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ABSTRACT 

The present study aimed to compare a group of low-and 

high-SES Turkish preschoolers on the measures of Gardner's 

(1983) personal intelligences: intra-personal intelligence 

and inter-personal intelligence. Thus, it 

small part of Project Spectrum (1988) 

assessment of the personal i nt e 11 i gences 

years were carried out. 

For this pl.<rpose, 24 high-SES 

preschoolers were compared on two kinds 

is a replica of a 

.tudy where the 

in the preschoo 1 

and 24 low-SES 

of measurement 

included in the assessment of personal intelligences. First 

was the measurement of social anal ys is tapping chi ldren' s 

understanding of themselves, 

understanding of social roles, 

understanding 

and personal 

of peers, 

intelligence 

(which was the sum of the scores obtained from the first 

three). Second was the measurement of social roles where 

observation of children in social interaction provided their 

fit (or unfit) into some social roles. The appropriateness of 

the sample allowed also the comparison of the two age groups 

(four and five year olds) and the two gender groups (boys and 

girls) on the measures of personal intelligence. 

The t test analyses applied to see the difference of 

the two SES groups on the measures of social analysis 

demonstrated that low-SES preschoolers obtained significantly 

higher scores on understanding of peers compared to their 
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high-SES counterparts. No significant sex difference appeared 

among t test analyses applied to see the differences between 

boys and girls on the measures of social analysis. Five year 

olds obtained significantly higher scores than four year oids 

in understanding of self and understanding of social roles. 

One-way analysis of variances applied to see the differences 

among the preschoolers from the four centers on the measures 

of social analysis showed that they were significantly 

different on the measures of understandlng of peers and 

personal intelligence. In both measures subj~cts from one of 

the high-SES centers were found to obtain the lowest scores. 

The chi square analyses applied to compare the SES, 

age and sex groups on the number of children who fit into a 

role showed that there was a significant sex differenc~ on 

the frequency of role assignment, where a greater number of 

girls than boys fit into a role. 
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DZET 

Bu 9a1l,manln amacl, yuva 9a~lndaki bir grup dU,Uk ve 

yUksek sosyo ekonomik dUzeydeki 90cu~u, Gardner'ln (1983) 

tanlmladl~l ki,isel zekAnln o19UmUnde kar,lla,tlrmaktlr. 

Gardner, ki,isel zekA tanlmlnda ki~iye donUk zekA ve ki,iler 

araSl zekA olmak Uzere iki ayrl zekAdan bahseder. Bu 

ara,tlrma, ki,isel zekAnln o19UldU~U Spectrum Projesi'nin 

(1988) kU9Uk bir klsmlnln kopyasldlr. 

Bu ama91a 24 dU~Uk ve 24 yUksek sosyo ekonomik 

dUzeyde 90cuk ki~isel 

ge,it o1gek Uzerinden 

sosyal analiz o19UmUnU 

zekAlarln o19UmU i~in onerilen iki 

kar,llaitlrllmljtlr. Bunlardan ilki 

igerir. Bu o19Um 90cuklarln benlik 

anlaYl~larlnl, ya~ltlarlnl ve sosyal rolleri anlamalarlnl 

irdeler. Bu U9 bolUmUn puanlarlnln toplaml da ki;isel zek& 

puanlnl verir. ikinci o19Umde ise sosyal roller incelenir. Bu 

inceleme 90cuklarln sosyal etkile~im esnaslnda gozlenmesini 

Gozlemlerden elde edilen veriler sonucu her 90cu~un 

baZl sosyal rollere 

uygun I utfu ya? ve 

uyup uymadl~l belirlenmi~tir. orneklemin 

cinsiyet gruplarlnln da bu o19Umler 

±ki sosyo ekonomik grubu sosyal analiz ol9Umleri 

Uzerinden kar~lla~tlrmak i9in yapllan t-test analizleri dU~Uk 

sosyo ekonom i k dUzeydek i 90cuk 1 arl n ya~ 1 t I arl n 1 an 1 amada 

yUksek sosyo ekonomik dUzeydeki 9 0cuklara klyasla 

istatistiksel olarak onemli derecede daha yUksek puanlar 
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aldlklarlnl gostermi~tir. Sosyal analiz ole;Umlerinin hie; 

birinde cinsiyet farkllll~l bulunmaml~tlr. Be~ ya~lndaki 

e;ocuklar benlik anlaYl~l ve sosyal rolleri anlamada dort 

ya~lndakilerden istatistiksel olarak onemli derecede daha 

yUksek puanlar alml?lardlr. Ara~tlrmaya dahil edilen dort 

okul oncesi kurumundaki e;ocuklal"ln sosyal analiz ole;Umleri 

Uzerinden aldlklarl puanlardaki farkllll~l incelemek amaclyla 

yapllan varyans analizleri, ya~ltlarlnl anlama ve ki~isel 

zekA ole;Umlerinde istatiksel olarak onemli farkllllk 

gostermi~tir. Her iki ole;Umde de yUksek sosyo ekonomik 

dUzeydeki iki kurumdan birine devam eden e;ocuklar en dU 3 uk 

puanlarl alml~lardlr. 

Sosyo ekonomik dUzey, ya~ ve cinsiyet gruplarlnl 

sosyal rollere uyan c;ocuk saYlslna gore kar~lla~tlrlllak i9in 

yapllan ki-kare analizleri, cinsiyet gruplarl araslncia 

istatiksel olarak onemli fark oldu~unu ortaya C;lkar'll1l~tlr. 

Bu da erkek c;ocuklardan olduke;a daha razla saYlda KIZ 

c;ocu~unun sosyal rollerden birine uyduaunu gostermi,tir. 
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I. INTRODUCTION~ 

Intelligence is a phenomenon that 

the 

has been 

extensively studied by researchers in field of 

psychology, with different views 

J:roposed by different scientistss 

of intelligence being 

Recent theories of 

intelligence try to capture also the social aspect of the 

construct in their formulations. One of these recent 

theories is Howard Gardner's ( 1983) Theory of Multiple 

Intelligences. His theory tr,ed to touch upon the social 

aspect of intelligence 

"personal intelligences" 

independent intelligences 

by proposing 

that cover 

suggested 

the exist ence of 

two of the seven 

by These two 

intelligences are called intra-personal and inter-personal 

i nte 11 i gences. As the names suggest, bas icall y the former is 

an intelligence related to one's self and the latter is an 

intelligence related to one's relations with other people. 

The study presented here is an attempt to investigate 

the personal intelligences of a group of low and high-SES 

Turkish preschoolers. With this aim, the study tried to 

compare the preschoolers in the two SES groups on their 

intra-personal and inter-personal intelligences. Since the 

social aspect of intelligence is rarely touched upon by the 

educational efforts in our country, this study aimed to take 

a preliminary step towards the development of a u~eful 

measurement of social intelligence during the preschoo 1 

years. 



·2 

1.1 Theories oT Intelligence 

There are two major views of intelligence among the 

related theories: On one side there are the researchers such 

as Galton, Goddard, Spearman and Terman who proposed that 

intelligence is a single and easily measurable factor, while 

on the other s ide there are researchers such as Thurst one, 

Cattell and Guilford who considered intelligence to be made 

up of a multiple but finite set of mental abilities <Lewis 

and Sullivan, 1985). 

1.1.1 Two Factor Theory 

In the early 1900' s, when Binet was working on the 

development of the first mental test, Charles Spearman who 

was a Brit i sh psycho 1 og i st and stat i st ician, suggest ed the 

existence of a single factor of "general intelligence" 

(Kretch, Crutchfield, Livson, Wilson & Parducci, 1982) • 

According to Anastasi (1988), this theory holds that all 

activities of intellect possess a single common factor called 

the general factor or g, and additionally there are numerous 

specific (s) factors, each of which represents a single 

specific activity. According to this theory, the g factor 

was shown to be responsible for the positive correlation 

between any two functions. Relatively, the higher saturation 

of the· two functions with g would suggest a higher 

correlation between them, while the correlation between 

funct ions would be 1. o~.,ered by the presence of speci fics. As 

Horn (1986) states, the Spearman model for g assumes one 
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reason for the intercorrelation of distinct abilities forming 

a set, which is that each of these abilities possess the same 

g component in common. So, although this theory proposes two 

factors (g and specifics), Anastasi draws attention to the 

fact that the correlation between two functions is only 

explai ned by the sing I e fact or g. She clai ms that th is fact 

differentiates this theory from other theories of trait 

re lat ions, in that it could more cl earl y be assumed as a 

single-factor theory. 

lel.2 Multiple Factor Theories 

Anastasi (1988) explains that the pt"eval ent 

contemporary American view of trait organization suggests a 

number of moderately broad group factors, each appearing in 

different tests with different weights. She notes Thurstone 

as one of the leading exponents of multiple factor theory. 

According to Krech et al. (1982), the wOt'k of L.L~ 

Thurstone was a major response to the two factor theory. 

They explain that Thurstone used a different method of factor 

analysis to develop his group factor theory, and that this 

theory holds that it is possible to postulate seven primary 

abilities to be 

c;apacity. These 

fluency; verbal 

perception; and 

responsible for most of human mental 

abilities are: "number; word primary 

meani.ng; 

perceptual 

memory; 

speed" (p. 

reasoning; spatial 

et ala 334) • Krech 

further state that there are some tests developed for each of 

the~e factors, named the Thurstone Primary Mental Abilities 
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Tests. These pri.ary .ental abilities were not found to be 

independent, but on the contrary, they were found to be 

positively intercorrelated. 

1.1.3 Structure of Intellect Model 

Anastasi (1988) states that some factor analysts have 

worked on organizing the traits into a systematic schema, 

such as Gui 1 ford who proposed a box 1 ike mode 1 call ed the 

structure-of-intellect .odel -(51) in 1957. This model 

as sumed that the i nte 11 ect ual traits could be grouped along 

three dimensions: (a) operations- refers to different kinds 

of mental processes i nvo 1 ved in the abi 1 it i es (cogn it ion, 

memory, divergent pl~oduct ion, convergent product ion, and 

evaluation); (b) contents- refers to different kinds of 

informat ion that the mental processes operate on (figural, 

symbolic, semantic and behavioral--i.e., i nformat i on about 

other persons behav i or, attitudes, needs, etc. ) ; (c) 

products-refers to the form in which information items are 

processed by the respondent (units, classes, relations, 

systems, transformations, and implications) (Guilford, 1985). 

Since operations, contents, and products include respectively 

5x4x5 categories, the model provides for 120 cells, each of 

which contains at least one factor or ability. In some cells 

there may be more than one factor, and each factor is 

described in terms of all three dimensions (Anastasi, 1988). 
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1.1.4 Hierarchical Theories 

Anastasi indicates that some British psychologists, 

such as Burt (1949) and P.E. Vernon (1960), and an American 

psychologist Humphreys (1962) suggested an alternative schema 

for the organization of .factors. She notes Vernon's system 

where he considers Spearman's 9 factor to be at the top of 

the hierarchy. The next level includes two broad group 

factors that relate to verbal-educat ional and to pract ical-

mechanical aptitudes. As Anastasi explains, the further" 

subdivision of these major factors is possible, and still by 

further analysis some narrower subfactors can be found. 

Thus, the lowest level of the hierarchy involves the specific 

factors. She thinks that such a hierarchical structure looks 

I ike an inverted genealogical tree, where 9 stands at the 

top, s factors stand at the bottom, and some narrower group 

factors progressively standing in between. Anastasi points 

at a lat er e laborat i on of the mode 1 in 1969, where PG E. 

Vernon "included certain more complex interrelations and 

cross-contributions of factors at the third level, especially 

in connection ""ith educational and vocational achievement" 

(pp. 387-388). 

~.2 Gardner's Theory of Intelligence 

Hatch and Gardner (1986) remark that in the 1980' s 

the definition of intelligence that appeared in 1900' s was 

still on the stage, and that also IQ test~ have remained 



almost the same since 1930. 

6 

According to them the conception 

of a general intelligence, which a standard intelligence test 

can re I iabl y measure, has been quest i oned by a number of 

cognitive developmental psychologists such as Howard Gardner 

and David Feldman. Like some others these two investigators 

drew attention to the existence of a wide variety of human 

cognition competencies, and to the striking individual 

differences among normal and gifted children. According to 

Hatch and Gardner, this questioning of the standard view of 

intelligence provides a transition from a single intelligence 

the assessment of a range of tested traditionally to 

competencieso They further stat e that accord i ng to Gardner 

and Feldman, if naturalistic settings (e.g. classrooms) were 

incorporated to the assessment of culturally valued 

performances, more effective examination of the competencies 

would be possible. 

In their later article, Hatch and Gardner (1989) 

argue that linguistic symbolization and logical mathematical 

symbolization, two forms of symbol use which are dominantly 

stressed in academic 

constt'uct i on of items 

settings, were dominant in 

on intell igence, aptitude 

the 

and 

achievement tests. According to them, Gardner felt uneasy 

with this extensive reliance on these two forms of symbol 

use, and he proposed the existence of a number of autonomous 

human intelligences. Providing a set of criteria that explain 

the features of a human intelligence, he defined intelligence 

as "the c'apacity to solve problems or to fashion products 

that are valued in one or more cultural settings" (!-latch and 
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Gardner, 1989, p. 5). 

Gardner (1983) has claimed that intelligence should 

be considered as being made up of at least seven different 

competencies-- linguistic, logica-mathematical, spatial, 

bodily-kinesthetic, 

personal. According 

musical, 

to Hatch 

inter-personal 

and Gardner 

and intra-

(1986), this 

"Multiple Intelligences" (MI) view of Gardner assumes that it 

is possible for a person to be gifted in one kind of 

competence while being average or below average in the 

others. They point out that the concept of a general 

intelligence is not able to explain such possible differences 

in an individual's ability. 

Hatch and Gardner (1989) explain how Gardner arrived 

at his seven intelligences. According to them Gardner's 

formulation does not involve features of the existing 

psychometric instruments. The approval of a candidate ability 

as an intelligence is due to its recurrence as. an 

identifiable entity in a number of different lines of study 

of human cognition. Gardner and his colleagues came up with 

his list of intelligences as a result of an extensive 

examination of the literature in several areas. In the list, 

they incorporated capacities that appeared repeatedly in 

these different 1 i teratures, while they ignored those 

abilities that hardly appeared or were found in a variety of 

configurations in disparate sources. As a result of this 

massive survey, Gardner arrived at his provisional list 

including seven intell igences. He explai ned the component 

processes operating at the core of each intelligence as well 
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as providing some end-states for ~each. Hatch and Gardner 

further state that according to Gardner, both heredity and 

environment are responsible for the fact that while the range 

of intelligences is existent in all humans, individuals 

differ in their current profile of intelligences. 

1.2.1 The seven intelligences 

Hatch and Gardner (1989) briefly summarize the seven 

intelligences, providing information about their core 

components and stating some end-states for each: 

1. Logical-mathematical intelligence: This intelligence 

refers to the ability of being sensitive to and capable of 

apprehending logical or numerical patterns as well as 

being able to work with long chains of reasoning. This 

competence is represented by the end-states of being 

a scientist or mathematician. 

2. Linguistic intelligence: Showing its optimal development 

in the poet or the journalist, this intelligence involves 

the ability of being sensitive to the sounds, rhythms and 

meaning of words, as well as having a fine understanding 

of different functions of language. 

3. Musical intelligence: The core components of musical 

intelligence involve sensitivity to different forms of 

musical expressiveness and capability of producing as well 

as being sensitive to rhythm, pitch and timbre. Not 

surprisingly at the end-state one can see a composer or a 



violinist. 

4. Spatial intelligence: This competence refers to the 

ability to perceive correctly the visual-spatial world, 

and to the capability of transforming one's initial 

perceptions. Spatial competence is exemplified in the 

navigator or the sculptor. 

