excluded from this study would have 

yielded a comparatively better measure of regulative communication than the ones 

selected. 

Another explanation has to do with the way in which responses were 

elicited. In most previous research, responses to hypothetical situations have been tape 

recorded and then transcribed; this method has yielded consistently reliable indices of 

regulative communication, with Cronbach's alpha estimates ranging from .85 to .90 

This study, however, asked mothers to write their responses to the various scenarios. It 

may be that spoken responses to hypothetical situations are a better reflection of.actual 

communication than writtenones. Thus, the reliability of the maternal communication 

index may have suffered because of the manner in which messages were elicited. 

Future research should compare written and oral responses to hypothetical situations to 

determine if both forms of message elicitation yield the same responses. 

On a more general level, it may be that any response (either written or vocal) 

to hypothetical situations does not a~iiuiat&&iiid-bihaGior~ In fkt; very little woik 

has examined the relationship between hypothetical situations and real-world behavior. 



Although ~pplegate (1980) found significant associations between day-care teachers' 

responses to hypothetical situations and observations of their everyday communication 

with children, any conclusions drawn from his study must remain tentative until more 

research can support the validity of this approach. Thus, it may be that what people say 
. . 

they will do is different from what they actually do. If this is the case, then the .. 

hypothetical situations used the current study may not have elicited the messages that 

children are actually expose$ to and affected by.. 

This argument becomes even more salient when one considers that the 

context in which disciplinary messages occur may be difficult to replicate in hypothetical 

situations. Most likely, "real-world" situations requiring disciplinary action are very 

Smssful and emotionally demanding. However, &actions to hypothetical situations are 

not confounded by emotions or "real-world" .constraints. Although not directly related, 

some work suggests that the kinds of corjnforting behaviors-individuals exhibit in real- 

world settings are affected by a number of factors. including the extent of the target's 

need for help; the perceived cost of helping, and the mood and level of fatigue of the 

sender (Feinberg, 1977; Grodman, 1979). It is'quite possible that these--and other-- 

factors may affect regulative behavior as well. This suggests that the hypothetical 

situation may be unrealistic and reflect ideal, but not actual, communication strategies. 

In other words, although the hypothetical situation may tap the ibility to produce 

relatively sophisticated messages, it may not be indicative of what mothersactually say 

in a regulative context when,other factors may hinder their desire or willhgness to 

demonstrate this skill. As a result, the data may not reflect the disciplinary messages 

that children are actually exposed to in their everyday experience. 
. - - -  . .  . . . . . . - - . . -. 

In addition to the methodological problems associated with the measures i f  

maternal communication, the measures of children's social cognition 'may have been 
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problematic as well. Previous researchhk used taped interviews with children to obtain 

their differentiation and abstractness scores; thus, it may be that children's written 

responses are not an accurate reflection of children's social cognition.: Although 

Livesley and Bromley (1973) attest to the validity of using written responses.to such 

tasks, it may be that in this sample, the .children were not able to convey their 

impressions as thoroughly on paper as they would have been able to do verbally. Thus, 
..,.:p,i- $ ,>...,..~ .. . . 
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aq orally administered version of the RCQ (Applegate et al.; 199'2; Applegate & Delia, 
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1990);it . may . . .  be that children's written responses'to this.measure do not accurately 

. . 

'+ . . . . .. . reflect either the numb& or abstractness of t h ~ i r i n t a p e ~ n a l  constructs. 
. . 
. . . 

In sum, this study Suffered from a number of methodological problems. In 

. addition to problems regarding the specific measures used to assess maternal 

communication and children's social cognition, this study may have unju.stifiably 

assumed that responses to hypothetical situations reflect real-world behavior. As a 

ies-dt, the indices of maternal communication used in the project may not represent the 

communication that mothers actually employ during their disciplinary interactions with 

children.. These problems'may be partly responsible for why anticipated relationships 

were not detected. 

Ac- .for No- . . . . 
.*Most likely, the methodologicalproblems cited above do not entirely 

account for the lack of significant findings observed in the current project, There may 
. . - -. - - . . . 

.. .. ....... . . .  -;. .also.ka number of theoretical or conceptual reasons-that might explain-~h~~rrjatemd ' 
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communication was not s imcantl  y related to most measures of chfidren's . social . . 

cognition and motivation. These explanations are outlined below; 

F$t, it may be. that other forms of maternal communication are more 

closely connected to the &al cognitive and-motivational variables examined in this 

study; in other words, the conceptual link between disciplinary strategies and some of 

thechildren's variables assessed in this study may have been unwaximted. 

Interes'tingly, in the-indirect effects study on which this projec_t was modeled, Applegate 

et al. (1985; 1992) found positive associations between maternal comforting skill and 

children's.cognitive differentiation and abstiactness scores. Although the authors also 

observed a significant relationship between maternal refiative communication and 

children's social cogniaon, their study suggests that comforting may have an equally as 

strong (if not stronger) influence on. children's social cognitive development. 

Similarly, several studies have found sigdicait relatioriships between other 

forms of parental communication and childkn's empathy. For example, Fay (1970) and 

Huckaby (1971) found that maternal affection, tolerance, and permissiveness was 

positively associated with children's level of empaihy. Other studies indicate that 

parents who respond in an affectively positive manner (e.g., giving praise, showing 

affection) have children with a more prosocial orientation toward their peers than. 

children whose parents respond more negatively (Baupind, 1971; Bryant & 

Crockenberg, 1980); ,Positive, nurturing behaviors such as these usually lend 

themseives to situations in which the child needs to be reassured or comforted. 

Althou&. it was expected that reflection-enhancing messages would encourage the 

development of children's empathic tendencies by encouraging them to. make salient,the ~..  . . . .... .. . . ... 
. ,, 1. - - -  - - - ,  --. .,. ... ....... . : . - .. . ..- .- .. . - .  .. - - - .  - .  . , - . .  

affective states of others, it may be that comfcntin~communication is more directly 

related to empathy than regulative communication is. In comforting situations, parents 



explicitly address their children's feelings. Attention to their affective states, then, may 

teach children the value of feeling emotionally healthy and lead them to be more sensitive 

to others who are experiencing emotional distress. Regulative contexts, on the other 

hand, explicitly address the child's violation of a rule or norm; while parents may . 
illustrate how important their rules are by encouraging children to consider the impact of 

behavior for others' feelings, this consideration may not be central to disciplinary 

contexts. 

,, This explanation suggests that regulative situations may not elicit the kind of 

communication that is most relevant either to the child's developing sense of empathy or 

to his or her beliefs about the ability to behave prosocially. Although previous work has 

only examined children's self-efficacy in relation to parents' disciplinary styles (e.g., 

how coercive and intrusive they are),, it could be that other foxms of communication are 

important in shaping children's beliefs about their ability to behave aggressively as well. 

In sum, when compared to-other types of communication (e.g., comforting), it is 

possible that regulative skill played a relatively insignificant role in the development of 

children's social cognition, empathy, and self-efficacy. Thus, future research should 

examine how a variety of parental communication skills shape the kinds of attitudes and 

beliefs children develop. 
1 

Alternatively, it may be that nonverbal communication is more directly 

related to the development of certain social cognitive and motivational traits than is 

verbal communication. In other words, it may be that what parents &-is more important : 

in shaping children's attitudes and behaviors than what they w. In fact, research 

suggests that observing a modd yield to temptation and behave in a deviant,m_ar!mr, .. .. 
. _.. - -- . - - .  - .  - . . . . . . . . 

. .  

, tends to legitimize the behavior and undermine h y  preexisting commitments to , 

conforming behavior (Hoffman, 1970). I 



A number of observational studies support this claim and have found 

significant relationships between parents'nonverbal behaviors .and children's traits. For 

example, Pettit et al. (1991) found that coercive and intrusive parents had children with 

higher scores for self-efficacy for aggression and lower scores for self-efficacy for 

prosocial behavior. In this study, coders watched parentchild interactions and 

categorized parents according to a host of vnbal and nonverbal signals. Specifically, 

parents were rated for the extent to which they (a) p&rticipated in coercive and intrusive 

interactions with their children, and (b) engaged in "reflective listening," or showed 

sympathetic coqcem when the child was obviously frustrated. Results indicated not 

only that parental "coercion".and "sympathy" were reflected in both verbal and 

nonverbal behavior, but also that both verbal and nonverbal behaviai predicted 

children's self-efficacy scores. Observational studies of the development of children's 

empathy have also found that parents' nonverbal displays of emotion are correlated with 

empathy in young children (2.-Waxler  et al., 1979). Taken together, these studies 

indicate that nonverbal communication is an important correlate of children's social 

development. Future research should continue to examine parents' verbal and nonverbal 

behaviors in order to assess their relative impact on the development of children's traits. 

Another possible explanation for the lack of expected relationships is that 

children participate in two distinct socialization processes--one occwTing in the family 

and one occurring in the peer group. Youniss'(l980) suggests that "...relations with 

adults and peers serve equally hportant but distinct-functions in .children's social 

development" (p. 67). It is possible that many attitudes and beliefs children develop are 
.. - 

the ..., result . of interacting-&th.peers rather than parents. In-:fact,-Piaget (-1965) argued-that ' . - -  ' 

- 

peer interacti'ons may play a more important role than parentchild interaractions in 

. fostering a variety of children's traits such as role-taking ability and their conceptions of 



. . morality. ~ e i c e ,  it may be that the variables assessed in this study are ,. more susceptible 

to peer socialization influences than to matema) efforts. 
. -. 

In fact, the-ple in the c m n t  project was- composed of children in 

middle childhood--a developmental period in which the peer group is a particularly 

influential.  amo oh (1983) argues that at this age, children  be^ to see their peers as 

friends rather than merely playmates. As friendships develop, children start to identify 

more with their peer group and less with their pants .  The peer group establishes its 

own norms for behavior and becomes a significant source of influence for children. 

Damon suggests that, .as a result, adult-child interactions differ significantly from peer- 

peer inteiactioni . - .  because the social klaticjns existing between children serve different 

purposes and reflect different expectations than those between children and adults. 

Whereas children's .friendships emerge . . out of s h d  needs fur companionship and ,, 

amusement, parentchild relationsare ~mctured around the child's need for protection 

and instruction. -From this perspective, then, it could be that peers socialize children to 

think and behave in very different ways than parents do. ! 

Similarly, Kagan (197 1) claims that parents have their strongest influence 

on children younger than six, and that "interactions with peers and siblings 

become critical factors in molding [their] personality" @. 140). He explains that during 

middle childhood, children begin to evaluate themselves in comparison to their peers, 

labeling themselves as "incompetent" or "unworthy" if their talents are not 

commensuriite with others. During this period, then, peer acceptance becomes la 

parti&ly salient issue for the child, thereby prompting him.ur her to conform to peer 

standards in order to gain acceptance. According to Kagan, children specifically seek 
. . . . . . . . - . . . - . . . . - . .. - . - - - . . - . . . - , . . - . _ _  _ _ _ . _ _ . __. . ._ . - _ _ . - .. -- 

.out acceptance from their peers rather than t h e ~  pants ,  believing that peers will provide 

relatively more honest evaluations. Thus, the F r  goup is important d ~ g  



middle childhood, leading children to imitate the behavior of more popular children in 

order to gain more power for themselves. As Kagan suggests "the peer group exerts 

major control over the child becauseit represents impo&t resources that the 

preadolescent requires" (p. 142). 

Obviously, the distinction between the socializing influence of parents 

versus peers has important implications for the current study. Darnon and Kagan both 

contend that children learn adiffeent set of imtudes and skills from peers-than they do 

from parents, and that by middle childhood, the influence of peers may be stronger than 

that .of parents. Hence, the lessons taught by the peer group regarding the-social world 

may not o.dy be particularly salient to the group of youngsters sampled in this study, but 

may also be quaiitahvely different than the rules their mothers endorse. Because of the 

influencebf peer socialization, relationships between maternal communication and 

chifdren's social cognition and. motivation may not have been particularly strong for this 

group of children. 

Finally, a more radical explanation for the current results comes from one 

facet of the small group literature which suggests that communication simply may not be 

an important predictor of behavior. I .  a seminal axhcle, Hewes (1986) criticized small 

group research for seeking to identify how communication influences group decision- 

making without first detexmining if communication has an impact at all. Of particular 

relevance to the current study is his claim that "input" variables (e.g., abilities of 

interactants, personalities) are more important-predictors of outcomes than is 

communication. According to Hewes, there exists a substantial body of research 

suggesting that communication has little impact on group decision-making, and that the 
. . . - . . . - . . -. - - . . .  . .. ..- . . . . - - -..-. . .. 

preexisting traits and abilities of p@cipants are more important predictors of the' 

decisions groups make than the communication strategies .they use to accomplish this 



ave found that input variables 

such as individual abilities in completing a task predicted perfman& as accurately as 
-.- 

skills among group members 

useful in predicting outcoma as was the interaction &ong p u p s  wmber's. Thus, it 

- ~ould be that the process of interaction is less iniportant in determining certain 

study, the,sex and grade level of children were found to be important noninteractive 

variables had to be partialled out in statistical tests to examine whether maternal 

between children's 1-onelinessand their cognitive differentiation, self-efficacy for 

inhibiting aggression, and self-efficacy for prosocial behavior rendered their statistically. 

variables such as sex and grade level were found to'be more important influences on 

children's social cognition, motivation, and loneliness than was the "iriteracti"eW variable 

of maternal communication. 

If we extend.Hewes9 clairiis, it might be argued that children's social 
. . - . .  - .  . .  . - .  _ . 

- - I  .-- -. - _ __ *_.,_ _ . ... . 
cognition and motivation malso input or n6nhteractive variables which result h n i  . . 



parents influence the development of children's social cognitive and motivational traits 

via communication, it could be that the& tendencies are biologically determined (like sex 

ahd age); hence, they may not be as susceptible to the influence of maternal 

communication as was hypothesized. 

In fact, researchers have long been debating the relative influence of 

biological traits in comparison to socialization practices on the development of 

children's traits (Darnon, 1983). Although researchers seem to agree that development 

does not hinge upon either nature (inbom biological capacities) or nurture (the social 

environment ), the central issue has become one of determining the relative contributions 

of each. Some researchers adhere to a "biological-maturation" perspective (Cole & 

Cole, 1989) and claim that the influence of socialization on children's development is 

presumed to be secondary to pre-wired behavioral tendencies. According to this 

perspective, we develop "endogenously, " or from the inside, due to our biological 

endowment. Developmental changes, then, are presumed to result h m  &turation 

when biologically determined patterns of changeoccur. Interestingly, a good dealof 

research supports this claim. -For example, studies have shown that, temperament and 

intelligence are both largely inherited (Plomin & DeFries, 1985). Other works suggests 

that a number of basic intellectual abilities are present in embryonic form, and that the 

development of these competencies depends not on interaction but on genetics 

(Baillargeon, 1987). While socialization practices may exaggerate or temper these 

natural tendencies, their impact is believed to be relatively we& (Cole & Cole, 1989); 

Thus, it may be that children's genetic endowment determines how and when they 

develop certain personality traits,such as those targeted for study in the Current project. 
. - .-.- . . . - .. - .  . . 

If this is the case, then pre-determined biological factors may be more important than. 

maternal communication in shaping the development of children's social cognition and 
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Contrary to previous research, children's cognitive differentiation was not 

related ,to their cognitive abstractness., As noted earlier, this finding (or. lack t h m f )  

may be due to the study's methodological divergence from previous work. Other 

studies have found significant relationships between cognitive differentiation and 

abstractness using orally administered versions of theRCQ with samples of first and 

third'graders (Applegate et al., 1985; 1992) and fust through tw~lfth graders (Burleson, 

1984b). Thus, perhaps.the written version of the task was. not an appropriate measure 

of social cognition because it discouraged children from generating an exhaustive list of 

their interpersonal constructs. 

. Altemative1y;it may be that more abstract systems of interpersonal 

constructs do not necessarily coincide with a water number of interpersonal constructs 

for children of this age group. Given that physical characteristics and behaviors were 

included in children's cognitive differentiation scores, it is possible that some children 

had very large repertoires of concrete interpersonal constructs. Although adults typically 

have more abstract construct systems, children's conceptions of others may largely be 

dominated by concrete considerations. Children from this sample tended to have 

relatively concrete constructs and evaluated peers according to their social roles and 

demographic characteristics. Prior &search (Baenboim, 1981) suggests that children 

have very few abstract constructs prior to late childhood or early adolescence. Because 

this sample was comprised of youngsters in middle childhood, abstractness may not 

have been a very good indicator of social cognitive ability. In other words, the ability to 

generate and report constructs may say very little about the children's capacity to think 

abstract.$. This may be one reason why significant rrlationships between abstractness 
.. . . .  ._ . . .. . 

and differentiation (as well as other traits) we= not located. 
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Interestingly, all of the motivadon variables were related to one another. 

Given that locus'of controi, empathy, and.self-efficacy were all presumed to refltkt 

- various dimensions of motivation, it makes sense that they were inter-related. The 

statistical confirmation of this .assumption suggests that these measures are, in fact, valid 

indicatm'of motivation. Thus, the-child who had an internal locus of control was also 

more empathic, felt more confident in his or her ability to inhibit aggression and behave 

prosociall&, and felt less confident in his or her ability to-enact aggression. Overall, 

then, it s&s that children can be characterizedby'a general prosocial orientation that 

incorporates a number of different motivational tendencies. Future resiarch should look 

at.whether this constellation of motivation variables @creases the ability to predict. 

subsequent behavior that lead to outcomes such as peer acceptande, rejection, and 

loneliness. 

Regarding the interactionlxtween social cognition and motivation, children 

who were cognitively differentiated were also found to be more empathic than their less 

differentiated counterparts. Given that, children with differentiated construct systems are 

able to consider others along many dimensions (including others' feelings), it makes 

sense that high differentiation scores were associated with greater empathy. That is, if 

others' feelings and psychological traits are salient to children in their descriptions of 

others, they will most likely be more aware of another's distress and, therefore, 

experience greater empathy toward them. It is surprising that cognitive absmcmess was 

not related to empathy given that abstract constructs reflect an awareness of 

psychological traits and emotional dispositions. However, as noted earlier, perhaps 

children of this age group simply do-not have very abstract interpersonal construct 
. .. .. . .. - - . -  . . . 

systems. 

- .  . 
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It is important to note that the child's sex and age had important influences 

on many of.their social cognitive and motivational tendencies. When compared to boys, 

girls were moE cognitively differentiated, more empathic, and felt more confident in 

their ability to inhibit aggression and behave prosocially; on the other hand, boys felt 

more confident in their ability to behave aggressively than girls did. These findings are 

consistent with previous research. A good deal of research suggests that 'females are 

generally more empathic than males during ch i ldhd  and throughout adolescence . . 
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aggression than females. From this perspective, it may be that the influence of 

socialization is minimal when. compared to what our genetic make-up dictates. 

~l temati~el~. , i t  could be that girls are subject to different socialhtion 

practices..than boys. That is,-perhaps girls receive different messages than boys-- 

namely, ones which encourage them to be concemed with others' feelings. Although 

the current data did not indicate any main effects of gender of mateinal:communication, 

previous work has found that parents communicate differently with their daughters than 

they do with their sons. Parents not only -communicate more with their daughters, but 

also encourage them to express their feelings and emotions more than sons (Tannen, 

1990). It is also possible that the peer group is influential in shaping children's traits. 

Hence,, the girls in this sample may receive different messages from their peer group 

than boys regarding the salience of others' perspectives and' feelings. In sum, because 

girls may, be held to different standards than boys, it is possible that they are subject to 

unique socialization practices'occurring in both the family and the peer group. 