5. Bodily-kinesthetic: This intelligence involves the 

contro 1 of one's body movements and sk ill ful hand ling of 

physical objects as the core capacity. The dancer or the 

athlete reflect highly developed bodily-kinesthetic: 

i nt e 11 i gence. 

The remaining two intelligences--i.e. intra-personal 

and inter-personal intelligences-- will be examined in mere 

detail as these two are the concern of the present study~ 

1.2.1(a) The Personal Intelligences. Gardner (1983) claimed 

that the capacity standing at the core of intra-personal 

intelligence is "access to one's own feeling life-one's range 

of affects or emotions: the capacity instantly to effect 

discriminations among these feelings and eventually to label 

them, to enmesh them in symbolic codes, to draw upon them as 

a means of understanding and guiding one's behavior" 

'( p. 239). According to him at the elementary level intra-

personal intelligence involves briefly the differentiation of 

bas ic fee ling s from one another (e. g. , pI easure and pa in) 

and the relative withdrawal from vs involvement in a 
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On the other hand, the high 1 y deve loped end 0 f 

this competence involves detection and symbolization of much 

more complex and distinct sets of feelings. The end-state is 

exemplified by the novelist who is able to write intensively 

about his/her inner feelings, the patient who tries to obtain 

knowledge about his/her feelings, and the wise elder who 

possess extensive bunch of inner experiences, which enables 

him/her to make suggestions to the people around. Gardner's 

inter-personal intelligence is a competence related to other 

individuals around the person and "the core capacity here is 

the ability to notice and make distinctions among other 

individuals and, in part i cu 1 ar, among their moods~ 

temperaments, motivations and intentions" (p. 239). Gardner 

maintains that at the start of its development this 

intelligence involves the basic capacity reflected in the 

young child's ability to distinguish among the other 

individuals around him/her and to notice the different kinds 

of moods that they might possess. However, when a person 

stands at the highly developed level of this competence 

he/she is able to detect the wishes and the intentions of the 

individuals around him/her and he/she is able to use this 

kind of knowledge in influencing their own behaviors. 

According to Gardner, at the end state of inter-personal 

intelligence there may 

leaders, highly skilled 

be the 

parents 

political and 

and teachers, 

religious 

or people 

involved in 

therapi st s. 

professional helping like counselors or 
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Gardner (1983) proposed the e~istence of a wide 

variety of intra- and inter-personal intelligence forms 

present in distinct cultures. For him, the underlying reason 

is the different symbol systems possessed by different 

cultures, leading to various systems of meanings that shape 

the raw materials of personal intelligences. Thus, a behavior 

labeled abnormal in one culture can be quite normal in 

another. In contrast with Gardner's other i nt e 11 i gences, the 

personal i nt e 11 i gences have a wide Yari et y of deye 1 opment a I 

patterns and breakdowns, thus many options at the end-states. 

Moreoyer, these two intelligences are always explained 

together because they are linked to each other. In other 

words, se I f knowl edge and knowl edge of one's re lat i cns wi th 

other people are dependent on each other. Another difference 

of personal intelligences from the other forms of 

intelligence pointed out by Gardner is that while a person is 

more comfortabl e in mak ing the deci s i on to use or not use 

his/her other intelligences, he/she is obliged to use his/her 

personal intelligences. A basic reason indicating this 

necessity is the person's need to consult his/her self 

understanding to 

around. 

improve his/her relations with people 

Gardner (1983) assumes the emerging sense of self to 

be an important element of personal intelligences. Although 

it may seem to be related to intra-personal intelligence at 

first sight, the sense of self comes from a mixture of 

knowledge from one's intra- and inter-personal worlds. This 

idea is supported by the fact that there are e~tensiyely 
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different selves throughout the world. He proposes that the 

term "sense of self" refers "to the balance struck by every 

individual--and every culture--between the promptings of 

'inner feel ings' and the pressures of , other persons' " 

(p. 242). 

1.2. 1 (b) The Developaent ~ Personal Intelligences. 

According to Gardner (1983) , the origins of personal 

knowledge lie in the early bond between the infant and its 

mother (or other caretaker>. This strong attachment to the 

mother gradually becomes more flexible after the first year. 

Any kind of breakdown in this bond may lead to a negative 

effect on normal development, inhibiting the ability to 

obt ai n se 1 f knowl edge and knowl edge of other peopl e around. 

During the second year of life the young child becomes aware 

of its own physical separateness and identity while trying to 

cope with the rules set for him/her by the people around. 

During the ages 2 to 5 the child stars to use symbols. For 

Gardner, this has very important implications for the 

development of the personal intelligences. The child is not 

only discriminating his/her own moods and those of other 

people, but he/she is also trying to make a transition from 

this understanding to more complex discriminations 

interpreted by the symbol systems of his/her entire society. 

Rc: le playing helps the child to develop this ability of 

symbol use, in that while engaged in a role play, the child 

tries to und9rstand the behaviors associated with different 

roles and' comes to know the diffl?rent feelings involved in 

the characteristic behaviors of these roles. The ch i ld 
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compare s his /her behav i ors and stat es ~ wi th those of other 

persons. An important form of self discrimination developed 

by the child of this period is his/her sexual identity. In 

summary, the child's own affective experiences are shaped by 

the interpretive system of the community. The child 

understands his/her place among other people via observing 

them. 

1.1.2 Education and Assess.ent of Intelligences 

As Hatch and Gardner (1989) state, in order to 

investigate the implications of the Multiple Intelligences 

Theory, Gardner and his colleagues have tried to establish 

the scientific adequacy of the theory and to demonstrate its 

potential contributions to educational reform. They felt the 

need for a fresh approach to assessment, accepting the 

existence of a number of intelligences that can be found 

mainly in culturally meaningful activities. With their 

approach they tried to assess individual intelligences at 

different age levels. They argue for the importance of 

"intelligence-fair" assessment of the psychological processes 

involved in different intelligences. According to Hatch and 

Gardner, "intelligence-fair measures seek to respect the 

different modes of thinking and performance that distinguish 

each intelligence" (p. 6). Thus intelligence-fair methods 

emphasize direct perception and manipulation of the visual­

spatial information. They crlticize the standard approaches 

that worked on intelligence as isolated from the specific 
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cultural activities. They state that the Multiple 

Intelligences Theory treat intelligences and their assessment 

in line with their cultural manifestation, and proposes some 

adult end-states related to these intelligences. 

1.2.3 Applications o~ the Theory 

Hatch and Gardner (1989) summarize three applications 

of the theory: 1) Arts Propel--a project at the high school 

level; 2) A project in Indianapolis for the elementary level; 

and 3) Project Spectrum codirected by David Feldman who has 

developed a number of curriculum activities and assessment 

options appropriate for the child-centered structures of many 

preschools and kindergartens. The third application will be 

explained in detail as it relates to the concern of the 

present study in which one part of the appl icat ion at the 

preschool level is replicated. According to Malkus, Feldman 

and Gardner (1988), there are three reasons why tney focus on 

preschoolers: (a) They are interested in the possibility of 

reliably detecting individual differences in these early 

years of life; (b) because young children have not received 

training yet, their natural trends should be easier to 

observe at this age; (c) compared to children attending a 

formal school, preschoolers are less resistant to innovations 

in the curriculum and assessment. 
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The immediate goals of Project Spectrum stated by 

Wexler-Sherman; Gardner and Feldman ( 1988) are to: 

(a) develop assessment materials and procedures that help the 

preschoolers to demonstrate their own abilities employed 

across a broad range of content areas. (b) providt? a 

d&tailed picture of children's strengths of cognition. 

At present, Project Spectrum incorporates 15 

activities each tapping a particular intelligence or set of 

intelligences, and a Spectrum classroom which contains 

intelligence-fair materials (Hatch & Gardner, 1989). The~e 

materials not only enable children to engage in experiences 

related with their distinct intelligences, but also give 

teachers the chance to observe and assess 

strengths, interests and trends. They also carry out: more 

formal assessment of intelligences via administering specific 

games to children and applying scoring systems developed 

especially for the research. Wexler-Sherman" Gardner and 

Feldman (1988) explain that the assessment materials of 

Project Spectrum are incorporated into the natural ongoing 

curriculum. This provides the participation of the childrS!n 

in the activities whenever they feel interested and ready. 

They do not ferce children to be engaged in activities 

related to all 

encourage them 

children. They 

of the content areas, 

to do 

choose 

so via informal. 

materials that 

but they try to 

interaction with 

can easily bl? 

manipulated by children. Moreover, they try to decrease the 

verbal demands in order to make it easier for children to 



participate in the activities 

interfering effects of their 

and to 

general 

eliminate 
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the 

verbal ability. 

Together with some informal observations, the semi-structured 

activities touching specific skills provide information about 

chi ldren. To avoid the strangeness effect of the test ing 

mat erial s and format s, they i nt roduce act i v i ties that are 

compatible with the usual classroom materials. Wexler-

Sherman, Gardner and Feldman contend that in this way, 

children do not realize that they are being assessed, and 

they willingly get engaged j.n the exploration of the given 

materials. 

Hatch and Gardner (1989) indicate that the Project 

Spectrum instruments are used in two different settings to 

see if the intelligences are largely 

another. For this purpose, they tried 

independent of 

to determine: 

one 

"a) 

whether young children exhibit distinct profiles of 

intellectual strengths and weaknesses b) whether or not 

performances on activities designed to tap different 

intelligences are significantly correlated" (pp. 7-8L They 

explain two st ud i es conducted to examine these two 

statements. In the first study they had 20 preschool chi ldren 

from a primarily white upper middle income population who 

were engaged in a yearlong Spectrum program. Their 

assessment incorporated 10 different activities, as well as 

Stanford-Binet intelligence scal e. Using the standard 

deviations of children, their analysis showed that these 

children, performed at different levels across the activities. 
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Thus, it demonstrat ed that these ch i ldren had different 

intellectual profiles. Also using Spearman rank-order 

correlations, they found that children's performances on the 

activities were independent. Moret"'ver, there was a limited 

relationship between children's performances on the Stanford­

Binet and Spectrum asseSShlents. Spearman rank-order 

correlations showed that it was only the children's 

performances on the number activities that showed significant 

correlations with IQ. The other activities including story 

telling, drawing, singing, music perception creative 

movement, soci al anal ys i s, hypothes is test i ng and assembl y 

did not show any significant correlations with IQ. !n the 

second study, they assessed eight kindergartners and seven 

first graders on the seven activities included in the 

Modified Spectrum Field Inventory (an instrument created by 

Gardner and his colleagues). This inventory examines several 

intelligences in two l-hour sessions and it involves 

materials and activities common in many preschools. The 

results showed that unlike the findings of the earlier study, 

some children performed quite well and others performed quite 

poorly across many of the activities. Attributing these 

results to the sample being small in size and the age ranges 

being wide, they claimed that these results possibly reflect 

differences in developmental level and gender differences. 

Their measures related to the independence of different 

activities showed that with kindergartners they obtained only 

one significan-c correlation (between ar·t and social 

analysis), while with first graders there were a number af 
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They concluded that with the 

except ion of the first graders in the second study, the 

overall results are consistent with the claims of the 

Multiple Intelligences Theory--such that the children did not 

perform at the same level across activities--i.e., they 

demonstrated distinct intellectual profiles. 

1.2.4 An Evaluation of the Theory 

Messick (1992) provides an evaluation of Gardner's 

theory of Multiple Intelligences and Sternberg's (1985) 

Triarchic Theory of Human Intelligence. In this evaluation 

not only does he compare the two theories, but also examines 

the differences and similarities of these two to the 

factorial and hierarchical theories. 

Accord i ng to Mess ick (1992) , Gardner stands on the 

neo-nativist side as he claims the existence of innate 

intelligences, the products of which are shaped by the 

cultural practices and values. Relating to Gardner's 

definition of intelligence (Hatch & Gardner, 1989, p. 5), 

Messick indicates Gardner's emphasis on the idea that each 

intelligence possesses culturally 

accomplishments in response to 

endorsed 

realistic 

products 

tasks 

and 

and 

activities. He elaborates on the role of the culture in 

Gardner's theory as follows: 

For Gardner, cultur€ circumscribes the kinds of tasks 

and settings that should be used to reveal, in 
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the 

distinctive modes of thinking and performance that 

characterize each innate modular intelligence. 

Culture also determines which of the seven 

intE'lligences, in what combination are highly valued 

in a given society (p. 365). 

Messick (1992) indicates that when referring to the 

seven intellectual modules as "relatively aut onomous", 

Gardner's emphasis is clearly on the term "autonomous" rather 

than "relatively". According to him, there are two components 

providing the autonomy of Gardner's multiple intelligences: 

(,a) Each intelligence has its own core information-processing 

mechanism that work in line with its own prinCiples; (b) The 

presence of certain forms of informat ion can be enough for 

direct activation 

mechan isms.-

of the core information-processing 

Examining the relation of Gardner's _ theory to the 

preceding structural, hierarchical and factor-analytic 

theories, Messick (1992) claims that although there is 

support for the empirical differentiation 

Multiple Intelligences, there is also evidence of 

interdependencies among these intelligences. He explains 

that "These interdependencies take the form of general 

"intellective processes as well as shared informatlon-

processing resources for encoding and structuring, memory 

retention, reasoning, judgment, fluent retrieval, and 

flexible structuring" (p. 371), He concludes that the two 
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main characteristics of Gardner's seven intelligences (being 

aut onomous in funct ion and havi ng unique core i nformat i on­

processing mechanisms) received little or no psychometric 

evidence. He assumes Gardner's theory to be limited because 

of two main reasons: 

1. Gardner's claim that the multiple 

autonomous functioning is wrong. 

intelligences have 

2. Gardner considers seven isolated intermediate- to higher-

order comp 1 e xe s, describing no general processes 

interconnecting them. 

1.3 Social Develop.ent 

In th i s sect ion, fi rst the soci al deve 1 opment dl,.lri ng 

preschoo 1 years wi 11 be exam i ned. Gardner (1983) as we 11 as 

some other investigators (Bee, 1975; Fogel & Melson, 1988; 

Petit, Dodge & Brown, 1988; Rubin & Rose-Krasnor, 1992) 

emphasized the importance of the early bond betw~en the 

infant and the mother on the development of social 

intelligence. Therefore, the fi rst st ep of i nformat i on wi 11 

include Erikson's stages of psychosocial development as it 

explains best the infant's and the child's social emotional 

development and its relation to parental behavior. Next the 

views of Piaget and Kohlberg on moral reasoning will be 

explained. The reason for including these two views lies in 

the strong belief by the researcher of the present study that 
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they provide a basis for information about human social 

cognitive functioning. As Shantz (1983) also states, the idea 

that how one interacts with other people is largely effected 

by the way in which one COllc("ptual izes and reasons about 

others. In other words, the chi Id' S social concept ions are 

heavily influenc~d by social interaction and experiences. As 

a final theoretical base, Social Learning Theory will be 

explained briefly, as it pt'ovides intensive information on 

moral development ''''hich lies at the heart of social 

development. Secondly, there will be a closer look at thE' 

development of self, as it strongly relates to one~ s int~~a--

personal intelligence. Thi rdl y, as Gardner's personal 

intelligences overlap with social cognition and/or social 

intelligence, these concepts will be explained referring to 

the related literature. This will start with the examination 

of the development of social understanding and interpersonal 

problem solving, as these two subjects relate to Gardner's 

inter-personal intelligence. Then the place of social 

intelligence and its assessment in the extant literature will 

be presented. Following, individual differences in social 

intelligence will be examined, as it is related to the aim of 

the present study which tried to compare the personal 

intelligences of a group of Turkish low-and high-SES boys and 

girls. The final step in tt-lis last part will cover the 

,importance of peer relations in children's social competence 

and interpersonal problem solving skills. The reason is that 

the present study investigates the peer interaction among 

subjects of the study as it is part of the assessment of 
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Gardner's personal intelligences. 

1.3.1 Social Develop.ent During Preschool Years 

1. 3.1 (a) Erikson's stages of psychosocial develop.ent. 