Although it was expected that fourth- through seventh-grade children would 

comprise a developmentally. consistent cohort, this study suggests that important age- 

related changes in: social cognition and motivation occur during this time. First, older 

children were mqre.cognitively differentiated than younger children. This finding is 

consistent with previous research which has shown that children's interpersonal 

constructs systems become more differentiated over time (Barenboim, 1977; Livesley & 

Bromley, 1973; Scarlett, Press, & Crockett, 1971). Thus, it seems that children's 

social cognitive systems may be become more complex as a function of their maturation. 

Second, this data suggests that older children felt more confident in both the-ir ability to 
.,. , -. . . .. . _, _ _ _  _ - 

.. . . 

behave aggressively& prosocially. Although this finding seems contradictory, it 

suggests that as children mature, - they generally become more confident in their potential 
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to enact certain behaviors. That is, regardless of the nature of the action, childnn may 
I 

simply become increasingly more confident h their ability to behave as they gain more 
I 
i 

and more experience as members of the social world. 

These age-related findings suggest that important changes may not only 

occur at each stage of children's development, but also may occur within stages. Most 

research exatnines developmental changes .in children by c o m p d g  vastly different 

cohorts. Thus, studies compare differences between children in early childhood and late , 

childhood, or between children in middle childhood and adolescence. However, the 

current study suggests that changes occur within these stages as well. That is, seventh- 

graders in this study had different traits than children who were just one year younger 

than them. Future research should continue to investigate children's development as it 

occurs within major stagesso that a complete model of changestin children's social 

cognition and motivation can be advanced. 

To summarize, most of the children's social cognitive and motivational 

tendencies were associated with one another. Although children's social cognitive 

abilities were not interarrelated, their motivational tendencies were. In addition, 

children's cognitive differentiation.was related to their level of empathy. Taken 

together, these results suggest that positive, pro-social orientations tend to be associated 

with specific cluster of traits in children. Additional research is needed, however, to 

uncover more about the nature of these relationships and their implications for the 

outcomes children 'experience. The following section outlines their implications for one 

. outcome--loneliness. Findings regarding the observed relationships among children's 
- .  . . 

social cognition, motivation, and loneliness are-discussed next. 
. .. 



Relationships among children's- social cognition, motivation, and'loneliness 

were examined for a number of reasons. First, relatively little is known -about children's 

loneliness and its antecedent conditions. Given that previous approximately 8 to 10% of 

children under the age of 11 are lonely (Peplau & Perlman, 1982), there is a need to 

learn more about this condition, especially as it occurs in children. Second, most 
< 

previous work has considered how children's social cognitive and motivational 

tendencies influence objective measures of social standing such as sociometric ratings 

and teacher ratings of social competence. The current study incorporated a measure of 

chilbn's loneliness to examine whether these variables predict a subjectively- 

experienced outcome'as well; 

Overall, results indicated that children's loneliness was associated with their 

locus of control, empathy, and self-efficacy for the inhibition of aggression. 

Specifically, when compared to their lonely counterperPam, children who were not lonely 

had internal'locus of control orientatioqs,.felt more confidence in their ability to inhibit 

aggression, and had higher levels of empathy. Thus,. loneliness seems to be more 

strongly related to children's motivations than to their social cognitive abilities. . 

Moreover, there appears to be a constellation of motivational variables that predicts 

loneliness. 

Locus of control and loneliness exhibited the strongest association of any of 

the children's variables examined in the study. Perhaps individuals who believe they 
.-... ... have conml' "&-. infl~endiii-g'evennG.and other people feel greater knfidence in their 

ability to make friends. This confidence may motivate them to seek-but fiiends, thereby 
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rendering them less lonely. Consistent with this line of research, research has shown 

that internals typically are more interested in having friends (Hjelle, 1975), have better 

social skills (Deysach et al., 1975), are considered more attractive by peers (Cash & 

Begley, 1976; Nowicki & Blumberg, 1975), and earn higher sociomemc ratings 

(Nowicki, 1975) than individuals with external orientations. Thus, locus of control 

appears to be linked with both objective measures of social status and subjective 

measures of social satisfaction among children. 

The finding that internality was related to loneliness is consistent with 

previous research conducted' with adolescents (Moore & Schdtz, 1983), college 

students (Jones et al., 1981; Solano, 1989) and the elderly (Schultz & Moore, 1986). 

Hence, the current study extends previous work with older populations by suggesting 

that locus of control orientations are also associated with children's loneliness. This 

finding is important because it indicates that some of the same variables that predict adult. 

loneliness also predict children's loneliness. This suggests that locus of control and 

loneliness maintain a strong and consistent relationship with one another that may begin 

in childhood and continue throughout adolescence and adulthood. Given the host of 

negative, long-term consequences associated with loneliness, it.i's impartant that we 

trace its etiology so that a destructive chain of events does not occur. Thus, identifying 

the age at which loneliness first occurs and isolating the variables that are consistently 

related to its development can aid reseaichek in developing more useful intervention 

programs. . . 

Children's lonehess was also found to be predicted by empathy and self- 
,_ . . .-., ---,- _ _ _ _  . . .  .., - -- - - -  - 

.. - - 

eficacy for-the inhibition-of-aggression. Youngsterswho were-more empathic and who 

felt confident in their ability to inhibit aggression felt less lonely than children who had 

lower levels of empathy and were less confident in their ability to inhibit aggression. 



Although previous research has not examined these inter-relationships before, it makes 

sense that empathy dnd self-efficacy scoies were related to loneliness. For example, it 

may be that in .the process of empathizing with others, children feel more connected to 

their peers because they share similar emotions; . . experiencing this connection may, in 

m, foster a sense of satisfaction with social relationships. ~lternativel~,  children who. 

are more empathic may actually show more concern and sensitivity toward others and, 

therefore, be more popular. In fact, research.suggests that empathic children earn higher 

sociomemc ratings from peers than non-empathic children (Aronfreed, 1970; Bryant, 

1982). 

The same set of arguments can be made for self-efficacy as well. That is, 

children who believe they can inhibit aggression may be more competent social actors 

than children who do not believe they can control their aggression. In fact, Perry et al. 

(1986) found that children who were confident in their ability to inhibit aggressive acts 

behaved more competently and.earned higher sociometric ratings than .children who 

were not as confident r e g e n g  this ability. A growing body of evidence thus suggests 

that children who are empathic and who feel confident in their ability to inhibit 

aggression may be judged more favorably by their peers and thus experience less 

loneliness. 

While it was expected that social cognition would also be significantly 

associated with loneliness, this relationship did not emerge. Neither cognitive 

differentiation .nor abstractness was found to predict loneliness. Some researchers argue 

that social cognition imparts the gbility to behave favorably (Marsh et al., 1.981; Staub, 

1974). However, the currknt study suggests that ability (in this case, cognitive 
. . - . . . . . . . . . . . . . .  -.... . . . . . . . .  . . . . . . . .  - . . . . - . . . . - . . - . . . . . .  - - - - - - - . .- 

differentiation and abstractness) is not a crucial predictor of.outcomes such as loneliness 

and that motivational traits (empathy and self-efficacy for the inhibition of aggression) 



. are mon relevant. Perhaps, then, children's &jl& to consider others in a sophisticated 

continue to explore the relative influence of "ability" and "motivation" in predicting 

outcomes so that a complete and consistent model can be advanced. 

In sum, then, the present study found that motivational indices tapping 

children's perceptions of themelves (locus of control) and feelings toward others 

experience of the social world. 

As noted earlier, this study suffered from a number of methodological 

problems that may have hindered the ability to detect significant results. In -addition to 

First, .the size of the sample was relatively small and therefare reduced the power to 

detect significant results. For the most part, the length.of time required to undertake this 

surveys on a number of different days during the school week. Given that the 

gnater chance of being absent when surveys wen given. Infact.a number of children - -- . .. - 
_ _ - _  _ _  - . 



size of 155 mother-child dyads to 124. If possible, future research should avoid 

procedures which require children to complete surveys over several days. 

Second, the self-report nature of the children's measures may have provided 

somewhat biased data. Using questionnaires to assess attitudes and beliefs is always 

problematic in that researchers must assume respondents ate reporting their true feelings 

and not. answering in a socially desirable manner.. It is possible that children completing 

these surveys respond4 in a way. they thought w.ould be acceptable rather than as they 

truly felt -This possibility is particularly relevant to the loneliness measure in which 

children must evaluae, their social status and skills. Due to the. sensitive nature of these 

questions, it is possible that children reported feeling less lonely than they actually are. 

Furthermore, although children were asked to answer honestly and were assured that 

they would not be graded on their answers, it is possible that they regarded the 

questionnaire as a test. If this is the case, then children may have distorted their answers 

in order to respond in a way they believed was "correct" 

The self-report nature of mothers' responses may have been problematic for 

similar na&ns. It is possible that mothers responded to the situations in a way they 

thought was appropriate, regardless of what they actually do in real-world regulative 

contexts. If possible, future research should supplement self-reported disciplinary 

strategiei with observations of real-world behavior. Although. it-is likely that parents 

will try to behave in a socially desirable way when they are observed, perhaps this 

approach may be a more representative of actual behavior than written responses to 

hypothetical situations. 

Third, this study did not include any measure-of fathers' communicatio,n. 
.. . . . -. . - - . -. - . . - ... . .. . , _ . _,_ ._.. . 

However, fathers are often the primary disciplinarians in families (~ole '& Cole, 1989); 

thus, their communication may have more impact on the development ofchildren's 
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social cognition and motivation than mothers' communication. Previous research has 

shown that fathers may play a more important role in their sons' socio-moral 
/ 

development than mothers do (Feshbach, 1978). F q  example, Feshbach (1975) found 

that critical and restrictive fathers had sons who were mofe likely to cheat, were more 

aggressive, and less generous and daughters.who were more likely to cheat and have 

difficulty resisting temptation than children whose fathers were nurturing'and accepting. 

Although maternal styles were also found to influence girls' socio-moral development, 

they did not affect boys' -traits. Thus, it could be that fathers' regulative communication 

ismore strongly related to the variables measured in this study than mothers' 

communication. As Feshbach suggests, future research should explore thk socialization 

practices of both mothers and fathers to gain a cqmplete understanding of children's 

development . 

Findly., this study is limited in that it examined only one piece of a larger 

I model. The complete model upon which the project was based suggests that maternal 

comunicationinfluences children's social cognition and motivation which. in turn, 

affects communicative development and subsequent outcomes. Because the current 

study did not obtain measures of children's communication skills and objective ~k?pOrtS 

of their social satisfaction, it remains an incomplete depiction of events. Future research 

should obtain data pertaining to all of the links in this model to empirically replicate and 

examine the complete theoretical structure. 

Conc- 

This study suggests that the way in which: mothers communicate with their 
. . -  . . . . .- 

children '&j;have imponant c&&quences for~hildren's social cognitive and 

motivational development. In particular, :mothers who regulatetheir children's behavior 

'% 
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by using reflection-enhancing communication are more likely to have children with an , 

internal locus of control orientation. Furthermore, children with internal locus of control 

orientations are less likely to experience loneliness. Thus, mothers also may have the 

potential to influence how socially satisfied their children feel. 

O v M ,  the results of this study were weak; therefore, interpretations and 

generalizations of the reported findings should be made with caution. With these 
,$,:.:L 

?>... &;:;. r' qualifications in mind, however, this study has important implications.for the literature 
$5: B;, 3 ~ 3  in, 

4%: on parenting and socialization. First, it does seem that parents playa significant fole in 
4E ., 
@;;, their children's social development. Not only doparents influence how their children 
b::E. ? ~ . .  

#$:., 
ff!k; 

,-.a: :. 
think about the social world, but they also influence which motivations .will be most 

I$. - q:: is;!. salient to them. Furthermore, given that children's motivation may be an important 
L,:,G p., a:... 

2 - 
.i.. ";;: predictor of how lonely they feel, it is possible that mothers play an indirect, but 

b?.i. 
@;j$<.. 

I?:,. 4 c  . 
important role in their children's level of-perceived social satisfaction. Thus, mothers 

P?,..; . 
OK:,, i!:r.;. 
s,&" 

..,,t, 1 <.,.". t' may be responsible for equipping their children with the proper tools for establishing a 
fk:: 
8..i : . 
j?- 3.: 
/ d 

.,:;it:' 

satisfying social life. 
y-", g;:<.; 
!+YV, 

(i:,::. This study also highlights the influence of certain message features 
' .,,. ;.. v..  .I>; 
'{F 
b;, %,.:- 

contained in mothers' communication on children's developing conception of the social 
".., $R,,:. 
$:%,: 
&..,: .I:iii 

world While reflectionenhancing comniunication transmits overt messages pertaining 
w<:: , $2' 
;A ..; 

to the regulation of children's behavior, it also.provides children-with a certain scheme 
vZ,. 
I?.( 

b::.'. t>;.:. *.e. 
i:+ :*,c?.:. 

or logic for viewing and understanding the social world.. Examining message features, 
8 " .  ,,'(- 
C.(.. 'Vi , . 
z.:~..' 
i.., i,., 

then, may be a viable approach to understanding stylistic differences in parenting and 
$2 ~., .  
;." :?>. $7,: 
$?.. ,;. : 

may explain why children whose parents communicate in qualitatively different ways 
qv,; 
g;; 
( K t ? .  ..: ). *-,: . gi.. exhibit very different traits. 
,>.,.; . . .. - -  ...~... . - ,_ . . - 
i'y, . - 
*a:,. & g?: Although most conceptions of socialization center around mothers preparing 
9: 

$ 
ti:. 

their children to behave in the social world, this study suggests that mothers also train 



their children how to fiink about the social world. In particular, it seems that children 

who &e socialized within a person-centered orientation experience &xe'positive 

outcomes than children who are socialized within a position-centered approach. Thus, it 

maybe that children determine their own outcomes by -selecting certain behaviors, but, 

certainly mothers are responsible for conditioning children and motivating them to 

choose those behaviors that will yield greater rewards. 

Disciplinary interactions are important building blocks for children in 
. . . - 

establishing their own concepti6ns and expectations of relationships beyond this 

context. If communication'has important consequences . . for children's outcomes, then 

parents have the power to amend what may be dysfunctional strategies and make more 

positive contributions to their children's developing, orientations toward. the social 

world. Bytalking with their children, parents not only send messages in order to 

achieve identifiable goals, but also prepare their children to live in the social world 

Although communication functions to accomplish immediate tasks such as regulating 

behavior, the lessons learned from these messages.have long-term effects. Thus, the 

cumulative influerice of p,arental discipline imparts lessons to children that will last them 

a lifetime. 
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Appendix A 

INFORMED CONSENT FOR MOTHERS AND CHILDREN 

Dear Parent, 

As a parent, you have your own unique way of talking to your child. 
Research suggests that the way that parents communicate with their children has 
important consequences for their social development. As a graduate fellow at the 
University of Delaware's Communication Department, I am hoping to investigate this 
relationship for my Master's thesis. 

In order to complete my thesis, I am asking for both your and your child's 
cooperation in completing a number of different surveys. The form that you complete 
will ask you to describe what you would say to your child in order to discipline him or 
her in three hypothetical situations. It should take you about fifteen to twenty minutes to 
complete. In addition, your child will complete five different surveys during school 
over a one-week period. Your child will be asked the degree to which he or she agrees 
or disagrees with a variety of statements designed to measure (a) the degree to which he 
or she feels responsible for controlling certain events, (b) the degree to which he or she 
experiences the emotional states of others, (c) his or her perceptions of his or her ability 
to perform certain behaviors, (d) the degree to which he or she feels lonely, and (e) his 
or her feelings about relationships. Each survey should take the children about fifteen to 
twenty minutes to complete. 

Because previous research has mostly examined responses from mothers, I 
am interested primarily in responses from female care-taken (e.g., mothers, step- 
mothers, grandmothers) if applicable. However, if you are male and function as the 
your child's primary care-taker (e.g., father, step-father, grandfather), then your 
responses are also welcomed. 

Please be aware that the surveys you and your child will complete have been 
used in past research, and that there are no apparent risks to either you or your child if 
you choose to participate in this study. In addition, you may be assured that both your 
and your child's responses will remain confidential. 

Once this information is gathered, I will then be able to assess the 
relationship between parents' communication style and their children's attitudes and 
beliefs about the social world. This information may be very useful to parents hoping to 
improve their communication with their children by illustrating the effectiveness of 
certain styles over others. It is my hope that parents will take what is learned from this 
project and apply it to their own jntg-ac_tions -yi@ _theu children so that more-satisfying - - -- - -- - - - - 

- 
- parent--child re1ationsEps-c-& be developed. 

You and your child's participation in this project would be of great value. 
We believe this is a very important study for both parents and children, and your 
contribution would allow us to fulfill our goals in learning more about the influence of 
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mothers' communication on their children. If you would like, 1 would be happy to 
share the results of this study with you. If you have any questions about the nature of 
this project, please feel free to contact either me (302) 456-3693 or my advisor, Dr. 
Wendy Samter (302) 831-8041. Please be aware that participation in this project is 
voluntary, and that you may refuse or discontinue participation at any time without any 
penalty to either you or your child. If YOU do not wish to have you and your child 
participate in this project, please sign below in the space provided, and then return this 
letter to your child's teacher within one week. An extra consent form is provided for 
your records. If you would like to participate, please fill out the attached questionnaire 
and then return it to your child's teacher within one week. Thank you very much for 
your time and consideration! 

Sincerely yours, 

Amy Nathanson 
Master's candidate 
Department of Communication 
University of Delaware 

I do NOT give my consent for both.my and my child's-pamcipatiOn in this 
project. 
Signature ......................................................................... 
Date ........................... ;... ............... 
Name (Print).. ............................... .'. .................................. 
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Informed Consent for Children ' 

I am interested in learning more about you and how you think. Each day this week, I 
will read you some questions about how you feel. There are no right or wrong answers 
to the questions--I just want you to know how you feel about different things. Each 
survey should take about fifteen or twenty minutes for you to fill out. If you have any 
questions about how to fill out the forms, you can ask me. If you don't feel like 
finishing the surveys, you can stop answering the questions. At the end of the week, I 
would like to spend some h e  talking to you. If you would like to answer my 
questions and if it's okay for me to talk to you, please write your name on the line 
belpw. I want you to have a copy of this too, so please write your name on the form on 
the next page too. If you don't want to participate, that's okay too. 

Thanks a lot for your help! . 

I'd like-to fill out the surveys and talk to the researcher: 

Name.. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. . . . 
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ROLE CATEGORY QUESTIONNAIRE FOR CHILDREN 

I'd like to know how you think about other people. First I'd like you to think 
about someone your age who you really like and who you think is a good friend. Make 
sure that you are thinking about somebaiy you know, and not somebaiy you have seen 
on TV or read about. I want you to think about this person for a couple of minutes and 
then I'm going to ask you to write about this person on the lines at the bottom of this 
page. I want you to tell me what they are like, how they act, and how they treat you and 
other people. Really try and think hard about this person and then tell me about them. 

I want you to describe the person as carefully as you can. I don't want you to 
tell me how tall they are, or whether they are fat or thin, whether they have brown eyes 
or blue eyes, dark hair or fair hair. I don't want you to tell me what sort of clothes they 
wear. Instead, I want you to describe what sort of person they are. I want you to tell 
me what you think about them and what they are like. 