Stressing social and cultural aspects of development Erik 

Erikson proposed that individuals cross eight 

over the course of their lives; and that 

crisis points 

the lives of 

individuals are shaped by the way they cope with their social 

exper"iences. On the other hand, the social institutions and 

people sha.pe the inner laws of development in each crisis 

period. This shaping may result either in filling or 

frustrating the person's needs (Clarke-Stewart, Perlmutter 

& Friedman, 1988). 

As Hendrick (1988) states, early childhood covers 

the first three of these eight stages of Erikson: i) Trust vs 

Mistrust, ii> Autonomy vs Shame and Doubt, iii) Initiative \IS 

Guilt. These will be explained here. 

i) Trust vs Mistrust. Development of trust involves the baby 

learning that other people can be depended on and that he/she 

can depend also on him/herself to elicit needed responses for 

them. The quality of the care provided by mother plays an 

important role in this developmental process • When the 

. infant's needs are met, he/she feels that he/she is valued 

and important (Hendrick, 1988). 
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Santrock (1990) explains that the feeling of trust 

t o~.,ard the world--i. e., a trust that someone wi 11 always be 

around to care for one's needs-- will develop if the parents 

provide an infant care with warmth, regularity and affection. 

On the other hand, if the parents fail to meet his/her needs~ 

the infant develops a sense of mistrust. 

i i) Aut onomy \IS Shame and Doubt. Hendrick (1988) stresses 

the fact that the formation of the attitudes of this stage 

takes place during the same perind of toilet training. 

Around the age of two the child has a fundamental ExercisE' in 

self assertion and control. The child's 

independence in this period is expressed by making choices 

and decisions. Santrock (1990) points out that encouraging 

and patient parents help the child develop a 

autonomy, while highly restrictive and impatient 

results in a sense of shame and doubt. 

sense of 

parenting 

iii> Initiative 'IS Guilt. Hendrick (1988)· stat es that the 

attitudes of this stage form around the age of four or five 

when the child becomes interested in the exploration of the 

.. "arid around him/her, in trying things out and in the effect 

of his/her actions on other people. Th i 5 is a 1 sot h e tim e 

for imaginative play and formulating concepts of appropriate 

sex roles. In Santrock's (1990) words the initiative in the 

.child is promoted by parents who allow the child to continue 

to explore the world's unknowns and encourage symbolic 

thought and fantasy play. Parent s who are restrict i ve and 

punitive, on the other hand, raise in their children feelings 
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of guilt and a passivity in receiving environmental stimuli. 

As Erikson's stages of social development imply, 

parental attitudes shape the social emotional development of 

chi ldren. Parental behaviors have great influence in these 

early years of development where children try to establish a 

balance between their inner world of feelings, moods and 

wishes, and the outer world of personal relations. It is the 

development of moral reasoning that serves as a means to 

maintain this balance. Thus, it is also necessary to take a 

look into the development of moral reasoning to understand 

children's social-emotional 

development. 

1.3. 1 (b) Piaget's view 

as well as social-cognitive 

reasoning. Making extensive observations of a.nd interviews 

with children from ages four to twelve, Piaget investigated 

how the chi ld thinks about moral issues. In order to find 

out how children used and thought about . rules, Piaget 

observed children while playing marbles. Furthermore, he 

asked them questions related to ethical rules, such as theft, 

lies, punishment, justice. As a result of these observations 

and interviews, Piaget proposed two stages of morality in 

children, depending on their developmental maturity. 

Di splayed by younger ch i ldren (from four to seven years of 

~ge) the first stage is called heteronomous morality, and it 

refers to a primitive way of thinking. The second stage 

symbolizes a more advanced way of thinking, evolving around 

ten years of age or older. This stage is called autonomous 
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The children in between t~hese two stages, ages 

seven to ten, experience a transition period showing some 

features of both stages (Santrock, 1990). 

Bee (1975) stat es that the per i od of het eronomous 

morality is a stage when the child is discovering the 

physical laws such as the law!;:. of conservationa According to 

her, applying the immutability of physical laws to moral laws 

the young child assumes moral laws to be fixed, unchangeable 

and eternal. Related to this idea Santrock (1990) points out 

the fact that Piaget's suggest ion of introducing new rules 

into the marble game received resistance from the young 

children. However, the older children displayed the 

autonomous morality, thus, they accepted the change and 

recognized that rules were subject to change by consensus, 

because they were socially agreed upon conventions. Santrock 

(1990) further notes that for the heteronomous thinker, the 

underlying intentions play no role in the judgment of the 

rightness or goodness of a behavior but the observable 

consequences do. Another sign of het eronomous th i nker is 

his/her belief in imminent justice--i.e., the child's belief 

that the violation of the rules automatically leads to 

punishment. This belief is reflected in the behavior of 

youn~ children when they look around worriedly after breaking 

a rule, expecting immediate and inevitable punishm~nt. Older 

children, on the other hand, displaying autonomous morality, 

are able to understand that punishment is a social input and 

that hel.she will be punished only if a cCincerned individua,l 
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sees his/her violation of the rule • 

.::1,:..,.;;3:;,;.:..,..;:;:1'-'<""c::...;.,.>_...:K.,:.o:..:..:h:..:l:...:b::,;e:::..:...r.,::QL'-'s:=.. stages of .oral develop.ent. In contrast 

to the assumption of the existence of fixed traits, Kohlberg 

proposed that moral character develops and moral growth 

occurs in a series of developmental stages. He asked people 

from different backgrounds and different ages to respond to 

problems involving moral di lemmas. From the responses, he 

came up with six judgmental systems that led him to generate 

six stages of moral development. The firs t; two stage s .are 

called preconventional !loral ity, corresponding to ages 

between zero to nine (Spt4 inthall & Sprinthall, 1981), 

According to Sprinthall and Sprinthall (1981)~ "What 

Piaget identified as stages of cognitive development and what 

Erikson suggested to be the stages of personal development, 

Kohlberg described as the stages of moral development n 

(p. 200). The first two stages will be examined here because 

of their correspondence to infancy and early childhood years. 

Stage 1 is the punishment and the obedience stage. 

The person obeys and makes moral decisions based on a very 

simple concept ion of physical and material pO\.'Jer. Judgment 

relates to physical consequences of action. One's motives are 

dominated by fear of punishment. The self is seen as being 

dominated by other sources. In Stage 2 the actions ay'e based 

on satisfying ones own personal need. There is the notion of 

exchanging favors but with a bit more benefit for one's self~ 



27 

In other words, moral thinking shows an instrumental hedonism 

that provides little regard for the other person. There is a 

materialistic orientation. There is a one-way concern about 

the other person, in that one considers the needs of the 

other person if he/she thinks that it will benefit him/her. 

Compared to th is stage, in Stage 1 the person is more se 1 f 

concerned (Sprinthall and Sprinthall, 19SUe 

Discussing the implications of Kohlberg' 5 first two 

stages fo\," teaching, Hendrick <1988> stated what Santl~ock 

(1990) explained about the judgments of the hete~Qnomous 

thinker. He points out that for young children right is what 

the rule says (1. e., they don't reason or question the 

fairness of the rule), and that they base their judgments 

only on the observable consequences of the events (i.e., they 

focus on results rather than the underlying intentions). As 

Hendrick indicates: 

Four year olds approaching stage 2 are beginning to 

understand a very simple form of reciprocity as 

justice The implication for teaching ••• is-that 

this is a practical time to introduce the concept of 

bargaining as an alternative to simply demanding what 

one wants (p. 195). 

According to Hendrick (1988) , both Piaget and 

Kohlberg stress the fact that the young child is self­

centered and this egocentrism prevents his imagining himself 
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in the shoes of another. He po i nt s t a the research find i ng 

that "young chi ldren who are taught by parents and teachers 

using other-person-oriented rather than rule-oriented reasons 

for behavior tend to be more mature morally than are 

youngsters who are simply provided with arbitrary rules" 

(p. 196) a Hendrick seems to value Damon's (1978) indication 

that the interplay between cognitive maturation and social 

experience leads to the progression from one stage to the 

next. Social learning theory explains the processes 

i nvo 1 ved in the deve 1 opment of moral behav i or during th is 

progt'ession. 

1.3. 1 (d) Social Learning Theory-- Santrock (1990) indicates 

that social learning theory has influenced the study of moral 

behavior. According to hill, chi ldren' s moral behavior is 

explained by the main processes of this theory. These 

processes are: reinforcement, punishment and imitation. An 

enormous amount of evidence shows that children imitate the 

models around them and that such imitation helps children 

learn new behaviors (Bep., 1975). 

Apart from its stress on the role of imitation on 

moral development, there are two important points about the 

social learning view of the moral development: First, 

there is an extensive situational influence on moral 

development. In other words, the behavior of a child in a 

particular situation is only weakly related to his/her 

behavior in other situations. Second, the development of 



~9 

self control is strongly important because of its links to 

the ability to resist temptation. The child should control 

his/her impulses when he/she wants something prohibited. 

Accordingly, he/she must learn how to be patient, and how to 

delay gratification. Recently, social learning theorists 

assumed cognitive?actors to play an important role in the 

ch i Id' s deve lopment of se I f contro 1 (Santrock, 1990). 

1.3.2 Develop.ent of Self 

The earl y phases of the deve 1 opment of se 1 f concept 

involve two cognitive accomplishments: 1) The child should 

rea 1 i ze that he/she is separat e from others; that hi s/her 

body and the mother's body are not a single unit. Parallel to 

the development of the object concept during the first six or 

eight months, the not ion of separat ion of sel f from the rest 

of the world develops. 2) Following the notion of the 

separation of self, the child starts to understand that self 

is a constant event. At this point the child begins to see 

his/her body and his/her self as a single and continuous 

event. It is this understanding that leads to the 

development of a stable concept of self. The experience of 

this understanding during the first several years turns into 

a stable and unitary view of one's self by two or three years 

£;If age (Bee, 1975). 

Harter (1983) summarizes four major approaches to the 

emergence of self during infancy: 
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a. Visual recognition studies: These studies provide evidence 

that during infanCy the first development of the sense of 

self involves a sense of it as subject--i. e., "an active 

agent independent of other active agents" ( p. 290). FoIl ow i n g 

this developmental acquisition comes the infant' s 

appreciation of "self as a physical object with invariant 

features that it can recognize and differentiate from others 

as recognizable objects" (pp. 290-292). The results of these 

studies suggest that the infant learns the self as agent 

before learning the other as agent; while the learning of the 

self as a recognizable object comes after the learning of the 

other as a recognizable object. 

b. Mahler's phases of separation-individuation: This model 

holds a view of self-other differentiation with a more socio-

emotional thrust. Taking mother as the center of the 

separation-individuation process, this theory is interested 

in the infant's developing representations of more the mother 

rather than of the self. During infancy a stable or constant 

intrapsychic representation of mother is developed~ This 

representation of the mother helps the infant to feel 

comforted when the mother is absent. 

c. Ainsworth's phases of attachment: This theory converges to 

Mahler's, in stage descriptions of the attachment process. 

Additionally, there is an emphasis on the delineation of 

individual differences in the pattern or nature of the 

attachment bond and the possible effects of these differences 

on child~en's developing sense of self. 
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d. Sander's stages of mother-infant interaction: This model 

can be considered 'as a first step of an attempt to integrate 

the preceding three frameworks, in order to provide a 

comprehensive model of the development of the self 

understanding. Interested in how the particular features of 

the mother-infant interaction affects the infant's emerging 

sense of self, Sander primarily focused "on the cogniti .... F; 

representat ions that come to define the se 1 f as an act i ve 

agent, schemata that form the basis for one's sense of self­

constancy" (Harter, 1983, p. 292). 

Children's realization that they are distinct f'r"om 

other people comes by the age of two (Clarke-Stewart et alv~ 

1988) • Bee (1975) indicates, that it is only about two years 

of age that children begin to use their own name when 

referring to themselves. She points out that around the age 

of three the ch i ld beg ins to show cons iderabl e i ndep~ndence 

and insistence on autonomy, which may reflect the developing 

concept of the self. The assertive attempt to do things by 

him/herself enables the child to measure the boundaries of 

his/her skills. 

According to Allport <cited in Bee~ 1975) ~ by age 

four, the extension of self indulges in possessiveness. The 

c.hild's increasing participation in cooper'ative rather than 

parallel play can be a reason for this possessiveness. 

Other's judgments about one's abilities and behavior are 

perceived by the child during the early years, a,nd it is 
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these early inputs that help the child to form his/her 

overall self-image. Around age five or six there stalAts the 

verbalization of one's feelings about one's self. The child 

at this stage has positive and negative judgments about him! 

herself. The child's knowledge and belief about him/herself 

is shaped by environmental messages--i. e., the judgments of 

others about him/her and by their actions toward him/her-- as 

well as by his/her own experiences of competence and failure 

(Bee, 1975). 

Like many researchers interested in the issues Harter 

(1983) also points out the importance of the social context 

in examining the self in relation to others during childhood. 

According to her, in order to understand how the judgments of 

significant others affect one's concept of self, it 15 

important to examine the interface between cogn it i '.Je-

developmental factors and social influences, in the form of 

perspective taking. Another related important point comes 

from the ideas and findings of some researchers that fo\~ 

preschoolers the definition of self comes in terms of 

physical actions and possessions rather than abstract 

psychological qualities (Broughton, 1978; 

al., 1988; Keller, Ford and Meacham, 

Peevers, 1974). 

Clarke-Stewart 

1978; Secord and 
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1.3.3 Social cognition and social intelligence 

The development of social knowledge and social 

reasoning have been studied only during the past 15 years 

(Shantz, 11383). Taylor (113130) indicates that dU'ring this 

period very little social intelligence research has been 

carried out, and that there have been no attempts in the 

related literature to directly connect social intelligence 

theory with social competence. He claims that using 

different terms, concepts similar to social intelligence have 

been investigated by behavioral scientists. According to 

him, in the literature related to social perception~ social 

competence, social cognition and person perception, there is 

information parallel to the concept of social intelligence. 

Rubin and Everett (11382) believe that the recent 

trend to investigate how chi Idren conceptualiz.e the 

figurative and literal points of views of others stems from 

Piaget's idea that similar cognitive operations work in the 

growth of knowledge concerning the social-personal and the 

physical worlds. They state that this new line of research 

emphasizes the child's engagement in 

"child's abilities to think about 

social 

their 

cognizing, i.e. 5 

social worlds" 

(p. ·137). According to Shantz (lg83}, social development and 

cognitive development have been studied as largely isolated 

from each other, and the field 

development tries to understand the 

of social cognitive 

relation between social 

behavior and cognitive development. Another important feature 
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of the field of social-cognitive development stated by Shantz 

is its attempt to extend the study of ccgnitive development 

from the traditional nonsocial problems to social ones. 

Shant z (1983) explains the three maj or streams of 

work in the field of social-cognitive development as follo~s: 

a) Piagetian view of cognitive development: Piaget was 

interested in understanding how children communicate with 

one another and how they understand the rul es of games. 

Although the portion of his work dealing with social 

concepts and reasoning was small, providing him less clear 

evidence for the stages of the social concept development 

than in the nonsocial areas, this wol"~{ resulted in his 

proposition of the construct of egocentrism. A good deal of 

research has focused on this construct. 

b) Studies by social psychologists on adul t s ~ social 

reasoning and social judgment. 

c) Recent belief in the need for observation of children in 

social interaction in order to gather information about 

social knowledge and reasoning. 

1.3.3(a) Developaent of social understanding during the 

preschool years. During preschool years children develop 

some skills that help them deal with important aspects of 

social understanding. These aspects are: understanding 

people who exist in one' 5 social world; interpreting their 

emotions and intentions; and effective communication with 
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people around. During the early childhood period children 

start to learn to understand people's emotional expressions 

and to guess the emot ions that a.re like I y to be provoked in 

particular situations. By age three children are able not 

only to recognize and label facial expressions but also to 

give examples of these expressions a~ well. Different studies 

have led to the conc~usion that the preschooler's 

interpretations of emotional expressions and social 

of the situations are clearly more skillful than that 

toddler's. However, they make interpretations that are still 

relatively unsophisticated, superficial and unsubtle (Clarke­

Stewart et al., 1988). 

According to Fogel and Melson (1988), following a 

cognitive developmental framework i Selman (1980) proposed the 

most comprehens i ve theory about i nt erpersonal understand i ng. 

They state that in order to gather information about how 

children view people around them, friendships, parent-child 

relations and peer grQups, Selman made extensive interviews 

with children at different levels of age. SOMe researchers 

mention Selman's view as a model of social perspective taking 

(Shantz, 1983; Rubin &. Everett, 1982). Examining the social 

perspective taking in young children, Rubin and Everett 

(1982) placed Selman~s model under the category of cognitive 

perspective taking which they define as follows: lithe ability 

to cons ider others' thought sand i nt ent ions 10 (p. 97). The 

other social perspective taking categories they mention are 

affectiv'e and spatial perspective taking. Selman, Schorin, 
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Stone & Phelps (1983) proposed that in the early years of 

development the child discovers the capacity of social 

perspective taking. 

According to Selman and his co 11 eagues, the 

definition of the understanding of the interpersonal world 

involves "person's conceptions of other people in general 

(i. e., intrapsychic functioning>, close friendships and peer 

group relations" (Pellegrini, 1985, p. 253). Selman et al. 

(1983) explained that 

confused and syncret ic, 

social und~rstanding 

a.nd that it is about 

initially is 

three to six 

years that the first of the five qualitative levels of 

reflective understanding appears. Rubin and Everett (1982) 

state that this first stage is called Stage 0 (egocentric 

role taking stage), and that although the child can not make 

a distinction between his own perspective and those of others 

who share a common experience, he is able to understand that 

others may have distinct thoughts and feelings. According to 

these two authors, in this stage the child thinks that the 

experience shared with others is perceived by others in the 

same way as by the self. Selman et ale proposed two 

important realizations emerging in this first level: 

"a) distinction within the self between intentional and 

unintentional actions, b) a distinction between self and 

-other, the recognition that different persons mayor may not 

have different subjective perspectives on the objectively 

same social situation" (p. 82), 
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Shantz (1983) describes two major models of 

perspective taking one of which is Selman's model. Examining 

the two mode I s, she decides that descri bi ng the different 

types of perspective coordination that occur in ontogenic 

development, Selman's is more structural. The second mode 1 

she describes is Flavell's (19G8), which is an information 

processing model sequencing four cognitive acts in learning 

to take the role of another: 1-Existence, 2-Recognition of 

need, 3-Inference, 4-Application. The existence phase is a 

period wher~ the individual engaged in social cognition 

discovers the possibility of the existence of different 

points of view possessed by different people. 

Flavell and his colleagues have extensively studied the 

existence phase 

(Shantz, 1983). 

propositions on 

in the spatial perspective taking view 

Rubin and Everett (1982) present Flavell's 

spatial perspective taking as follows: 

Flavell attributes the children's performance variation on 

different spatial tasks to the existence of two different 

perspective taking levels. The first level refers to the 

skills of 3 year aids. The child in this level is able to 

recognize that others may have a vision of the objects 

different from the self, and to identify what objects are in 

the vis i on of others. In I at er preschoo I years the ch i ld 

.possesses the skill denoted by the second level. In this 

level the child not only discovers what others see, but also 

understands the way others view objects and events. 
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1.3.3(b) Interpersonal proble. solving. Rubin and Rose-

Krasnor (1992) discussed the importance of interpersonal 

exchanges of ideas, perspectives and concerned actions on the 

promotion of development of social cognition and social 

different definitions of social competence. Providing 

compet ence by different researchers within an interpersonal 

problem solving framework, these two authors concluded that 

the concerned definitions shared the following features: 

1) In their definitions of social competence, most 

researchers refer to "effectiveness" 

2) "Competence" seem to refer to the person's manipulati,on of 

others to meet his/her own needs and goals. It 

important in this manipulation to use "conventionally 

accepted means in accord with common sense" (p. 285) 

After reviewing different related definitions, Rubin 

and Rose-Krasnor 

social competence 

( 1992) 

as 

provide their own definition of 

follows: "the abil i ty to achieve 

personal goals in social interaction while simultaneously 

maintaining positive relationships with others over time and 

across situations" (p: 285), 

Pellegrini (1985) contends that two aspects of social 

cogn it i on are i nt erpersonal underst and i ng and means-e~lds 

problem solving ability. He reports Jahoda (1953) to be one 

of the first researchers to recognize the possibility that 

the individual chooses and applies a variety of problem 
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solving skills and strategies in problellatic social 

situations. According to him, the variety of discrete social 

problem solving skills identified in a recent body of 

research, shows that the ability of means-ends thinking plays 

the central role as a mediator of adjustment from middle 

childhood onward. Pellegrini presents the definition of this 

ability as "the ability to plan and coordinate a series of 

specific steps in order to reach a social goal and to 

recognize potential obstacles and alternative means t~J the 

goal within a realistic time framework" ( p. 254) • 

Furthermore, he claims a positive relationship between the 

maturity of one's interpersonal understanding and 

effectiveness of one's means-ends thinking. 

Rubi nand Rose-Krasnor (1992) exam i ned the canst rLK~t 

of interpersonal problem solving by reviewing the literature 

extant and they concluded that the study of interpersonal 

problem solving and social competence is still in its 

infancy. They prov ide a good deal of i nfol~mat i on about the 

conceptual models for the processing of social information: 

Goldfried and D' Zurilla (1959) pt~ovided one of the 

earliest models of social competence. Their approach to 

problem solving ability suggested a multistep process. This 

'process sequence included: 1-Identifying a problematic 

situation, 2-Generating possible alternatives to solve the 

problem, 3-Deciding on an appropriate alternative for the 

situation, and 4-Implementing the chosen strategy. This model 
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( 1 '374), ~lh 0 

proposed that the best definition of children's social 

competence involves a set of interrelnted interpersonal 

cognitive problem solving skills. Assuming a developmental 

framework for the elements of these skills Spivack and Shure 

diverged from Goldfried and D'Zurilla's model. According to 

them the interpersonal cognitive problem solving skills 

included the following components: a) the ability to sense or 

to cognize interpersonal 

alternative solutions to 

problems, 

solve 

b) generation of 

these probl ems, 

c) consideration of step-by-step means to achiev~ social 

goals (means-ends thinking), d) articulation of th. 

consequences of social acts for one's self and for ethers, 

and generation of alternative consequences 

significant acts before deciding how to behave (casual 

thinking), e) identification of and understanding the motives 

and behaviors of others. Including advanced perspective 

taking skills and the ability to appreciate consequences play 

important role in the last three components of interpersonal 

co g nit i ve pr 0 b 1 em so 1 v in 9 ski 11 s. However, according to a 

strictly Piagetian view the possession of advanced 

perspective taking skills and the ability to appreciate 

consequences are virtually nonexistent in early childhood 

(Rubin and Rose-Krasnor, 1992). 

According to Rubin and Rose-Krasnor (1992), there are 

three major models of social competence that emerged in the 

1980' s.' One of them is Selman's model, which they assumed to 
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have a neo-Piagetian perspective and called a "model of 

interpersonal negotiation and communicative competence" 

(p. 293). They claim that the other two models have a 

decidedly information processing bias: 

1) Rubin and Rose-Krasnor's Social Information Processing 

Model of Social Competence- Emphasizing the significance 

of context this mode1 takes into account the following 

components: a) children's social goals (goals refer to the 

end state of the problem solving process and they are the 

basis for outcome feedba::id, b) accessing and selecting 

strategies (There are several means that strategies are 

chosen to achieve social goals; e. g., retrieval fl~om a 

cognitive repertoire, generating and testing the available 

strategies) c) production of strategy behaviors in the 

relat ive context, d) outcome of the strategy (assessment 

of the relative success of the initial problem solving 

i nt erchange) e) Th is last component comes on stage when 

the initial strategy is judged to be a failure. In such a 

case three opt ions are poss i bl e: i) st oppi ng the sequence 

and leaving the goal unattained, ii) repetition of the 

original strategy, iii> alteration of the 

strategy to reach the same goal. The behaviors of social 

competence are significantly influenced by factors such as 

internalized attributions, self perceptions and emotions 

(Rubin and Rose-Krasnor 1992). 

2) Dodge's Model of Social Information Processing: This model 

aimed to explain and predict the consistent demonstration 



-42 

of aggressive behavior in children. Four sequential steps 

are proposed to be necessary for the demonstration of 

skilled social behavior: a) encoding of social cues, 

b) interpretation of the encoded cues, c) accessing and 

generating possible )""'esponses to the interpreted social 

cues, d) enact ing the chosen response. Like Rubin and 

Rose-Krasnor's model, Dodge's also incorporates the rapid 

occurrence of the processing steps in real time. Moreover, 

both models assume a dynamic interrelation as well as 

separation among the information processing steps and a 

particular sequencing of these steps. Finally, both 

models assume the possibility of the processing to be 

automatic at the unconcious level. However, Dodge's model 

focuses on externalizing disorders whereas Rubin and Rose-

Krasnor's focus is 

difficulties. Besides, 

on chi Idren 

Rubin 

with 

and 

internalizing 

Rose-Krasnor's 

examination involves observation of social activity while 

Dodge's involves more the use of interview procedures. 

-=1:..:: .. ,-,3==-.-=3::..(~c~) __ S==o-=c:..:i::..;a=-1 intell igence. One reason for the recent 

attention to social intelligence by a growing number of 

researchers is the curiosity of psychologists, educators and 

parents about the relationship of traditional measures of 

intelligence to the demands of everyday reality. Since 

everyday life necessitates some interpersonal skills to get 

along with people around, these skills might be as crucial as 

testing the spatial ability or analogical reasoning. Not only 

that there may be up to 29 different indicators of social 
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competence, but some trai t s (e. g. , assertiveness or 

independence) might be appropriate in one situation while 

inappropriate in another. Knowing when to use such skills is 

one important index of social intelligence (Rice, 1979). 

Keating (1978) states that the term 

term 

"socia.l 

"social competence" can be used instead of the 

intelligence", "if one prefers to reserve intelligence for 

more traditional uses" (p. 218). Wilkinson (1983) proposes 

that "the term socia 1 i nte 11 i gence refers to the range of 

huma.n competencies involved in functionally appropriate 

i nt erpersona 1 beha..., i ors" (p. 305). Her conception of social 

intelligence includes communicative competence as the main 

aspect, and this competence refers to "the ability to 

communicate effectively in social situations" (p. 305) ~ 

According to Wilkinson (1983), one examination by Sternberg, 

Conway, Ketron and Bernst e in <1981> demonstrated that beth 

experts and nonprofessionals in the intelligence testing 

movement assumed a domain of social competence underlying 

human intelligence. However, she claims nonprofessionals to 

be more likely to describe social intelligence as a 

significant separate factor fallowing the factors of verbal 

ability and practical ability. This factor of social 

intelligence involves the components such as sensitivity to 

. the needs and wishes of other people and being easily 

interested in the environment. 
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Ford and Tisak (1983) suggest thrEe criteria defining 

the domain of social intelligence as it appears in the 

literature: (a) Decoding of social information- involves the 

abilities of understanding nonverbal cues and making correct 

social inferences. (b) Effectiveness or adaptiveness of one's 

social pe'rformances- In this criterion, the key element in 

the definition of social intelligence is the behavioral 

outcomes which are supposed to be preceded by social-

cognitive skills. (c) Measure af any social skill is treated 

as inc luded wi thi n the domain of social i nt e 11 i gence. Ford 

and Tisak state that in their study searching for social 

intelligence, they used the behavioral effectiveness 

criterion to define social intelligence. They define social 

intelligence as "one's ability to accomplish relevant 

objectives in specific social settings" (p. 197), 

It was Thorndike in 1920 first to present the idea 

that there is a social intelligence distinct and different 

from other intellectual orocesses such as academic skills 

(Ford & Ti sak, 1983; Taylor, 1990) • Another important 

Y'esearcher on this issue pointed out by Taylor (1990) is 

Chapin (1942) being among the firsts to study the 

relationship between the internal psychological processes and 

social behavior. He states that according to Chapin (1942), 

being triggered by cues, the social insights or skills allow 

people to appropriately change from one environmental context 

to another; and these skills involve both unconscious 
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motivations and cognitive functions. 

The 1960' s witnessed the most intensive period of 

social intelligence research and instrument development. 

Guilford's theory proposed that behavioral skills were 

separate from academic abilities and that they involved at 

least 30 measurable social factors (Guilford et al. 1965>­

Unlike Guilford, the new social intelligence models--i. e., 

the ones emerging during the 1980's--emphasize interactional 

ecological and contextual issues. Also more emphasis on 

common or practical skills required for work, interpersonal 

relationships, social planning and daily living is provided 

by these new models. The idea of social intelligence maturity 

evolving through identifiable stages gained importance. The 

studies of many investigators supported this notion that 

social growth is stage dependent (Taylor, 1990). 

According to Taylor (1990), psychosocial maturity is 

assumed to include three processes: "(1) effective individual 

functioning, (2) effective social relationships, and 

(3) systems maintenance" ( p. 448) • He indicates that 

effective social relationships involve some features of 

mutual predictability, which refers to individual's 

capability of predicting relative constancy of attitudes, 

val u e s , and be h a v i 0 r s oft h e pea pie i n his I h er fie I d 0 f 

interaction. Taylor also points out Marlowe's ( 1986) 

demonstration that social intelligence involves five factors, 

each of which is independent of verbal and academic· 
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intell igence. 

or interest, 

These fact ors are: U(l) prosocial attitudes 

(2) social skills, (3) empathy sk ills, 

(4) emotionality and (5) social an)(iety" (p. 448). 

In his 

assessment of 

e)(tensive review of 

social intelligence, 

literature on the 

Taylor (1990) also 

mentions Gardner's theory as one of the recent models 

expanding social intelligence concepts to include social 

psychological and neurological terms. ~kcording to him, in 

Gardner's model social intelligence is referred to as 

personal intelligence, being an independent system 

coordinated by the frontal lobe. He specifically points out 

Gardner's belief in the influence of culture and history on 

the development and e)(pression of social intelligence. He 

further states that a study carried out by him and his 

colleagues (Taylor et ale , 1988) pr()vided support for 

Gardner's primary concepts. 

Keating (1978) tried to investigate social 

intelligence as a separate domain of ability, however, his 

study was not able to support the e)(istence of a social 

intelligence domain. He reported three criteria for the 

selection of the social intelligence measures in his study: 

"a) location within the 

-intelligence, b) existence 

evidence, (c) objective 

(p. 218). 

conceptual domain 

of reasonable 

scorability and 

of social 

validational 

reliability" 
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Ford and Tisak (1983) followed Keating's ( 1978) 

study. Using the same methodological model--i.e., 

correlational analyses--they were able to find a distinct 

social intelligence factor. They indicate that in Keating's 

(1978) study, the failure of correlational analyses to 

support the existence of a social intelligence domain is 

consistent with most previous research. They agree with 

Keating's (1978) own explanation of the negative results of 

his study, pointing at the possibility of the inadequacy of 

the selected measures for the social intell igence domain. 

Emphasizing the behavioral effectiveness criterion Ford and 

Ti sak corre lated four measures of academic i nt e 11 igence and 

six measures of social intelligence in three different way~. 

They were not only able to demonstrate both convergent and 

discriminant validity as a result of the univariate 

correlations, but they also found a distinct social 

intelligence factor as a result of factor analyses. 