Now lid like you to think about someone your age who you don't like as much. 
.Make sure that you are thinking about somebody you know, and not somebody you 
have seen on TV or read about I want you to think about this person for a couple of 
minutes and then I'm going to ask yoil to write about this person on the lines at the 
bottom of this page. I want you to tell me' what -they are like, how they act, and how 
they treat you and other people: Really try and think hard about this person and then tell 
me about them. 

I want you to describe the personas carefully as you can. I don't'want you to 
tell me how tall they are, or whether they are fat qr thin, whether they have brown eyes 
.or blue eyes, dark hair or fair hair. I don't want you to tell me what sort of clothes they. 
wear. Instead, I want you to describe what sort of person they are. I want you to-tell 
me what you think about them and what they are like. 
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LEVEL 2: (A) SOCIAL ROLE,DEMOGWHIC, AND BEHAVIORAL 

CONSTRUCTS. 

such constructs refer to specific, concrete aspects of the other's social 

status,.demographic characteristics, and actions: 

"He's very popular" (social status) 

"She's my 'best friend"' (social status) 

"People .like him" (social status) 

"He's in the fourth grade" (demographics) 

"She goes to this school" (demographics) 

"He calls me name:st' (specific action) 

"He laughs at anything" (specific action) 

"He talks about me behind my back (specific action) 

(B) SPECIFIC INTERESTS AND ABILITIES, 

Such constructs refer to specific, concrete aspects of the other's interests, 

preferences, and abilities: 

"He likes to play sports" (specific interest) 

"She's good at math" (Specific ability) 

LEVEL 3: (A) GLOBAL EVALUATION. 

Such constructs express a general affective evaluation of the other, or a 

statement of the other's general abilities or interests: 

"She's a real bitch" (affective evaluation) 

"He's .a good .personw (affective evaluation) 

"He's rude, and a show-off' (affective evaluation) 
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"She's really' nice" (affective evaluation) 

"She's really intelligentw- (statement of general ability) 

"He mes, but he always blows it" (statement of general ability) 

"He mes to be funny" (reflects a general interest in being funny, NOT a 

specific behavior) 

(B) GENERAL INTEREST, Al'TITUDE, AND ABILITY CONSTRUCTS 

(SPECIFIC TO ONE RELATIONSHIP AND SITUATION). 

Such constructs refer to general abilities or psychological characteristics of 

the other relevant in a specific.context or relations hi^: 

"He's nice to me". (a characteristic that is specific to a certain relationship) 

"He treats me like he treats everyone" (a characteristic that is specific to a 

certain relationship, not a specific behavior) 

"She makes me feel better" (a,general ability,that is specific-to a certain 

relationship) 

LEVEL 4: ABSTRACT, PSYCHOLOGICALLY CENTERED 

CONSTRUCTS. 

Such constructs refer to general traits, dispositions, arid motivations that 

. have implications for the other's conduct and character across a range of situations and 

relationship. 
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(A) CONSTRUCTS THAT RECOGNEE THE FLEXIBILITY OF 

BEHAVIOR: . 
These constructs recognize that one's demeanor may.change according to 

the situation: 

"He's shy with girls" (reflects an awareness that this characteristic fluctuates 

atcording to the situation) 

"Sometimes she's rude, but not usually" 

(B) CONSTRUCTS-THAT DESCRIBE GENERAL 

- CHARACTERISTICS (ACROSS ALL RELATIONSHIPS SlTUATIONS) 

These constructs classify others in terms of how they act in general, rather 

than describing how they hteract in a specific context or relationship: 

"He's kind and gentle to others" (reflects an awareness that this disposition 

endliies across all relationships, rather than being specific to one.relationship [e.g., 

"he's kind to me"]) 

"She treats others with respect" 
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THE N.OWICK1-STRICKLAND INTERNAL-EXTERNAL CONTROL 
SCALE FOR CHILDREN 

* 1. Are some kids just born lucky? yes. ' no 

*2. Do you feel that most of the time it doesn't Yes no 

pay to try hard because things never turn out right anyway?, 

yes . 

Yes 

3. Do you feel that most of the time Yes no 

parents listen to what their children have to say? 

*4. Do you believe that wishing can Yes no 

make good things happen? 

*5. Do you feel that-it's nearly impossible 

to change your parent's mind about anything? 

*6. Do you feel that when you do something 

-rig there's very little you can do to make itright? 

*7. ~ 0 . ~ 0 ~  believe that most kids are 

just born good at sports? / 
*8. Are most of the other kids your 

age stronger than you are? 

*9. Do you feel that one of the best ways 

to handle most problems is justnot to think 

about them? 



* 10. Do you feel that when a. kid your 
. . 

age decides to hit you, there's little 

you can do to stop him or her? 

* 1 1. Have you felt that when people were 

mean to you it was.usudly for no reason at all? 

* 12. Do.you believe that when bad things 

are going to happen they just are going 

to happen no matter what you try to do to stop them? 

* 13. Most of the time do you find it 

useless to try to get your own way at home? 

* 14. Do you. feel that when some.body your 

age wants to be your enemy there's 

little you can do to change matters? 

* 15. Do you usually ,feel that you have 

little to say about what you get to eat at home? 

* 16. Do you feel that when someone ddesn't 

like you there's little you can do about it? 
J 

*17. Do you usually feel that it's almost 

useless to try in school because most 

other children are just plain smarter than you are? 

18. Are you the kind of person who 

believes that planning ahead makes 

things turn out better? 

Yes 

yes 



* 19. Most of the time, do you feel that yes ' 

you have little to say about what 

your family decides to do? 

*Affiative responses to starred items indicate external responses 
. 
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IND-EX OF EMPATHY FOR CHILDREN AND ADOLESCENTS 

1, It makes me sad,to see a girl who can't yes no 

find anyone to play with. 

*2. People wlio kissand hug in public are silly. yes 

*3. Boys who cry because they are happy are silly. Yes 

4. I really like to watch people open presents, Yes 

even when I don't get a present myself. 

5. .Seeing a boy who is crying makes yes no 

me feel like crying. 

.L,l: . 6. I get upset when I see a girl being hurt. Yes no 
,., .,f:,.,'!. 
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'..I . , , : 
lP .:?. 
',,..,>I "( 

.,,..~ , , . ~ , ~ .  . .. ., . .  . else gets upset. ..,.;..: "... Yes .no 

., . ..( . '  
(1. I!: 
i!.:! :\', ' . i) 

: ::::,.. c. .. 

11. I get upsetwhen I see an animal being hurt. Yes no 
. ... 
.'i J .. 
L,~.,~,.. .,...- . 2 .:: . , . 
.,..!-. 12. It makes me sad to see a boy who . 

.'.,.,*.' .. :.?. . .-. ;$:%! ;* ..... .. - . -  
,l t".- ci:i.i.. can't find anyone to play with. YG no 
iii,.; ,">, PC.;,: 

,be* ,,...? ,:i,*r,,.. 
.kc,+. 13. Some songs make me so sad I feel like crying. Yes no 
!;(?,: , 
v,?;,. 
,*.\., 
L i >  ,: :r , .. . 
t$::s?. 
>"*,, , :.:<,. 
$:5?. 
>!I.: . >! !2,>, , 
cci'z 
. ,+l  ); 

:, ,..<.. - .  .. : 
b..<* pi::?, 
Pi:? ,>,: (!. 

189 
[@,:.!: 
LC? !; 
[<:LC.& 

@!, 



1 90 

14. I get upset when I see.a boy being hurt. _ Yes 

*15. Grown-ups sometimes cry even when Yes 

they have nothing to be sad about. . Yes 

* 16. It's silly to treat dogs and cats as Yes 

though they have feelings like people.. 

* 17. I get mad when I see a classmate pretending Yes 

to need help from the teacher a l l  the time. 

* 18. Kids who have not friends probably , 

don't want any. 

19. Seeing a girl who is. crying makes 

me feel like crying. Yes 

*20. I think it's funny that some people 

cry during a sad movie or while reading a sadbook. Yes 

*21. I am able to eat all my cookies even . yes 

when I see someone looking at me wanting one. 

*22. I don't feel upset when I see a classmate Yes 

being punished by a teacher for not obeying school rules. 

-*Items for which response order is reversed in scoring 
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SELF-EFFICACY SCALE FOR CHILDREN 

1. On the playground, another kid bumps into you. Calling the kid bad 

names is for you. 

HARD! 
- . 

hard easy EASY'! 

\:! 

2. A kid gets in yo& way when in a hurry to get all your stuff together and 

leave at the end of school. Shoving the kid out of the way is 

for you. 

HARD! hard easy EASY! 

3. A new kid comes to school and doesn't have any friends yet. Talking to .the new 

kid so that the kid doesn't feel lonely is 

for you. 

HARD! ' haid easy EASY! 
. .. . . - .- . . 
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4. In class a kid is passing out birthday-party invitations.and you are not invited. 

You really feel like yelling something mean at the kid, but you decide not to. Not 

yelling at the kid is for you. 

HARD! -- hard easy EASY! 

5 .  The class is working on large posters and you really want to use the big paint 

brush for your poster, but another kid takes the big , h s h  just as reach for it. You 

want to grab it away. but decide not to. Not grabbing the brush i s  for 

you. 

HARD! hard W Y  EASY! 

6.  You see a bicycle coming towards a little kid. It looks like it might knock the 

little kid down. Running over and helping the kid get out of the way is 

for you. 

HARD! hard easy EASY! 



7. A group of kids want to play a game that takes five players. They need you to 
<' 

play it It's a game you hate to play, but you decide to go ahead and play it with them 

anyway. Playing that game with them is 

for you. 

HARD! hard easy EASY! 

8. A kid is playing with a,game that you want to play with. You ask the kid to give 

you the game but the kid says "no." Swearing at the kid is for you. 

HARD! hard easy EASY! 

9. Some friends are over and it's time for you favorite TV program to start. 

Everybody wants to watch something different. You talk about it and-then you agree to 

let them pick the program. Telling your fiends that you will let them choose the 
< 

program is for you. 