Furthermore, their study reversed the finding of Keating 

(1978) suggest i ng that the academ ic measures are a bett er 

predictor (than the social measures) of social competence. As 

a result of the related multiple regression analYf.is~ Ford 

and Tisak found a greater power of social measures to predict 

a behavioral measure of social effectiveness. They attributed 

the success of their study to the clear and consistent use of 

·a behavioral effectiveness criterion in selecting the 

measures of social intelligence; and they concluded that 

their study supported the identification of an empirically 

coherent domain of social intelligence at least within the 
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adolescent age range (their subjec;ts consisted of 620 

ado 1 escent s) • 

Wi 1 kin s on (1983) describes three main i SS~.les 

recurring consistently in the eight decades of research of 

adults and infants, and she maintains that there has been no 

resolution to these controversies. These issues are as. 

follows: (a) Is social inteiligence a separate factor Ot~ a 

socia,l application of general intelligence? (b) Should the 

measure of social i nt e 11 i gence i ncl ude the usa> of st andard 

test s or the observat i on of the nat ural behav i or? " lS 

social intelligence influenced by experience? 

1.3.3(d) Assess.ent of social intelligencf!a Taylol~ (1990) 

draws attention to the definition ~f intelligence by Wechsler 

(1975) as "the capacity for understandi ng, coping 

responding to life events" (p. 446), and he criticizes that 

most IQ scores have almost no reflection of the brain's 

social domain. According to him, instruments with l:Q scares 

not only fail to indicate the degree of support an individual 

experiences within an environmental setting, but they also do 

not assist in estimating skill changes from one environment 

to another. Ford and Tisak (1983) indicate that being 

modeled after the traditional intelligence tests, most social 

intelligence measures included items that are abstract, 

decontextualized and outside the range of everyday problems. 

As a result of this kind of a measurement strategy, they 

claim that most social intelligence tests do not have a link 
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with one's actual competence in salient social situations. 

Wilkinson (1983) examines different views of various 

researchers on the assessment of social competence. According 

to her, Zig ler and Trickett (1978) proposed t.wo cri t eri a to 

be tapped by the assessment of social competence. These were 

the success of the person in meeting the societal 

the self actualization or personal 

human being. As Wilkinson stat es, Lee 

expectations; and 

development of the 

(1979) criticized Zigler and Tt'ickett's model af<, ignoring 

the cultural variations, and proposed that the assessment of 

social competence should include observations of natural 

behavior during social exchanges. She indicatsos that 

according to Lee, this was necessary to understand effective 

behavior, the related goals and the circumstances under which 

it occurs. Wilkinson also presents Greenspan's (1980) belief 

that such assessment should involve a more focused range of 

elements including temperament, character and social 

awareness. She indicates that for Greenspan, both the 

outcome and the process is important in the adaptation of the 

individual to social context; in other words he is interested 

in "whether" and "why" i nd i v i dual s succeed. According to 

Wilkinson, another figure emphaSizing the adaptation of the 

individual to everyday life is Charlesworth (1'376), who also 

.belieyed in the importance of the observation of spontaneous 

behavior in natural circumstances in the assessment of 

individual's intelligence. 
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According to Taylor (1990) , the review of extant 

literature shows that the development of a social 

intelligence scale has been extremely slow and often 

unproductive. He points out two suggestions on the issue that 

appear in the literature: 

1) It is possible to use part of the SOMPA <The System of 

Multicultural Pluralistic Assessment) as a traditional 

psychometric method of measuring social i nt e 11 i gence or 

practical intelligence. Using a behavioral criterion 

mode 1 for instrument construct i on, the rat i ng syst em in 

SOMPA involves the observable behaviors, social and 

cultural learning, multienvironmental role performance and 

academ ic ach i evement. The underl y i ng idea suggest s that 

social intelligence skills and behaviors change according 

to the role and environmental perceptions and therefore 

there is a need for a contextual measurement of abilities 

within specific ecological systems. 

2) Measurement of social i nt ell i gence should be based on a 

system of expert group comparisons. This system 

incorporates the use of a prejudged expert or highly 

skilled group to which an individual's performance is 

compared. 

SOMPA, which is an adaptive-behavior inventory, is 

also mentioned by Rice as a typical attempt at 

measurement of social intelligence or social competence. 

However, Taylor (1990) contends that SOMPA necessitates the 
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use of outside observers and only a limited population can be 

tested with it. According to him the second option suggested 

is also difficult, expensive and almost impossible approach 

for a treatment team to implement. Hence he concludes that 

the unfortunate 

assessments be 

requirement that social 

primarily developed from 

intelligence 

professional 

insights, skills and judgments, forces the clinician to 

construct semistructured interviews and to use some 

established instruments that were not originally designed for 

measuring social intelligence. 

Among the numerous published social 

scales, Taylor (1990) values three: 

1) The Vineland Adaptive Behavior Scales: 

skill rating 

The revised 

interview schedule includes structured questions examining 

communication proficiency, daily living skills, 

socialization, motor skills and maladaptive behaviors. 

The socialization section includes interpersonal 

relationships, play and leisure time, and coping skills. 

Knowledgeable observers provide the data, but an easy 

adaptation of the questions to investigate the client' s 

personal perceptions is also possible. 

2) K-ABC or Kaufman Assessment Battery for Children: Although 

not designed 

following the 

as a social intelligence 

neuropsychological theory, 

instrument, 

this battery 

provides insights into the measurement of social problem 

solving skills, social knowledge and social flexibility. 
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Abilities and perceptions are evaluated in relation to the 

social information. The items' predictive power for actual 

social competence need to 

studies. 

be investigated in future 

3) Social Systems Card Sort: Requiring children to ran~t 

order pict ures of commun it Y syst ems, th i s instrument 

demonstrated that a chi ld' s social knowledge, sel f esteem 

and social maturity is in part dependent on age and social 

perceptions. Although it lacks validity and reliability 

for th~ moment, it seems to be an exce 11 ent instrument to 

use at the beginning of a social intelligence assessment, 

as it produces little client anxiety, asks for opinion 

rather than knowledge and has an assisting process in 

structuring communications. 

Under the light of all the related information, one 

can conclude that there is only a recent attempt to explore 

the field of social intelligence; that possibly because- of 

the lack of a comprehens i ve defi nit i on, there are different 

views and conflicting results of related studies; and that it 

needs an establishment of validity measurement and hence a 

lot of related investigations to be carried out. 

1. 3~ 3 (e) Individual differences 

,social COMpetence, and interpersonal probleM solving skills~ 

Individual differences in social intelligence and 

interpersonal problem solving skills will be examined with 

respect'to social class and sex. As Pellegrini (1985) 
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stat e s, generally, SOCial-cognitive functioning is 

demonstr.~ted to have a little relation to 

modest or moderate relation to social class. 

sex and only a 

i) Social Class Differences in Social Intelligence and 

Interpersonal Proble. Solving Skills •. Tyler (1965) states 

that generally the differences between social clas~es on 

various personality characteristics are wider than their 

differences on measures of abi lit y. She .ent ions different 

studies providing evidence that there are significant class 

differences in interests, attitudes and values. 

him, an important related issue is that class differences in 

personality traits are related to class differences in 

methods of rearing children. He mentions one main difference 

that appeared as a result of re 1 at ed st ud i es~ in that lower 

class child is not taught to inhibit his aggressive and 

sexual impulses, as is the middle class child; and that the 

lower class child seeks immediate gratification rather than 

deferred satisfaction. 

Tyler (1965) also points out some stUdies supporting 

the oversocialization of children in the middle and lower 

classes, in that middle class children are found to express 

feelings less directly and exercise more self-control. One of 

such studies is Alper et al.'s (1955), whe're they found four 

year olds from middle and lower classes displaying different 

reactions to fingerpaints. Finding middle class children to 

be more anxious about smearing paints around, they attributed 
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the differences to socialization factGrs in the two classes, 

and particularly' to the earlier and more ~evere toilet 

training in the middle class. Another interesting example is 

a group of studies carried out by Miller and Swanson (1960). 

Tyler summarizes the important results of these studies and 

she indicates that the results provided evidence for many 

propositions about socialization practices that were in line 

with the psychoanalytic theory. The results showed that while 

middle class parents displayed more psychological methods of 

discipl ine, working class mothers ('mployed more the use of 

corporal punishment and either concrete rewards or no rewards 

at all. Moreover, the middle classes incorporated earlier 

weaning and more forceful toilet training. Tyler concludes 

that "As Freud would have predicted, these differences 

resulted in more repressive kind of defenses, along with more 

planning and self control, in middle class children, and to 

more direct behavioral expressions of anger and anxiety in 

working class ch4ldren." (p. 359) 

There are also other investigators implying the 

indirect effect of different parenting and child rearing 

practices leading to different social behaviors of children 

from different classes (Fogel & Melson, 1'388; Golden & Birns, 

1'383; Hart & Edelstein, 1'392) • Fogel and Melson ( 1'388) 

'summarizes the consistent class differences in parenting as 

found. in research. They mention five dimensions of behavior 

where such differences appeared: responsiveness to children, 

language, discipline, values, affection. They conclude that 
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the middle class parent seems to be ,Il!ore authoritative, and 

less permissive or power assertive than the lower class 

parent. However, Fogel and Melson (1988) draws attention to 

the fact that the concerned research provides overlap in 

parent child 

finding that 

i nt eract ion. 

within class 

They indicate Maccoby's ( 1984) 

variation--differences between 

fami I ies of the same social class--is greater than between 

class variation. 

One jmportant issue with regard children's social 

competence seems to be parent-child interactions, which in 

the early years lead either to a secure or insecure 

attachment (Bee, 1975; Fogel & Melson, 1988; Petit, Dodge and 

Brown, 1988; Rubin & Rose-Krasnor, 1992). According to Rubin 

and Rose-Krasnor (1992) the attachment relationship leads to 

the chi ld' s development of an internal working model of the 

self in relation to others; hence, it is possible to suggest 

a conceptual link to the development of social problem 

solving skills within the context of a secure relationshipe 

They stat e that secure re lat i onsh i ps seemed to be caused in 

part by sensitive and responsive parenting. Some of the 

other important aspects of parent child interaction as it 

relates to social competence of children are presented by 

Rubin and Rose-Krasnor (1992) as follows: 

1) Secure attachment leads the child to actively explore 

the social environment where the child probably will 

experience peer play. 
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2) It is the competent parent who provides the child with an 

appropriate social problem solving model as well as 

encouraging the independent development of the related 

processing skills. The competent parent has the following 

abilities: emotional availability to the child, sensitive 

to social situations as well as the thoughts and emotions 

of his/her child, ability to participate his/her child's 

behaviors and the consequences of the child's actions as 

well as predicting the outcome of his/her own actions. 

3) Insecl're attachment provides the child cognitions of a 

comfortless and unpredictable social universe. Such 

children either withdraw from the social situation or 

engage in an inappropriate exploration involving a kind of 

battle with peers--a behavior that finally leads to peer 

rejection and isolation. 

4) Incompet ent parent sand i nsens i t i ve, unresponsive care 

giving result in an insecure attachment. Having adult 

centered goals and limited range of alternatives of social 

strategies and choosing problem solving strategies that 

are high I Y power assert i ve, i ncompet ent parent s are poor 

problem solvers within the context of the parent child 

relationship. 

Another important issue on children's social 

competence seems to be verbal interaction in the parent­

child relationship. The importance of verbal skills in one's 

self understanding and sllcial competence is noted by 
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different researchers <Golden & Bi rns, 1983; Hart and 

Edelstein, 1992; Luria, 1973; Piche, Rubin and Michlin, 1978; 

Taylor, 1990). 

Assuming that communicative competence is an 

important aspect of social inte11igence, Wilkinson (1963) 

points at the infants' inborn ability to participate in 

soci al i nt eract i on wi th others and the importance of verbal 

and nonverbal communicative behaviors present in the parent-

child relationship in facilitating the acquisition of 

communicative competence. Shachter and Strage (1982) mention 

the importance of social class differences in the socio-

emotional and motivational aspects of the early verbal 

environment. According to them, being an active process, 

language development requires self confidence and motivation 

and it is the responsive style in talking to young children, 

displayed by the high-educationl income mothers that fosters 

the growing autonomy and independence as well as the sel f 

confidence of the language I earni ng chi Id. They arri ve at 

this conclusion by referring to Shachter's (197'3) related 

study where he found differences in responsive speech in 

different social classes; although there was no difference 

in the level of instructiona.l talk and initiation of 

conversations by the mothers of the two social classes. Low­

,education/income mothers were speaking to their children in a 

communication style which involves dirp.ctives and direct 

instruct ions. Whereas high-education/income mothers were 

speaking responsively with their children in a communication 
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started by 

the ch i ld. the child related to topic introduced by 

Furthermore, high-education/income mothers were also found to 

produce three times more (than the low-education/income 

mothers) in response to a prior communication of the child. 

Hart and Edelstein (1992) state that "Vygotsky'15o 

theory would suggest that differences in language use between 

higher and lower social classes merit special attention in 

investigations of the link between social context and self 

understanding. II (p. 365). They provide several reasons for 

social class differences in children's self understanding~ 

These reasons involve comparisons of middle and lower class 

parents, where middle class parents are found: 1) to use more 

personal-subjective statements, 2) more to value intellectual 

achievement, 3) to be more successful in encouraging the 

development of social perspective taking. Although reporting 

a modest effect of social class, Hart and Edelstein (1992) 

found that higher social class children were more likely 

to think of themselves in terms of psychological 

charact eri st ics. According to them, this finding provided 

support to the idea that social class is an influencing 

factor in shaping children's understanding of self. 

Golden and Birns (1983) 

social classes with respect to 

interesting example they provide 

examine studies comparing 

ch i ldren' s behav i or. One 

is a longitudinal study by 

White (1975) where the subjects were 40 children between one 
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and three years of age from five different SES groups. They 

state that using White's index of social competence and some 

cognitive measures including Bayley mental scale, this study 

founc.l no relationship between social class and social 

compet ence at 12 months of age. At three years of age, 

although there was a significant correlation between social 

class and intellectual competence <measured by the Stanford-

Binet), social class did not correlate with social 

competence. After reviewing some studies comparing social 

classes with respect to children's behavior, Golden and Birns 

claim the possibility of an interaction between social class 

and sex on some cognitive and personality measures. Hence, 

they suggest that reports of social class differences should 

provide results on males and females stated separately. 

ii) Sex differences in Social Intelligence and Interpersonal 

ProbleM Solving Skills. Tyler (1965) examines sex differences 

in social sensitivity and organization of personality. 

According to her, a large number of research with different 

measuring techniques and subjects of all ages from preschool 

to adulthood, has shown that females are more dependent upon 

people, and more personal in theilA orientation to life than 

males are. Tyler indicates that many of the developmental 

studies led to the conclusion that the same home influences 

such as child training methods and parental attitudes~ have 

different effects on boys and girls. One of the re lat ed 

examples she provides is Bronfenbrenner'5 (1951) , . ana._ysls of 

home influences related to responsibility and leadership in 
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tenth graders. The results indicated that boys with warm and 

nurturant mothers and moderately strong disciplinarian 

fathers, were found to be high in responsibility and 

leadership traits. However, for girls, strong paternal 

discipline was related to irresponsibility; and nurturance 

and warmth were associated to dependency Y'ather ·than 

leadership. Another interesting example provided by Tyler is 

Schaefer and Bayley's (1963) analysis of a longitudinal data 

from infancy through adolescence. According to Tyler (1965}, 

their interpretation the results of this analys.is 

suggested that the adjustment measure of boys demonstrated 

mot~e stable developmental structures of interpersonal 

relationships, while the adjustment measure of girls provided 

their current interpersonal worlds. A related investigation 

by Shure and Spivack (1978) demonstrated that 

choice of inductive techniques 

explaining consequences) to 

interpersonal problem solving 

(suggesting 

socialize 

skills was 

solut ions~ 

children's 

associated 

sign i ficant 1 y wi th the i r daught er' s product i on of numerous 

alternatives to hypothetical social dilemmas. Similar 

findings were not discovered for mothers and their sons" 

(Rubin and Rose-Krasnor, 1992, p. 306). 