HARD! hard easy EASY! 
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get the kid back by pushing the kid hard but you dkcide not to. Not pushing the kid 
.?:<y;c?;: 
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f i , " .  (.-.*.- back is ' for you.' 

HARD! hard easy EASY! 

1 1. Some kids get rnad'and start fighting on the playground You are caught in the 

middle of it. Fighting is for you.. 

HARD! hard easy EASY! 

12. During recess some of your friends are teasing another kid You feel like joining 

in the teasing with your fiiends, but decide not to. Not helping your friends tease the 

kid is for you. 

HARD! hard easy EASY! 

13. On your way home h m  khool'i  kid grabs your notebook and throws it in the 

dirt. You really feel like shoving the kid into a mud puddle nearby but decide not to. 

Not shoving the kid into .the mud puddle is 

for you. 

. ~ 

.. - 

. . 
HARD! hard easy EASY! 
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14. The neighborhood kids are playing a game that you don't like to play. You 

suggest a different, g e e ,  but the kids say "no." Laughirig and yelling at the kids so that 

they have trouble playing the game is 

for you. 

HARD! hard easy EASY! 

15. A retarded kid who goes to your school comes up to you on the play- 

ground and asks you how to kick the soccer ball. You'd really rather be playing soccer 

with your friends. Showing the kid how to kick the soccer ball is for 

you. 

HARD! hard easy EASY! 

16. Your class- is playing a game on the playground but one of the kids is not as 

goad as the test at the game. 1t.takes some of the fun out of it. you feel like teasing the 
x- 

kid and calling the kid names, but decide not to. Not calling the kid names is 

for you. 
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17. A kid.comes to school with a new haircut and all the class laughs at the kid. You 

feel like laughmg too but you can tell that the kid feels bad. Saying something nice to 

the kid to make the kid.feel better is 

for you. 

HARD! . had  easy EASY! 

18. At the end of recess you run to the drinking fountain to get a drink of water. 

Another kid is also running to the drinking fountain. Pushing the other kid so that you 

can get there first is for you. 

HARD! hard easy EASY! 

19. While playing,soccer, one of your t e a d t e s ' i s  not paying attention and lets the 

ball get stolen away by the other team. Shouting at your teammate and calling your 

teammate a crummy player is 

for you. 

HARD! hard easy EASY! 



20. A kid comes to school one day with a broken arm. Because of the broken arm 

this kid is having a hard time carrying stuff. Going over and helping this kid'is 

for you. 

HARD! hard easy EASY!' 

2 1. At recess you and your friends are playing baseball. You and another kid both . 

want to play the sameposition. You decide to let the other kid play the position.. Telling 

..the other kid it's O.K., to play that position is 

for you. 

HARD! hard easy EASY! 

\ 

22. Getting on the bus for a field mp a kid bumps +to you. Kicking the. kid is 

.for you. 

HARD! hard easy EASY! 

'. 
23. One of the, little neighborhood kids keeps tagging along while you are outside 

playing with your friends. You feel like hurting the kid's feelings to make the kid go 

away but decide not to. Not teasing the kid is 

for you. 

. .  . - -  . 

HARD! . - hard easy EASY! 



24. In the cafeteria a .kid knocks your milk all over and really makes a mess. You 

really want to get the kid back by knocking the kid's drink all over, but decide not to do 

, it. Not knocking over the kid's drink is 

for you. 

HARD! hard easy EASY! 

*Items #1,2,8,11,14,18,19, and 22 tap self-efficacy for aggression 

*Items #4,5,10, 12, 13, 16,23, and 24 tap self-efficacy for the inhibition ofi aggression 

*Items #3,6,7,9,15,17,20, and 21 tap self-efficacy for. prosocial behavior 

it; ' 
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Appendix G 

LONELINESS ,.. -QUESTION.NAIRE FOR CHILDREN 

1. It's easy for me to make new friends at school: 

Always 

True 

Truemost - True Hardly ever 

of the time . sometimes true 

2. I like to read. 

Always True most True 

True of the time sometimes 

*3. I have nobod; to kdk to. 

Always Tnie most True 

true of the time shetimes 

4. I'm good at working with other children. 

. . 

Always . True most True 

true ' of the time sometimes 

Hardly ever 

true 

Hardly ever 

true 

. - .  . . 

Hardly ever 

true 

Not true 

at all 

Not m e  

at all 

Not true 

at all 

Not 

at all 



5 .  I watch. TV a lot 

Always True most True 

true of the time sometimes 

*6. It's hard for me to make friends. 

Always True most True 

true of the time . sometimes 

Hardly ,ever Not true 

me ai all 

Hardly ever 

true 

Not true 

at all 

7. I like school. 

! . . 
i, : 
...< ., .~ . L 

.- . . . . . . . .  
- ., ,. , . ... Always Tiue most True Hardly ever Not true 
.<.T : 

.. .. 
.>:, 
,-i - 
, , .  . ; .  
...a : .. .,. a , . .  

true of the time sometimes true at all 
.;. 
,:: 
, . 
: .  . . .. . . . .. 

A. . . 8. I have lots of friends. 

Always True most True Hardly ever 

true 

*9. I feel alone. 

of the time somerim.= me 

Not true 

at all 

Always True most True . .. . -. . . Hardly . . ever Not me  . .. 
. . 

true of the ,time sometimes true: at all 
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10. I can find a friend when I need one. 

&a s True most True Hardly ever 

true of the time sometimes true 

1 1. 1 play sports a lot. 

Always True most True Hardly ever 

true of the time . sometimes true . 

* 12. It's hard to get other kids to like me. 

Always TW most True Hardly ever 

of the time sometimes true 

13. - I like science. 

Always 

true 

True most Tiue Hardly ever 

of the time sometimes true 

Not true 

at all 

Not true 

at all 

Not true 

at all 

Not true 

at all 



* 14. I don't have anyone to play with. 

Always T m  most Trk- Hardly ever 

hue of the time Sdmetimes true 

15. I like music. 

Always True most True Hardly ever 

true of the time sometimes true 

16. I get along with other kids. .. 

Always True most True Hardly ever 

hue of the time sometimes true 

* 17. I feel left out of things. 

Always True most True Hardly ever 

true of the time sometimes true 

Not true 

at all 
. . 

Not true 

at all 

Not true 

at all 

Not true 

at all 

* 18. There's nobody I can go to when I need help. 

Always T m  most True v y e v ~  -- . Not true 

true of the time sometimes true at all 



19. I like to paint ai~d draw. 

Always True most True . Hardly ever 

true of the time sometimes - true 

*20. I don't get along other children. 

Always True most True .Hardly ever 

true of the time sometimes hue 

Not true 

at all 

Not true 

at all 

. - 

*21. I'm lonely. 

Always 

true 

Truemost - T =  Hardly ever Not true 

of the time sometimes true ' atall 

22. I a q ~  well-liked by the kids in my class. 

Always True most True Hardly ever 

true of the time sometimes true 

Not true 

at all 



23. 1-like playing board games a lot 

Always True most True Hardly ew 

true of the time sometimes true 

*24. I don't have any fiends. 

Always True most True Hardly ever 

true of the time sometimes true 

*Items for which response order is reversed in scoring 

Items 2,5,7,11,13,15,19, and 23. are classified as filler items. 

Not true 

at all 

Not true 

at all 



Appendix H 

We are interested in what mothers might say to their children in various kinds of 
'situations. On thefollowing pages are several common kinds of situations you miglit 
face in dealingwith your child. We would like for you to really try to put yourself in. 
these situations, and then write down what you think you would actually say to your 
child in the situation. 

We are primarily inteiested in what you would to your child in each of these 
situations. So don't just write about what you would be thinking of feeling, try to write 
down what you would actually say to your child. , 

Of course, there are no right or wrong answers to any of these situations. We are just 
interested in finding out what you would say. Your answers will be kept totally 
confidential. 

. /  

THANK YOU. FOR YOUR COOPERATION! 
I 



Suppose that you thought it was time for your child to go to bed, but helshe started to 
cry because helshe wanted to watch something on TV. What would you say to your 
child? 



What would you say to your child if he/she brought you a buxich of flowersbut you 
found out that helshe had gotten them from a neighbor's garden? 



Imagine that one day your child says that helshe doesn't want to go to school but 
he'slshe's not sick or anything but just doesn,t want to go to school. What would you 
say to your child? 



Demographics 
, , 

What was your age as of your last birthday? 

Are you: Male Female 
L, 

What is your relationship with the child who is completing the suiveys in school? 

Mother Father 

Step-mother .: S tep-father 

Grandqother Grandfather 

Aunt .. Uncle . 

Other (please spec@) 

How much formal education have you received? 

No formal education Some college or technical 

degree 

Up to 8th grade Bachelor's degree 

Some high school Some graduate school 

High school diploma Graduate degree 

Please note your current marital status: 

S i n g l e  Divorced oi separated 

Married Widowed 

Are you currently employed on a full or part-time basis? 

Yes No 



Do you consider yourself: 

Lower class 

Lower-middle class 

' Upper-middle class 

Upper class , . 

y. 

How, many children do you have? 

What are the ages of the children? 

How would.you classify the child completing the s w e y s  during school? 

Oldest child 

Middle child 

Youngest child 



G.1 strategies according to the perspectiveof the child and others are considered to use more 

reflectionenhancing communication than mothers who do not. A system for coding . 

messages inthis manner is presented below. 

The Unit of Analysis 

For this study, the.unit of analysis is the message strategy used for each I 

1 
situation. Each sentence.of a response will be'treated 'a one,element of an overall 

strategy, and as distinct strategies. It is important, then, to code each response 

according to your overall impression. 