Like in SES differences, some researchp.rs indica.te 

~he importance of different parental attitudes on development 

of sex differences. Bee (1975) pointed at differences in 

infant rearing that t'esult in a more secu'r'e attachment of 

girls <than boys) to their mothers. Another example is Fogel 
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and Melson (1988) who indicated that ~there are sOllie studies 

on early parent-child i nt eract ion, which illustrate 

differences in parental behavior and attitudes toward each 

sex. Examining individual differences in emotional 

understand i ng, Foge I and Me I son (1988) stat e that there are 

no consistent sex differences found by the research extant to 

support the belief that girls show roore sensitivity and 

caring than boys. Instead they emphasize the role of 

environmental experiences (especially parental attitude and 

play experiences) to explain individual d i ffet'ences in 

understanding the feelings of others. 

Providing a good summary of sex differences an 

personality and social interaction, Bee (1975) contends that 

sex differences in personality and behavior are pos.itively 

re lat ed to age; in that the di fference increases wi th age. 

Whereas the behavior of aggression is an exception, there are 

cons i st ent sex differences in aggress i on observed from tha 

earliest years. 

According to Rice (1979), the results of a study 

investigating interpersonal relationships of three year 01ds 

demonstrated that the social behavior of children is effected 

by the family structure and parental beliefs as well as by 

their sex. In this study girls were found to prefer ending of 

a friendship in case of hitting of the friend or the friend 

playing with someone else. Rice also explains the results of 

a study wi th three and a hal f year olds where chi ldren were 
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asked what they would do during a game if there are three 

ch i ldren and on ly two of them want to play. In th i s st udy 

girls were found to be more optimistic than boys in the 

prediction of the success of their strategy. FurthermOt~e, 
.... 
1", 

is stated by Rice that when the first strategies fail, girls 

tend to give up rather than develop alternatives, while bays 

were more likely to display aggressive strategies like 

hitting. Studying children's influence strategies, Cowan and 

Awant s (1988) found ev idence support i ng the idea that sex 

differences in strategy use emerge in childhood; and that the 

socialization within the family may have a partial influence 

on these sex differences. 

1.3.3(f) The i.portance of peer relations in children's 

social co.petence and interpersonal proble. solving skills., 

As Santrock (1990) indicates, Piaget believed that the social 

interaction experienced in peer relations fosters the 

deve I opment of soc ial understand i ng. He al so po i nt s at the 

similarity of power and status of others to the individual in 

the peer group. According to him, this feature of peer group 

helps the child to be engaged in the negotiation and 

coordination of plans as well as in reasoning about and 

solving of the probable disagreements. Piaget's proposition 

that conflict resolution during peer play is important in the 

development of children's moral understanding is also 

ment i oned by some other resea'rchers (Berndt, 1983; Cl a'('ke-

Stewa'rt et aI., 1988; Fogel & Melson, 1988; Rubin &. Rose--

Krasnor, 1992). 
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There has been an increasing recognition of the role 

of children's pewr relations in the development of competence 

(Asher, Renshaw & Hymel, 1982). Some investigators indicate 

the strong relationship between children's social skills and 

populari ty among and acceptance by peers (Bee, 1975; Clarl-<e­

Stewart et al., 1988; Hartup, 1992; Rubin & Rose-Krasnor, 

1992) • The general 

accepted children 

view proposes that 

possess positive 

popular 

skills 

and easily 

of social 

compet ence. Asher, Renshaw and Hyme I (1982) po i nt out the 

suggestion by correlational studies that later adjustment 

problems (e. g., dropping out of school, suicide, del inquencY1 

mental health problems, discharge from military service) a.rl? 

related to the early difficulties in social interaction with 

peers. According to these researchers, the acceptance of the 

child by the peer group is an important factor influencing 

the social knowledge and the social behavior of the chi Id. 

They also state the importance of improving children's social 

skills in increasing the acceptance of the child by the 

peers. For Asher, Renshaw and Hyme 1, there are thr'ee mai n 

social skills contributing to peer acceptance: 1) initiating 

interaction with peers, 

3) conflict management. 

1.3.4 Literature in Turkey 

2) maintaining relationship, 

The personal efforts of the present researcher did 

not reveal the existence of any study in Turkey examining 

specifically SES, age or sex differences on social competence 
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in the earl y years of life. However, there are some st ud i e s 

examining child rearing practices and parental attitudes in 

different social classes. One example is Lecompte's (1978) 

study where she examined child rearing practices displayed by 

the different social classes in Turkey. She demonstrated that 

lower class parents do not provide their children with a 

democratic environment involving independence and 

friendliness, but they valued more the discipline and control 

over the children. Lower class parents were found to apply 

control over their children's behavior more than middle class 

parents in a study by Ulugtekin (1977), where she 

investigated the relationship between child rearing practices 

and children's aggressive and dependent behavior. 

According to Bekman (1982), in Turkey, studies of sex 

differences as related to chi ld rearing practices and 

parental values indicate differential attitude towards and 

soc i ali z at ion 0 f boy san d g i r 1 s. On e 0 f the reI ate d e x amp 1 e s 

she provides is Ka~lt91ba~1's (1978) 5tudy,where attitude 

towards and socialization of boys and girls were found to be 

related to sex-role differentiation. Literature outside 

Turkey also points out the environmental assertion that boys 

and girls receive different treatments from bb~th on (Bee, 

1975; Clarke-Stewart, Perlmutter 8. Friedman, 1988; Fogel 8. 

Melson, 1988; Smith &. Cowie, 1988; Tyler, 1.955). 
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1.4 The Concern o~ the Present Study 

The literature reviewl'"d indicated that the 

development of social knowledge and social reasoning were 

studied only recently. The reason for the recent attention on 

social i nt e 11 i gence by a growi ng number of researchers was 

the interest in the relationship of traditional measures of 

intelligence to the demands of everyday reality (Rice, 

Wilkinson (1983) cont ends that 1II0st criticisms 

1979) • 

of the 

traditional concepts of intelligence te3ting reflect the fact 

that the role of social and personal factors in human problem 

so I vi ng behav i or is not explained in these meaSUl~es. The 

attention given to the social aspect of intelligence provided 

the basic push for the present study. Based on Gardner's 

(1983) proposition of the existence of personal intelligences 

independent from other forms of i nt e 11 i gences, the present 

study tries to investigate the social intelligences of a 

group of low- and high-SES TI.1rkish preschoolers. In a way it 

intends to provide a preliminary step towards the development 

of a measurement of social intelligence that would be 

appropriate to use in the educational efforts present in our 

country. 

The literature review related to the SES differences 

in social competence showed that one line of studies focused 

on parent-child interactions. The main idea was that 

differerit parental attitudes led either to secure or insecure 

attachments of children. Another line of studies focused on 
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communicative competence and verbalenv i ronment in different 

social classes. Both line of studies did not find lower 

class parents to provide the positive influences needed to 

promote the development of a secure attachment and the 

development of communicative verbal skills of their children. 

There are two statements to make at this point. First is the 

fact that some investigators value the influence of a secure 

attachment (Bee, 1975; Fogel & Melson, 1988; Petit, Dodge and 

Brown, 1988; Rubin & Rose-Kra',;nor, 1992) and a developed 

communicative competence (Go lden & Bi rns, 1983; Hart & 

Edelstein, 1992; LUt"ia, 1973; Piche, Rubin & Michlin, 1978; 

Taylor, 1990) on the development of self understanding and 

social competence. However, while interacting with their 

children compared to high- or middle-SES parents, low-SES 

parents are generally found to display such behaviors that 

lead to insecure attachment and less developed communicative 

compet ence in the i r ch i ldren. Second is the fact that some 

studies in Turkey (Lecompte, 1978; Ulugtekin~ 1977) revealed 

that the attitude of lower class parents towards their 

children mirrors the attitude of lower class parents examined 

in the lit erature out s ide Turkey. For, the i r behav i ors lack 

the positive influences needed to promote the development of 

social competence in their children. These two facts 

together may lead to the logical statement that just like the 

relative indications stated by the literature outside Turkey, 

the low-SES children in this country live in an environment 

which does not involve the positive influences needed to 

promote their social competence compared to their high-SES 
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counterparts. Hence, it is logical to expect the high-SES 

preschoolers to be better developed on social competence. 

The effect of age and sex variables are always valued 

in the investigations of domains of ability such as social 

compet ence. When one looks at the development of se I f as 

stated by Erikson's psychosocial stages and the development 

of moral reasoning as stated by Piaget's and Kohlberg's 

assumptioTls, it is seen that the related theoretical 

a positive correlation of self explanations proposed 

deve 1 opmeTlt with age. In that, both the deve 1 opment of SI? If 

and the development of moral reasoning are proposed to 

increase with maturation. Some investigators talked about age 

re lat ed d i ff~rences in the development of se 1 f (Bee, 1979; 

Clarke-Stewart et al., 1988; Harter, 1983), which indicates 

infant's and child's awareness of their selves distinct from 

the other people around. The development of social 

understanding is also explained in relation with matura~ion 

of the young child (Clarke-Stewart et al., 1 9a8) • When 

different mode I s of perspect i ve tak i ng (I ike Se I man's and 

Flavell's) and models of interpersonal problem solving skills 

<like Rubin and Krasnor's and Dodge's) are considered one can 

see that these models as well mention the developmental 

changes related with age. Under the light of all these 

information, one can expect that older preschoolers will be 

better developed on social competence than younger 

preschoo 1 ers. The indication by review of literature that 

family influences such as chi ld rearing practices and 
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parental attitudes are different for -boys and girls, suggests 

a difference in children's social intelligence behavior. 

However, since there is no earlier research known to examine 

specifically the sex differences of preschoolers on mea~ures 

of social intell igence (and especially on the one set by 

Project Spectrum as related to social analysis measure), no 

direction can be predicted for sex difference. 

1.4.1 The ai. of the study 

The present study aims to compare a group of low-and 

high-SES Turkish preschoolers on the measures of Gardner's 

(1983) personal intelligences--i.e., intra-personal and 

i nt er-personal i nt e 11 i gences. As the assessment of personal 

intelligences in the preschool years is 

Project Spectrum (1988), the present study 

small part of this project. 

carried out in 

is a replica of a 

Project Spectrum provides two kinds of measurement for the 

assessment of the personal intell igences. Therefore, the two 

SES groups will be compared on these two measurements. First 

there is the measurement of social analysis where the child's 

understanding of him/herself, understanding of peers, 

understanding of social relations, and the sum of these three 

. which gives the child's personal intelligence are measured. 

Second there is the measurement of social roles where 

observation of children in social interaction provides their 

fit ( 0 run fit) in too n e 0 f the f i ve soc i aIr ole s: 1 e ad e r, 
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independent player, facilitator, tea~ player and transitional 

eh i ld. The appropriat eness of the sampl e allows a 1 so the 

comparison of the two age groups (four and five year olds) 

and the two gender groups (boys and girls) on the measures of 

personal intelligence. 

1.4.2 Hypotheses 

In line with all the information gathered so far the 

hypotheses of the present study will be as follows: 

1. Hypotheses related to the SES variable: 

(a) The high-SES children will obtain significantly higher 

scores on all the measures of social analysis than the 

low-SES children. 

(b) The frequency of the high-SES children fitting into 

one of the social roles will be Significantly higher than 

the relative frequency of the 10w~SES children. 

2. Hypotheses related to the AGE variable: 

(a) Five year old preschoolers will obtain significantly 

higher scores on all the measures of social analysis than 

the four year old preschoolers. 

(b) The frequency of the five year old preschoolers 

fitting into one of the social roles will be significantly 

higher than the re lat i ve frequency of the fO!..Ir year old 
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preschoolers. 

3. Hypotheses related to the SEX variable: 

(a) Girls and boys will differ significantly in their 

scores on all the measures of social analysis~ 

(b) Girls and boys will differ significantly on their 

frequencies of fitting into one of the social roles. 

It is very important to consider the social conti:~xt 

in examining the self in relation to others during childhood 

(Harter, 1983). The ecological models of human deve:'loprnent 

(Brim, 1975; Bronfenbrenner, 1976) place a great deal of 

importance on the systems present inch i ldren' s env i rOi1me-nt 

in influencing a child's development. Also Gardner (1983) 

mentioned the importance of the contextual influences on the 

development of personal intelligences. Therefore, a final 

investigation will be carried out to see if the students from 

the four centers included in the study show any difference in 

their scores on the measures of social analysis. 



II. METHOD-

2.1 Purpose OT the Study 

The purpose of the present st udy was to invest i gat e 

the differences 

preschoolers on 

between 

their 

10i00i-

personal 

and high-SES Turkish 

intelligences--i.e., 

intra-personal and inter-personal intelligences. 

2.2 Subjects 

Subjects were 4 and 5 years old children of folt,:" 

educational preschools in istanbul; two serving high-SES 

children and the other two serving low-SES children. Since it 

was almost impossible to find more than two low-SES 

educational preschool centers in istanbul, the total number 

of the centers in the study was kept four for equal sampling 

of SES centers. The number of subjects in each SES group was 

24, making a total of 48 children. Subjects were match~d with 

respect to age and sex in order to eliminate maturity and 

gender effects (See Table 1). 
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TABLE 1 

Distribution of the subjects 

AGE BOVS GIRLS TOTAL 

-4 3 4 7 
CENTER 1 

HIGH-SES 5 3 4 7 

CENTERS 4 3 2 5 
CENTER 2 

5 3 2 5 

4 3 3 6 
CENTER 3 

LOW-SES 5 3 3 6 

CENTERS 4 3 3 6 
CENTER 4 f... 

5 3 3 6 

TOTAL 24 24 48 

The SES levels of the centers were determined 

according to three components . . 1. Geographical location of 

the center, 2. Children's fathers' educational level, and 

3. Ch i Idren' s fathers' occupat i onal 1 eve 1. 

h Geographical location of the center: If a center was 

located in a high-SES area of the city such as Levent or 

Etiler, it was defined as a high-SES center. Whereas if a 

center was located in one of the low-SES areas of istanbul 

such as Ka~lthane or Zeytinburnu, it was defined as a low-

SES center. 

~ Children's fathers' educational level: A center was 

defin,ed as a high-SES center when at l~ast 70j{. of the 
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fathers of attending children were-university graduates. A 

cent er was defined as a low-SES cent er when at least 70"J. 

of the fathers of attending children had an educational 

level less than university. 

~ Children's fathers' .:o.=c:.:::c::.;u=-p~a:.:::t:...:i:...o:::.!.:n.:::a~l=--~l~e::...v~e~l~::..- Ace n t e r wa s 

defined as a high-SES center when at least 70"1- of the 

fathers of attending children were identified as holding 

professional jobs-such as teachers, doctors, lawyers, 

managers. A center was defined as a low-SES center when at 

least 70~ of the fathers of attending children were 

identified as holding a civil servant job, or being a 

worker in a factory or being employed in a small business. 

According to these three criteria, Cent ei~ 1 and 

Center 2 were located in Levent. The percentage of the high­

SES fathers in Center 1 was 85 per cent, while it was 78 per 

cent in Center 2. Center 3 and Center 4 were located in 

Zeytinburnu. The percentage of the low-SES fathers in Center 

3 was BO.5 per cent, and in Center 4 it was 72 per cent. 

2.3 InstrUMents 

In order to serve the aim of this study, the two 

social tasks proposed by the Project Spectrum (Wexler-

Sherman; Gardner & Feldman, 1988) were measured. These 

measures were: 
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1. Social analysis measure: classroom model activity (See 

Appendix I and II) 

2. Social roles measure: observations of execut i ve, 

facilitating and care taking social roles (See Appendix 

III, IV and V) 

2.3.1 Measure.ent of Social Analysis 

Classroo. Model Activity. This was an activity that aimed to 

assess children's abilities to observe, reflect on and 

analyze social events and experiences in their classroom. 