Some responses may contain more than one message strategy. If .this is the 

case, then the.response would have as many units of analysis as the number of message 
% 

strategies in the response. The criteria. for determining a distinct message strategy is 

based in three important .elements. First a message strategy is a connected set of 

specific, communicative behaviors. Thus, message strategies are not rationalizations 

for orexplanations of behavim rather, they are the actual messages th; the parents 

C communicate. For example, compare the following two responses: 

"I would tell her that she shouldn't have taken the flowers 'and that she 

needs to apologize." 

"I think it is important that children learn not to take things that aren't there. 

I believe that rules like these are very important" 

The fmt response is an example of a message strategy because it reveals 

specifically what the parent would actually to the child However, the second 

response is not a message strategy because it does not contain-any specific, 

communicative behaviors; . +stead, it is merely an_expl.magon of-&-e-parent's feelings. 

Because it does not reveal what the parerit would actually say the child, i t  is not 

classified as' a message strategy. 
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i.. .. . 
.. Secondly, a message strategy is produced and experienced as a single, 

complete line of action. Thus, the components of a message strategy .(e.g., sentences, 

words, phrases) function together to produce a complete message. This second 
, 

-. criterion, then, sp-ecifies that message strategies may contain several sentences, phrases, 

: etc., but that it is importaqt to determine the overall effect of these components to an 

overriding acti@n. That is, individuals typicallyuse several senknces to express a 

complete thought; thus, these sentences function together toproduce a message. Thus, 

-it is important to get an overall feeling of what action the p&nt is trying tocommunicate 

and then compose a unit of analysis based on the .sentences, words, phrases, etc. that 

iire used to complete that thought consider the following example: 

"If it is a week-night, I'd tell him he had to go to bed because he needed his 

rest for.schoo1. I'd tell h k  that was the rule. If it was,on the week-end, I'd lethim stay 

up and half hour.longer because he didn't have to get up early the next. day." 

This response contains two message strategies because two distinct lines of 

action. are communicated depending on the day of the week. The fmt two senbinces of 

the message comprise the first message strategy. These sentences function together to 

produce a complete line of action--that is, enforcing rules and demanding that the child 

go to bed. However, the third sentence of ,he response is i distinct message strategy 

because a different action is taken--that is, what the parent would actually say to the 

child has changed. Thus, this response contains two units of analysis. 

Third, a message strategy is aimed at attaining a group of complementary 

goals. Thus, it is important to determine what the ovemding goals of a parent's 

response are and then separate distinct goals into different units of analysis. Thus, if 

several sentences of a response work toward reaching the same goal, then these 

sentences would comprise one message strategy. However, if you are able to locate 



multiple goals in a given response, then. you would .break the response down according 

to these goals and code them as distinct units of analysis. Consider the following 

example: 

"If she wasn't sick, then I'd tell her that she had to go to school. I'd tell her 

I about all the things she would miss during the day, and how she'd fall behind in her 
I 

work. But if she really put up a fuss, then I'd ask her what was wrong, if she having 

problems in school, whether she was afraid because she had a test that day. We'd try to 
I 

work on the problem together." 

The first two sentences of this response comprise one message strategy or 

unit of analysis. That is, these two sentences are both aimed at attaining one goal: 

getting the child to go to school. However, the third sentence of the response would be 

coded as a distinct strategy because it is aimed at reaching a different goal: to discover 

what the child's specific problem may be. Thus, because two distinct goals are 

expressed in this response, they would be coded as two message strategies (the fourth 

sentence of the response is not a message strategy because it is an explanation of 

behavior rather than the actual, communicative behavior). 

Thus, for the purposes of this study, the unit of analysis is the message 

strategy. If, based on the three aforementioned criteria, several message strategies are 

contained in a single response, then the message will contain as many units of analysis 

as there are message strategies. However, it is also important to realize that some of the 

message-strategies comprising a response may not be geared toward discipline. In these 

cases, the response is broken down into distinct units of analyses; however, only the 

units *a_t-atj&-ss discipline are coded. Consider the example-used- above: -- - - -- - 
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"If it is a.week-night, I'd tell him he had to go to bed because he needed his 

rest for school. I'd tell him that was the rule. If it was on-the week-end, I'd let him shy 

up .and half hour longer because he didn't have to get up early the next day." 

As explained above, this response contains N o  units of analysis. 

However, because only the first unit contains a disciplinary message, it is the only unit . . 

that would be coded. While the secondunit does in fact comprise a message strategy, it 

is not geared toward disciplining and, thus, it is not coded. 

The Hierarchy 

An overview 

The system for coding disciplinary messages consists of three major 

divisions representing the degree to which the speaker explicitly recognizes the listener 

as a responsible and autonomous agent by encouraging him/her to reflect on and reason 

3 about the nature and consequences of hisher actions for the h s e r s e l f  and othen. 

~ e s & ~ e s  scored at the first major division do not address the child as an independent 

agent and do not encourage the child to ieflect on ,hisher behavior and the consequences 

associated uiith it. At the second major division, messages implicitly encourage the 

child to consider him or herself an autonomous agent and reflect'on hisher behavior in 

t e r n  of the violation of certain rules. Finally, messages scored at the third major ., 

division explicitly encourage the child to consider himherself to be an independent agent 

by,encouraging the modification of behavior in terms of the consequences of his/her 

behavior. 

Each of these major divisions is further divided into sub-levels. In major 
, _  . _ __.____..____..._________A - - . - . .  _ . ,. . . . .  ?. . . -  .-.- - - 

division one, level one messages ~x~licitly discourage thechild's selfdefinition as an 

independent agent and reflection on the consequences of behavior by appealing to 
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threats, demands, and other strakgies which do not offer any reason for the proposed 

modification of behavior. At level two, messages implicitl~ discomige the child's self- 
. . 

definition as an independent agent by offering rules assumed by the parent to provide 

sufficient justification for:the-modification of behavior. At major division-two, both 

level three and level four messages implicitly encourage the child's self-definitionas an 

independent agent; however, these levels are distinguished according to reasons they 

provide for the modificatjon of behavior. At level three. the child is provided with 

minimal justifications for rules in terms of societal expectations and roles, while at level 

four, parent-controlled rules are offered as explanations for modification. At major 

division three, both levels five and six-explicitly encourage the child's self-definition as 

an independent agent by encouraging himhei to reason through the consequences of 

behavior; however, these levels are distinguished according to the extent to which the 

parent encourages the c,Ud to corisider these contingencies independently. Thus, at 

level five, the parent describes the potential consequences associated with certain 

behaviors and encourages the child to consider them as reasons for why hisher behavior 

should be modified At level .six, however, the pafent encourages the child to 

independently generate a list of consequences associated with certainbehaviors as well 

as helping the child t.o understand how these associations are relevant to hislher 

modification of behavior. 

Whv hirh level messages are more sophisticated 

Messages.scores at higher levels in the hierarchy are considered to be more 

sophisticated. For one thing, these messages accomplish more .goals than those scored 

at lower levds. That is, these messages not only attempt to modify the child's behavior 
~ . ... . .___ _-. . - . . .- -. - - .. . - . - -  

but they also encourage the child to view himherself as an independent agent whose 
i 

behavior has important consequences for others. These messages, then, not only reflect 



a desire to have the child act a certain way, but also encourage the child to reason 

through-the consequences of behavior ,and understand why certain actions are desired by 

considering needs, wants, and responsibilities. Lower level messages, on the other 

hand, do not promote the development of the child's understanding of himherself as an 

independent agent and only accomplish the goal of modifying behavior. Thus, higher 

level messages and more complex and hence, more sophisticated. 
. . :.: 

0. No Res~onse 
r' 

Speaker cannot think of anything he or she might say in response to the 

situation. 

I. Discouragement of Reflection 

1. Explicit discouragement of the child's self-deffition iu a responsible and 

autonomous agent relying on threats, simple commands, physical punishment, and other 

tactics failing to provide any reason for modification of behavior other than avoidance of 

punitive sanction. 

A. "I'd tell him to take it back to the store and ground him." 

B. "Jackie, go to bed. If she didn't go I'd just take her by the hand and 

put her there." 

2. Implicit discouragement of the child's self definition as a resporisible and 

autonomous .agent by forwarding and demanding acceptance of rules assumed by .the 

parent to be self-evident, necessary, and sufficient reasons for modification of behavior. 
. -.  - .  .. . - . .- . - -  ' r  ,-.. .. - - . . . . -  

-A. "Taking people's things without asking is wrong. Now go apologize 
. , 

for taking the flower." 
, . 
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B. "All children must go'to school and you are no exception." 

II. Implicit Encouragement of Reflection 

3. Implicit encouragement of the self-definition as a responsible and 

autonomous-agent by providing an emergent opportunity for social reasoning through 

offering minimal, .preemptive justificatioris for rules to modify the child's behavior. 

A. "As a child you have to go to school.. It's your job like I have to do my 

job. Now get the clothes on or you11 be late." 

B; "Stealing is wrong. It's against the law and you can end up in jail if you 

keep doing .it." 

4.1. Implicit encouragement ofthe child's selfdefinition as a responsible 

and autonomous agent by requiring the child to deal with parent-controlled concessions, 

contingent rewards, or sanctions as reasons for modification of behavior. 

A. "They usually say they're sick and I'd tell him if he was sick he'didn't 

have to go to school but he would stay in bed all day with no friends, and no going 

outside so'he could get .better. .Then I'd ask him if he still wanted to stay home." 

B. "I know you want to -stay, up but it's a school night. You goto bed and 

maybe you can stay up for a special show on the weekend." 

4.2. Implicit encouragement of the child's~selfdefinition as a responsible 
i 

and autonomous agent by asking the child questions-in an attempt to get at the root of the 

problem. 
- . . . - - . -. . - .- . .- - ...---.. 
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A. "Why don't you want to go to school? Did something bad happen 

yesterday? Is there a test you don't want to take? Did one of the other kids tease you or 
<i r i '  . . .  
.',I 

P 

make you feel bad?" 

m, Explicit Encouragement of Reflection 

5. Explicit encouragement of the child's self-definition as a responsible and 

autonomous agent by (1) encouraging the child to think about parent-articulated general 

causes or consequences of his or her behavior, and (2) viewing these typical causes of 
, . 

consequences of,his or her behavior as reasons foi the modification of behavior. 