This model allowed children to reflect upon a range of social 

themes without being judged by their peers. The classroom 

model activity was utilized through a classroom replica and a 

classroom model questions sheet. 

1. Classroo. Replicas: In order to carry out the classroom 

model activity, 8 scaled-down three-dimensional replicas of 

the physical classrooms with small cardboard figures of each 

person in each class were constructed. Each model was set on 

an approxima.tely 60x90 cm thick cardboard. The models 

replicated exactly the eight classrooms with the different 

play areas, doors and windows. The materials that were used 

to make the models and the furniture were cardboard, 

pasteboard, color pencils, pieces of cloth, shaped and dried 

colored playdough. The furniture, fabrics and colors were 

matched as closely as possible to the actual classrooM set­

ups. The play areas were identified by creating tiny replicas 
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for each activity--e.g., miniature paintings fer the art 

table, tiny blocks for the block area etc. Every child and 

adult was represented by a Sx7 cm figure made out of thick 

cardboard, with a photograph glued to the front. The figures 

were in a standing position by the help of the attached 

footplates, again made out of the thick cardboard. 

2. Classrooa Model Questions Sheet: It included those 

quest ions that were asked by the researcher to the chi ldren 

duri ng the classroom Riode 1 act i v it y (See Append i xl) • The 

aim of these questions was to identify the children who were 

keen observers of the class~ as well as to probe for a deeper 

understanding of social roles and dynamics. The classroom 

model questions tapped three different aspect of social 

analysis: questions 1 and 2 tapped child's understanding of 

her/ himself; questions 3-6 tapped a child's understanding of 

her/his peers; questions 7-11 tapped a child's understanding 

of social roles. 

The classroom model activity was introduced as 

follows: "Today children will have a chance to play with the 

1 itt 1 eel as s roo m 01"1 e at a t i me • You wi 11 be a b 1 e t 0 use all 

the littie figures of the children and teachers." ["BugUn 

bUtUn ~ocuk1ar slrayla bu kU«;Uk slnlfia oynayabilecek1er. 

'i:f~ret men 1 eri ve «;ocuk 1arl gost eren bUt Un bu kU«;Uk mode II er i 

kullanabileceksiniz."] Then the researcher took each child 

one by one to a corner of the class that was farthest to the 

ongoing circle time activity. Each child wa.s made sure that 
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he/she understood the location of ~ each of the different 

act i v i t y areas by go i ng over the different sect ions of the 

mode I with the researcher. Then the ch i ld was told that all 

of the children and all of the teachers were in their little 

classroom as little figures. The little figures representing 

all the members of the class were lined up at the entrance of 

the little model of the classroom. The photographed faces of 

the figures were turned to the child so that he/she can 

easily recognize them. Then she/he was asked to find 

her/h i mse I f among those li tt Ie fi gures in front or him/her, 

and then the researcher followed the questions on Appendix I 

<classroom model questions), writing the child's responses in 

the appropriate spaces. 

Scoring of the Classroo. Model Questions. The 

majority of children's responses to the Classroom Model 

Questions were scored according to the social map (See 

Appendix II). Social map of each class was filled out by the 

teacher of that class to delineate each child's preferences 

for friends and activity areas and to identify the salient 

friendships and social roles. Filling of the social map was 

done immediately prior to the introduction of the classroom 

model activity to ensure that it reflected children's most 

rece.nt preferences for friends and activity areas. Children 

received some points for their answers that matched the 

information recorded on the social map by their teacher. For 

the purposes of the map "friend" was defined as the child 

with whom one spent the greatest amount of time. 
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Questions 1 and 3-6 were scored with the help of the 

social map. The scari ng for these quest ions was based on a 

correspondence between 

responses. 

the teacher's and the ch i ld' 5 

Question 1: This question asked the child to show where 

hel she spent most of hi s/her time, to expiai n why that was 

his/her favorite activity, and to show a second choice of 

play area. Two points were awarded if the child's answer 

matched the teacher' s relative answer on the social map of 

the class. If the child's first choice did not match but the 

second did, again he/she received two points (See Appendix I 

and I I) • 

Question 2: Like Question 1, Question 2 drew upon self 

knowledge. Posing this question required the use of the 

photographs of children and adults engaged in activities 

related to five of the seven intelligences proposed by 

Gardner (1983). For this purpose, five activities related to 

the concern ed f i ve i nt e 11 i g ence s were pre pared and c"aY"r i ed 

out during the circle times of the days before the Classroom 

Model Activity was carried on. The teachers were asked to 

carry these five activities with their own students and the 

researcher took some photos covering all the children and the 

teacher during these activities. The concerned activities 

were as follows: 

-,a number activity as related to the logico-mathemat;ical 

intelligence: an activity where children counted some beads. 
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-a spatial activity as related to the spatial intelligence: 

an activity where children described the positions of few 

things in relation to each other. <like: in the middle, on 

the side of, on, on the top of, over, above, beneath etc.) 

-a musical activity as related to the musical intelligence: 

an activity where children sang a song together. 

-a story-telling activity as related to the 1 i ngui st ic 

intelligence: an activity where children sat together and 

each child told one part of a simple story that they all 

knew by lookina at the related picture book. 

-an activity using the large muscles as relating to the 

bodily-kinesthetic intelligence: an activity where children 

jumped over big blocks in front of them. 

Showing the pictures related to those five activities, the 

researcher asked the child at which of these games he/she has 

been the best; which has been the hardest for him/her; and 

which has been his/her favorite. 

One point was awarded for an appropriate answer to the 

quest ion "Wh ich one do you thi nk you were the best at? 

Why?"; and one point was awarded for an appropriate answer to 

the question "Which one was hardest for you? Why?". Thus, 

totally two points were allotted for Question 2, if the 

child's responses revealed a sense of self-understanding, 

'e. g., "I 1 ike art the most but, I can't draw that good". The 

question "Which one of the games was your favorite?" did not 

receive any points but were asked to see whether the child's 

favorite activity was the same with the one that he/she 



reported to be the best at (See AppendiK I). 

Question 3: This question asked the child to distribute 

his/her classmates' figures to the play areas according to 

where they liked to play most. One point was awarded for each 

response that corresponded to the names listed on the social 

map filled out by the teacheY'. At maximum six corresponding 

names received points. In other words, even if the 

corresponding names were more than six, the chi ld would get 

six points (See Appendix I and II). 

Question 4: In this question the researcher made use of the 

names present in the special friendships reported by the 

teachers on the social maps, asked the ch i ld to name the 

special friends of four children chosen from the teacher 

report s and seem i ng to be the cent er fi gures of different 

friendship clusters. "Special friend" was defined as the 

ch i ld with whom one spent the great est amount of time. For 

each part of Question 4, one point was awarded for each 

matching answer with the teacher's answer on the social map. 

The child's response was considered as a "match" if she/he 

matched any of the names list ed on the social map (See 

Appendix I and II). 

Question 5: This question asked the child to show someone in 

his/her class who watched what other chi Idren were doing a 

lot of the time. Two points were awarded if the answer 

matched the teacher's related answer on the social map of the 

class (See Appendix I and II). 
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Question 6: This question asked the child to show someone in 

his/her class who liked to play alone 

points were awarded if the answer 

most of the time. Two 

matched the teacher's 

related answer on the social map of the class (See Appendix I 

and I I) • 

Quest ions 7 - 11: These assessed a ch i ld' s underst and i ng of 

social roles. If a chi ld said "I don't know" or gave a 

nonsensical answer, no points were awarded. One point was 

awarded for an answer, but no reason. Two po i nt s were 

awarded for responses with reasons that can be cons idered 

t yp ica I for four year 0 Ids. Responses with expl anat ions that 

indicated an unusual sensitivity to social dynamics or self­

awareness were awarded three points. 

Quest ion 7: Th i s quest i on asked the ch i ld to report hi slher 

special friend and to explain what made the selected child 

the special friend of him/her. Typical responses included 

basic reasons such as stressing the behavior of playing 

together. Examples for 

"because he plays with 

such 

me all 

responses are (two points); 

the time", "because she likes 

to play with me". Examples for responses with a deeper 

understanding of the reciprocal nature of friendship are 

(Three points); .. Ali is a friend of mine, but I'm not sure 

that he thinks of me as one of his friends", "She is my 

favorite friend that I know for a long time. She likes to 

help me with something. If I am hurt she would go to the 

teacher for me and seek he 1 p." (See Append i x 1). 
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Question 8: This question asked the- child why would they 

st i 11 be (or not be) fri ends if hel she and the se 1 ect ed 

special friend fought about a toy. 

a Yes/No answer with no reason. 

One point was awarded for 

Negative responses with 

reason statements such as "No, because we fought" received 

two points. Positive responses with reason statements such as 

"Yes, because we are back together later on" received three 

points (See Appendix I). 

Question 9: This question asked the child to show the friend 

in hi slher cl ass who he I ped ch i Idren when they needed it. 

The most typical response for a child was to name a friend 

and such responses rece i ved two po i nt s if the given name (s) 

matched the name (5) reported by the teacher on the social 

map. If children demonstrated a greater sensitivity to the 

characteristic helping behavior of a friend e. g., saying 

something like: "Fatma helps me when changing my clothes", 

then such responses received three points (See Appendix I 

and I I ) • 

Guestions 10 and 11: These two addressed two kinds of 

leadership roles. 

Question 10 asked the child to report a child in his/her 

clas.s that was bossy and to explain what made that child so 

bossy. If the child's answer matched the teacher's relative 

answer on the social map of the class one point was awarded. 

If the matched name was followed by a reason that could be 

1 for four and five year aIds two points consider~d typica 
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were awarded. Examples of typical responses: "because he 

hits", "because he is older", "because he is wise". If the 

ch i ld' s reason i ng i nvo lved expl anat ions of part icular bossy 

behaviors it wa .. considered to be a three points response. 

An example of such a response was "because Murat is always 

telling kids in blocks what to do" (See Appendix I and II). 

Question 11 asked the child to choose a friend from his/her 

clas~ to be the teacher at meeting time and to explain why 

he/she chose that child. L ike que s t i Q n 10, i f the ch i I d' s 

answer matched the teacher's relati· .. e answer on the social 

map of the class one point was awarded. If the matched name 

was followed by a reason that could be considered typical far 

four and five year olds two points WE're awarded. When a 

child's reasoning involved explanation of the leadership 

qual it ies of the chosen chi Id, such r.?sponse deserved three 

points. An example of a three points response was "me, 

because I know how to take care of babies" or a chi Id who 

picked another child because of such leadership qualities as 

knowing a lot about the classroom (See Appendix I and II). 

2.3.2 Measure.ent of Social Roles 

2 3 2(a) Pe~r In_teraction Checklist. =-=.-..=,:.:.-=....:.=-<--.....--:....:..o""=...;. . 
(See Appendix I I 1) 

According to Project Spectrum (1988) the purpose of this 

checklist was three-fold: 

1. To provide a tool that can be used to analyze peer 

interactions; 
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2. To describe a. range of chi ldren' s behavioral tendencies 

during peer interactions; 

3. To ident i fy ch i ldren who show strength in th i s area by 

consistently assuming a social role. 

The assessment was based on the use of behav i oral 

checklist. The 29 behaviors included in the checklist 

described the diversity of actions and responses that might 

characterize preschool children's interactions with their 

peers. These behaviors could be categorized in terms of one 

of four social rc 1 es that preschoo I ch i ldren might assume. 

These roles were termed leader, f ac iii tat 0 r, independent 

player and team player. In addition to these roles there was 

an intermediate category: transitional child; which might 

help the teachers to identify children who were struggling to 

find a role and who might need some social support. For this 

purpose, children were observed while interacting with peers. 

Then the observed behaviors were tried to fit into one of the 

five social roles. 

Observational Procedure. The researcher worked with three 

female undergraduate university students to help her to 

collect the observational data, since the study had to be 

started and finished during the second semester of the 

educational year. The reason for this study to be carried 

out in the second semester was that by this time children 

would .become acclimated to the routines of the school day, 

and would show preferences for certain children and types of 

activities. This was important for the measurement of both 
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tasks-especially for the classroom mod~l activity. Two of the 

undergraduate observers were psychology students and the 

third one was a counseling student. 

Each child was observed 50 minutes in the morning and 

50 minutes in the afternoon making a total of 100 minutes per 

child. The two 50 minutes -observations per child were held on 

two different days. Besides, each child was observed 50 

minutes by the researcher and 50 minutes by one of the three 

observers. Half of the morning observations as well as half 

of the afternoon observat ions were made by the researcher, 

while the other halves were made by the three observers-each 

sharing 1/3rd of 2400 minutes of observation. Thus the 

researcher made 24 morning observations and 24 afternoon 

observations that included 50 minutes of the 48 subjects 

(2400 minutes), and each observer made 8 morning observations 

and 8 afternoori observations that included 50 minutes of 16 

subjects (800 minutes for each observer). 

The order of observations in each class was 

determined via drawing lottery. The order of the visits to 

the centers was as follows: CENTER 1, CENTER 2, CENTER 3~ 

CENTER 4. This order was determined according to the centers! 

availability of welcoming the study. 

Observational Schedule. The observations were mostly done 

during the child-initiated activities. For this purpose the 

daily programs of each of the 4 centers were examined 

carefull,y in order to decide on an observational schedule 
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that would fit all. The observation of children were made in 

the following periods: 20 minutes of the morning observation 

took place in the teacher and child-initiated activity and 30 

minutes of it took place in the child-initiated activity. On 

the other hand, the afternoon observations were done only in 

the child-initiated activity_ ThE' teacher and child­

initiated activities were either circle time or small group 

time activities; and the child-initiated activities were 

playtime activities. 

Recording or the Observations. During each 10 minutes of 

observation the observer wrote down all the peer interactions 

related to the child observed, including actions and speech. 

A behav i or was checked as much as it has occurred wi th in 10 

minutes period. At the end of each 50 minutes observation the 

observer went over each sheet of observation, carefully 

examined the interactions and identified those behaviors 

which were observed from the 29 behaviors of the checklist. 

In order to make the observation in a systematic way, 

the peer interaction checklist was reorganized. The 29 

behaviors included in the checklist were abbreviated so that 

all would fit on one sheet. Each sheet was used for the 

recording of ten minutes of observation. This sheet also 

included a reasonable blank space for the ten minutes 

~ecord i ng as we 11 as an information section to state the 

name of the observer and the child, the age and sex of the 

child, the date and the time of observation, the type of the 

activity during observation (See Appendix III). 
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Scoring Procedure. At the end of an the observat ions 10 

sheets of checklists were collected for each child. The 

researcher went over the 10 sheets of checklists to decide on 

and to check the most descriptive behaviors for each chi ld. 

For each behavior, the frequencies of checks in the ten 

checklists were added and those behaviors with the highest 

resul tant frequenci es were se I ect ed as the most descri pt i ve 

behaviors of the child. 

According to the Project Spectrum (1988) checking 

seven to nine behaviors for each child would accurately 

c:apt ure a eh i ld' s mode of re lat i ng to peers. However, in 

this study nine to 15 behaviors were selected as the most 

descriptive ones because of the following reasons: When the 

frequencies of the 29 behaviors were ordered from the highest 

to the lowest for each ch i ld, for many ch i ldren there weY'e 

quite a number of behaviors with the same frequency after the 

fifth order. In such cases either only five behaviors 

standing at the first to fifth order would be selected as the 

most descriptive behaviors or all the behaviors standing 

after the fifth order would be added to the most descriptive 

behaviors. In this case the number of the most descriptive 

behav i ors would be more than nine for that ch i Id. I f the 

first option was taken as the criterion then a considerable 

number of these children (30 out of 48) would loose the 

chance to fit into a role. Therefore, in this study the 

latter option was accepted as the criterion for the selection 

of the most descriptive behaviors. 
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Aft er se 1 ect i ng the most descri pt i ve behav i ors for 

each child an individual su •• ary sheet (See Appendix IV) was 

campI et ed by the researcher. The i nd i v i dual summary sheet 

helped to determine ~hether the pattern of a child's 

behaviors fit into a social role or not. 