A. "When people hurt us we want to call them names. It doesn.'t do any 

good though. Next time why don't you tell them you're angry at what they did. Then 

maybe they won't do it again. If they do, then just don't play with them. Just calling 

someone a name doesn't make you feel better or your friend." 

B. "When people work hardto have things (flowers) they usually want to 

keep them to appreciate them. Mrs. Jones might have given you a flower if you'd 

asked, but taking things from people without asking upsets them a lot." 

6. Explicit encouragement of the child's selfdefinition as a responsible and 

autonomous agent by (l).encomging the child to articulate in his or her own terms the 

causes and consequences of his behavior, (2) helping the child to articulate how these 

causes and consequences.(a) are relevant to a broader context involving past or future 

experiences of the child, or (b) impact on the perspectives of other people salient to the 

. . . . . . . . . . . .  - .. - ...... .- . - .. child, and.(3)..teaching the child to view these-factors-as reasons.for the modification of - .  - - - 

behavior. - 
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A. "First, I'd get him to tell me why he called his friend a name like that. 

You-know, talk abut  why he.felt that way. He'd had names thrown at him, in fact not 

long ago. I'd ask him how he felt when it happened and tell him his friends felt the 

same way. If he wets  to have his friend to play with at school he probably should 

apologizi'and tell his friend why he did it. Otherwise he might 'lose his friend. Is that 

what he wants?" . . 

B. "If that [refusing to attend school] happened. now, she's practicing for 

the Christmas play, so I'd say she'd miss seeing her friends [in'the play] and 

exchanging Christmas cards. Jackie [a friend] won't get a card from you and shell be 

sad. I think she'd react to that. Her friends are important to her." 

How to code messaFa 

You may find that some responses to the hypothetical 'situations contain 

strategies which represent different levels of the hierarchy. Thus, you may be unsure 

where to pliice certain responsesgiven that some may contain elements of a number of 

levels. However, we are interested in the overall focus of these:responses rather than 

distinct elements. Thus, rather than looking for responses that identically match the 

hierarchylevels, try to examine how the distinct components function together to create 

an overall strategy.: 

Step 1.: 

Read the entire message. Decide in what major division the message 

belongs. 

u 
- . . . . - - . . . . . - . - - , . .. . . . . . . . 

- . . After -. - the _ .  . major . . 

. division _ _ _  , . . . . _ _  has ._ _ been __ _ .___ - id-inlifid, the-megige iriiii' its - - - - -- ... .. .- --. -- 

apro~riate sub-level within that division. 



Exmle:  TV Situation; 

:'I'd tell her that she couldn't stay up lata because she had to get her rest so 

she could concentrate the next day. " 

Maim Division Coding 

Here, the parent presents the child with a rule and a reason for why the rule 

holds. Thus, it would be coded at major level 2. 

Sub-level Coding 

The d,ecision that has to be made at major level 2 is whether the rule is 

subject to debate @d if the justification for the rule is basedon a parent m a d  

contingency or on more -general rules of logic: In this case, the parent presents the child 

with a rule that will hold for all occasions--thus, it is inflexible. Furthermore, the 

parent's explanation that rest is important for concentrations is simply a logical 

conclusion that pertains to everyone ,and is thereforenot at all personal to this parent- 

child relationship. Because the parent presents an inflexible rule that would hold for any 

child, this- strategy would be coded at sub-level 3. 

Example: Flower s . . 
I tuahon; 

"How do you think Mrs. Jones felt when she saw that her flowers were 

gone? When you take other people's things, they may get upset" 

Major Division Coding 

In this message, no commands or rules are presented. Thus, it would be 

placed in major division level 3. 
-. . .. . . .- , -. . - . . . - - . . . . -. . -. a .. . - - - . . . . . - - - 



Sublevel Coding 

In this example, the parents shows the child the consequences of her 

behavior fof others. While the parent may have tried to get the child to articulate on her 

own the consequences of her behavior, the parent did end upexplicitly demonstrating 

this for the child. Furthermore, the parents showed the consequences of her child's 

behavior for others in general, and did not personalize this by getting the child to see 

how her behavior may affect people who are important to her. Because the parent 

showed the child the consequences of her behavior, and failed to personalize this 

message, it would be coded at sub-level 5. 

Exam~le: School situation; 

"School is impogmt. So get dressed and go." 

Maim Division Coding 

In this example, the parent makes a siinple statement of a rule without 

providing any justification for why the rule is important. Thus, it would be coded at 

major division level 1. 

Sub-level Coding 

Here, the parent does not simply command the child to go to school. 

Rather, the parent appeals to a statement of an inflexible rule without providing any 

reason for why the rule is important Thus, it would be coded at sub-level 2. 

~ememder that we are not interested in coding the individual sentences that 

these sentences produce. When a single strategy is composed of elements that reflect 
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different levelsin the hierarchy, it is your job todetermine, the overall effect these 

elements combine to achieve. Thus, you must focus on the key actions being performed 

in the message. As a coder, then, you may have to make some important interpretive 
. 

decisions--that is, to identify what level of the hierarchy best reflects the predominant 

focus of the message. 

Conclusion 

The process of coding regulative messages involves two basic steps. First, 

you must decide in which of the threemajor divisions a message belongs. Then, you 

need'to place the.message into' its proper level within that division. 

. At,each step, remember that it is-the predominant focus of a message that. 

should be coded and not its individual'components. 



Appendix J 

CODWG SYSTEM TO SCORE MOTHERS' REGULATIVE MESSAGES 

Regulative S trateP;ie~ 

Mothers' regulative strategies will be scored forthe extent to which they 

~r6mote the development of the child as a responsible.and autonomous agent by. 

encouraging the child to mochfy his or her behavior through reflecting on and reasoning 

through the nature and consequences of the sanctionable behavior for him or herself and 
. .  

other parties. 

I. Discouragement of Refletion 

1. Explicit discouragement of the child's self-definition as a responsible and 
z 

autonomous agent relying on threats, simple comixinds, physical punishment, and other 

'tactics failing to provide any reason for modif~cation of behavior other than avoidance of 

punitive sanction. 

A. "I'd tell him to take.it back to the store and ground him." , 

B. "Jackie, go to bed. If she didn't go I'd just take her by the hand and 

put her there. " 

2. Implicit discouragement of the child's self definition as a responsible and 

autonomous agent by f o r w u g  and demanding acceptance of rules assumed . by the .. .- . - 

parent to be self-evident, necessary, and sufficient reasons for modification of behavior. 
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A. "Taking people's things without asking is wrong. Now go apologize 

for taking the.flower." 

B. "All children must go to school and you are no exception." 

11. Implicit Encouragement of Reflection 

3. Implicit encouragement 'of the self-definition as a responsible and 

autonomous agent by providing an erhergent opportunity for social reasoning through 

offerin'g minimal, preemptive justifications for rules to modify the child's behavior. 

A. "As a child you have to go to school. It's your job like I have to do. my 

job. Now get the clothes on or you'll be late." 
i B. "Stealingis-wrong. It's againstthe law and you can end up in jail'if you 

keep doing it." 

\ 

4. Implicit encouragement of the child's selfdefinition as a responsible and 

autonomous agent by requiring the child to deal with parentcontrolled concessions, . 

contingent rewards, or sanctions as reasons for modification of behavior. 

A. "They usually say, they're sick and I'd tell him if he was sick he didn't 

have to go to school but he would stay in bed all day with no friends and no going 

outside so he could get better. Then I'd ask him if he still wanted to stay home." 

B. "I know you want to stay up but it's a school night. You go to bed and 

maybe you can stay up for a special show on the weekend." 

III. Explicit Encouriigement of Reflection 
... - . . - . -  - - .  -. - - . . . . - .  -- -. . - .. 

5. ~ i ~ l i c i t  enciurage&ent of th;childs self-definition as a responsible and 

autonomous agent by (1) encouraging the child to think about parent-articulated general' 
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causes or consequenixs.of his or her behavior, and (2) viewing these typical.'causes of 

consequences of his or her 'behavior as reasons for the modification of behavior. 

A. "When pqoile hurt us we want to call them names. It doesn't do any 

good though. Next time why don't you tell them you're angry at what they did. Then 

maybe they won't do it again. If they do, then just don't play with them. Just calling 

someone a name doesn't make you feel better or your friend" 

B. "When people work hard to have things (flowers) they usually want to 

keep them to appreciate them. Mrs. Jones might have given you a flower if you'd 

asked, but taking things from people without asking upsets them a lot." 

6. Explicit encouragement of the child's self-definition as a responsible and 

autonomous agent by (1) encouraging the child to articulate in his or her own ten- the 

causes and consequences of his behavior, (2) helping the child to articulate how these 

causes and consequences (a) are relevant to a broader context involving past or future 

experiences of the child, or (b) impact on the perspectives of other people salient to the 

child, and (3) teaching the child to view these factors as reasons for the modification of 

behavior. 
\ 

A. "First, I'd get him to tell me why he.called his friend a name like that. 

You know, talk about why he felt that way. He'd had names thrown at him, in fact not 

long ago. I'd ask him how he felt when it happened iind tell him his friends felt the 

same way. If he wants to have his friend to play with at school he probably should 

apologize and tell his friend why he did it. Otherwise fie might lose his friend. Is that 
,... .. _ _ _  , ~ . _  _.__ . - - .. - 

. .. . what he wants?" . 
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B. "If that [refusing to attend schooU happened now,-she's practicing for the Christmas 

play, so I'd say she'd missseeing her friends [in the play] and exchanging Christmas 

cards. Jackie [a friend] won't get a card from you and she'll be sad. I think she'd react 

to that. Her friends ar;e important to her." 