Each role was identified by six of the 29 behaviors 

except for the transitional child role which involved five 

behavior characteristics (See Appendix 

consistently displayed four out of 

I V) • 

the 

If a child 

six behavior 

characterist ics of a role, then the role was ac·cepted as 

accurately identifying that child's mode of interacting with 

peers. If a child displayed behaviors across several or all 

of the roles, then that child's interaction with peers tfl<3.S 

not consolidated in terms of a single role. 

2.3.2(b) The Pilot Study. A pilot study was carried out in 

order for the researcher and the three observers to get used 

to the observational schedule as well as to the variables to 

be observed. It al so he I ped them to see if the trans lat i on of 

the peer interaction checklist was understood or not. During 

the pilot study eight children were observed-each for 30 

minutes -by the researcher and the three observers. 

The pilot study demonstrated that the observations of 

children during teacher-initiated type of activitie~ produced 

either very few or no checks on the peer interaction 

checklist since these type of activities did not allow much 

for peer interaction. This fact led to the decision of making 



the observations 

act i v i tie s. 

mostly during 

8.8 

the chi Id-ini t iated 

2.3.2(c) The interobserver reliability studies. Three 

interobserver reliability studies -one at the beginning, one 

in the middle and one at the end of the research- were 

carried out in order to see the agreement levels of the 

researcher with the three other observers on using the 

observational checklist. In each reliability study six 

students of the Bosphorus University's preschool were 

observed-for 30 minutes each. 

2.3.2(d) Translation of the Classroo. Model Qllestiol1~ ?Eeet 

and the Peer Interaction Checklist. The original classroom 

model questions and the peer interaction checklist wer£ 

translated from English to Turkish by the researcher herself, 

a bilingual master student of early childhood education at 

the Bosphorus Un i vers it y. The two forms were then inspect ed 

by the thesis advisor. The ambiguous items were discussed by 

the researcher, the thesis advisor and the two committee 

members-one of which was a native speaker of English. At the 

end of these discussions the Turkish forms were derived. 

The three observers were all bilingual and after the 

pilot study together with the researcher they met to discuss 

the English and Turkish forms of the peer interaction 

checklist. The pilot study and these discussions enabled to 

see wh~ther the use of the Turkish form worked or not. 
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According to the Project Spectrum (1988), some of the 

classroom model questions would need to be eliminated, 

modified or replaced in order to reflect accurately an 

individual classroom. This flexibility made it easier to 

decide on the translation of the items that seemed to be 

ambiguous. One important example was Question 10 in the 

classroom model quest ions The term "bossy" could not be 

translated directly into Turkish because it was sensed in a 

different mean i ng by the Turk i sh ch i Idren. They thought it 

meant the same thing as to be a boss in the pretend play. 

Therefore, this word was modified as "a child who always tells 

other chi ldren what to do during the free play or the work 

time" • 

2.4 Procedure 

The study began after the midyear, because of the 

reason that by this time children would become acclimated to 

the routines of the school day and would show preferences for 

certain children and type of activities. 

First of all the four centers were selected according 

to the three components-ie. geographical location of the 

center, fathers' educational and occupational l.evel. The 

visits to the centers started after the pilot and the first 

interobserver reliability studies. 
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In each center first the observations were done, then 

the subjects were introduced to the classroom model activity 

by the researcher. Each teacher was asked to fill out one 

social map sheet for her own class before the introduction of 

the classroom model activity to the class. During the circle 

times of the weekdays in between the completion of the 

observat ions and the classroom mode 1 act i v ity, the teachers 

presented the five activities related to the five 

intelligences, and the researcher tonk some pictures of these 

activities. These pict ures W~H~e then shown to the subj ect s 

during the classroom model activity to help them answer 

Question 2 easily. 

The second interobserver reliability study was carried 

out after the completion of the visits to first two centers. 

The third one took place after the completion of the visits 

to all of the centers. 

2.5 Statistical Analyses 

2.5.1. Analysis for the Social Analysis Measure 

Four different analyses were carried out where the 

high- and low-SES children were compared with respect to: 

1. Their understanding of themselves: The points that they 

obtained from Classroom Model Questions 1 and 2 were added 

to get a score on understanding one's self. 
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2. Their understanding of their peers: The points that they 

obtained from Classroom Model Questions 3, 4, 5, and 6 

were added to get a score on understanding one's peers. 

3. Their understanding of social roles: The points that they 

obtained from Classroom Model Qt· 7 a 9 10 d ue!i lons , , , ,an 

11 were added to get a score on understanding the social 

roles. 

4. Their scores on pet~sonal intelligence were obtained via 

adding the points they received from all of the 11 

questions on the Classroom Model Questions. 

Four difference of means tests were carried out to 

see the differences between the four types of scores obtainGd 

by the high-and low-SES children. 

Furthermore, the appropriateness of the sample 

allowed to compare the two age groups, the two sex groups as 

well as the four centers on these four types of scores. For 

this purpose, four difference of means tests were carried out 

to see the differences between the four types of scores 

obtained by the four year aIds and the five year aIds. 

Similarly, four difference of means tests were carried out to 

see the differences between the four types of scores obtained 

by girls and boys. Finally, a one-way analysis of variance 

was carried out to see the differences among the. four types 

of scores obtained by the students of Center 1, Center 2, 

Center 3 and Center 4. 
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2.5.2. Analysis Tor the Social Roles Measure 

The two SES, two age and two sex groups were compared 

with respect to the number of children fitting into one of 

the five roles: team player, facilitatorf leader, independent 

player, and the transitional child. The differences of the 

three pairs of groups on frequencies of role assignments were 

investigated via carrying out three chi square analyses~ 

Furthermore, the distributions of the children who fit into a 

role in the two SES, two age and two sex groups were examined 

with respect to the five roles. 
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III. RESULTS 

In this section first the results of the 

interob~erver reliability study wi 11 be presented. The 

demograph ic charact eri st ics of the sampl e wi 11 fo 11 ow. Then 

th~ results of the analyses related to the measure of social 

analysis will be presented. Finally the results related to 

the measure of social roles will be discussed. 

3.1 Interobserver Reliability 

The results of the interobserver reliability are 

presented in Table 2. 

TABLE 2 

Percentages or agree.ent between the researcher and the three 
observers on the observations or peer interaction 

1st study 2nd study 3rdstudy 

Rand 01 77.98 74.30 71.29 

Rand 02 80.10 75.96 73.95 

Rand 03 78 .. 50 86.85 77.72 

R = Researcher 
01 = First observer 
02 = Second observer 
03 :;:: Third observer 

In each reliability study, the levels of agreement 

(between the researcher and the three observers) on the 
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observations of peer interaction were calculated. As seen 

from Table 2, in the first reliability study the agreement 

1 eve I s between the researcher and the three observers were 

all above 75 per cent. However the level of agreement showed 

a decline in the following two measures except for the third 

observer. The level of agreement between Rand 01 was 77.98 

per cent in the first measure then it decl ined to 74.30 per 

cent in the second measure and to 71.29 per cent in the third 

measure. Si mil arl y, the 1 eve 1 of agreement between Rand 02 

was BO. 10 per cent in the first measure then it decl i ned to 

75.96 per cent in the second measure and to 73.95 per cent in 

the third measure. On the other hand, the level of agreement 

between Rand 03 increased from 78.50 per cent in the first 

measure to B6.85 per cent in the second measure and then it 

declined to 77.72 per cent in the third measure. Although the 

1 eve 1 s of agreement for all the three observers showed a­

dec 1 i n e fro m t he fir s t tot h e t h i rd mea sur e , a 11 the t h r e e 

levels of agreement were higher than the set limit of 70 per 

cent in those measures. 

The agreement percentages were calculated according to 

the following formula: 

Number of Agreements 

Number of Agreements + Number of Disagreements 
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For each child the checks of the researcher and the 

three observers on the 2'3 behav i ors of the check list were 

examined. For each behavior the numbers of the checks in the 

researcher's list and the list of each observer were 

compared. I f for a behav ior there was no check both on the 

researcher's list and ~he observer's list then this was 

considered to be 1 agreement. If for a behavior there was X 

number of checks on both of the lis t s the nth i 5 wa s 

cons idered to be X number of agreement s. I f for a behav lor 

there w~s X number of checks on one of the lists and V number 

of checks on the other list, then Number of Disagreements was 

considered to be equal to X-V and Number of Agreements was 

considered to be equal to V. 

After setting the Number of Agreements and Number of 

Disagreements for each of the 2'3 behaviors, the total Number 

of Agreements and the total Number of Disagreements were 

derived by adding the 

Disagreements of all 

Number 

the 2'3 

of Agreement s· and Number of 

behaviors. Putting these 

resulting Number of Agreements and Number of Disagreements in 

the appropriate places on the formula the agreement 

percentage per child was calculated. This was done for six 

children per observer. Then the mean of the agreement 

percentages of six children per observer was cal.culated in 

. order to find the total agreement percentages between the 

researcher and each observer. 
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3.2 De.ographic Characteristics or the Sa.pIe 

3.2.1 Age 

The age range of the whole sample (N=48) was 52 to 76 

months wi th a mean of 63.2 months, whi 1 e the age range for 

the g i r 1 5 (N=24) was 52 to 76 months with a mean of 62.7 

months and the age range for the boys (N=24) was 54 to 76 

months with a mean of 63.3 months. For the four year 0 Ids 

(N=24) the age range was 52 to 64 months wi th a mean of 57 

months. The age range for the five year aIds (N=24) was 62 

to 76 months with a mean of 69.4 months. 

Tabl e 3 summari zes the i nformat i on about the age {) f 

the sampl e with respect to SES, sex and age. As seen in 

Table 3, in all the comparable cells showing the mean ages in 

months for the two SES groups, low-SES subject s were always 

few months older than the high-SES subjects. This was true 

both for age and gender groups. The greatest di fference of 

the mean ages between the two SES groups was for the fi ve 

year old girls. In that the low-SES group was 4.5 months 

older than the high-SES group in its mean age. The relative 

mean ages were respectively 72.5 and 68 months. 



TABLE 3 

Mean age and age ranges of the sa.ple 
with respect to SES, sex and age 

SES SEX AGE 

4 
GIRLS 

5 

4 
LOW-SES BOYS 

5 
SUBJECTS 

4 
GIRLS 
AND 5 
BOYS 

4 and 

4 
GIRLS 

5 

4 
HIGH-SES BOYS 

5 
SUBJECTS 

4 
GIRLS 
AND 5 
BOYS 

4 and 

3.2.2 Parents' Education 

S 

5 

AGE RANGE MEAN AGE 
IN MONTHS IN MONTHS 

53-63 S7 

70-79 72.5 

54-64 59 

66-76 70 

53-64 58 

66-76 71 

53-76 65 

52-59 55 

62-72 68 

54-63 56.5 

63-74 67 

52-63 56 

62-74 68 

52-74 62 
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The distribut.ion of the subjects' paorent s wi th 

respect to their SES and education is summarized in Table 4: 



TABLE 4 

Distribution of the subjects' parents 
with respect to their SES and education 
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ESG SSG HSD HSG UD us MD PHD Msg TOTAL 

N 8 1 2 9 o 3 o o 1 24 

LOW-SES 
M0r---i----r---+---4----~--+_--~--~--~~--4_----~ 

33.3 4.16 8.33 37.5 o 12.5 o o 4.16 100 

SUBJECTS N 3 4 2 11 o 3 o o 1 24 
FAr---;----r---4----~--4_--~--~----~--~--~~----~ 

12.5 16.6 8.33 45.8 o 12.5 o o 4.16 100 

N o 1 o 10 1 10 1 o 1 24 
M0r----r--~~--4_--_+----~--~--~~--~--~~--~----~ 

HIGH-SES o 4.16 o 41.6 4t16 41.6 4.16 o 4.16 100 

SUBJECTS N o o o 5 1 14 1 1 2 24 
FAr---~--~----~--~--_+----~--~--~----~--_+----~ 

TOT A L 

MO = Mothers 
FA = Fathers 
N = Nu.ber 
" = Percentage 

o o o 20.8 4.16 58.3 4.16 4.16 8.33 100 

N 11 6 4 35 2 30 2 1 5 96 

~ 11.4 6.25 4.16 36.4 2.08 31.2 2.08 1.04 5.20 100 

HSG = High school graduate 
UD = University dropout 
UG = University graduate 
MD = Masters degree 

ESG = Ele.entary school graduate 
SSG = Secondary school graduate 
HSD = High school dropout 

PHD = Doctor of philosophy 
Msg = Missing ( Level of 

Education not reported 
by the parents ) 

As seen in Table 4, only five of the fathers of high-

SES subjects were high school graduates, the rest had higher 

levels of education (one university dropout, 14 university 

graduate, one Masters Degree, one Doctor of Phi losophy). Ten 

of the mothers of high-SES subjects were high school 

graduates and 12 of them had higher levels of education. In 

oth~r words in the high-SES group almost half of the mothers 

(11 out of 24) had an educational level less than university, 

while only five out of 24 fathers had an educational level 
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less than university. 

Although only three of the fathers of low-SES 

subjects were university graduates, the rest were mostly high 

school graduates (11). There were also two high school 

dropouts, four secondary school graduates and three 

elementary schoo I g.raduat es among these fathers. On I y three 

of the mothers of low-SES subjects were university graduates 

while the rest had lower levels of education (nine high 

schoo I graduat es, two high schoo 1 dropout s, one secondary 

school graduate and eight elementary school graduates). In 

the low-SES group the number of the mothers and fathers 

having a university education and a high school education was 

qui t e the same. However, the number of mothers (8) fathers 

(3) with an elementary education differed fro~ each other. 

3.2.3 Parents' Occupation 

Most of the fathers of the high-SES subjects had 

companies of their own (18 out of 24), some were employed as 

managers in big enterprises (5 out of 24); while one of them 

was an engineer. On the other hand, some of the fathers of 

the low-SES subjects were employed in small businesses (8 out 

of 24). Most of the rest were either workers or civil 

servants (respectively 7 and b out of 24). Two of them were 

unemployed, while there were 2 fathers with different 

occupat ions-one of them being a teacher and the other one 

being ,a football team player. Table 5 shows the distribution 

of the subjects' fathers with respect to their occupation: 
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TABLE 5 

Distribution OT subjects' Tathers 
with respect to their SES and occupation 

CIVIL 
WORKER SERVANT ESB MAN OWN JOB OTHER UE T 

N 7 5 8 0 0 2 2 24 
LOW-SES 
SUBJECTS 

" 29.16 20.83 33.33 0 0 8.33 8.33 100 

N 0 0 0 5 18 1 0 24 
HIGH-SES 
SUBJECTS 

" 0 0 0 20.83 75 4,.16 0 100 

N 7 5 8 5 18 3 2 48 
TOTAL 

'" 14.58 10.41 16.66 10.41 37.5 6.25 4.16 100 

ESB = E.ployed in s.all business N = Nu.ber 
UE = Une.ployed " = Percentage 
T = Total 

Most of the mothers of the high-SES subjects were housewifes 

(20 out of 24) and 3 of the rest owned a job; while one 

mother was an economist. Most of the mothers of the low-SES 

subjects were either workers or civil servants <respectively 

8 and 8 out of 24), two of the rest were housewi fes wh i 1 e 

there were 5 mothers wi th di fferent occupat ions-four were 

employed in small businesses, one was a teacher and one was a 

nurse. Table G shows the distribution of the subjects' 

mothers with respect to their occupation: 



N 
LOW-SES 

TABLE 6 

Distribution o~ subjects' .others 
with respect to their SES and occupation 

CIVIL 
HOUSEWIFE WORKER SERVANT 

2 8 8 

OWN JOB OTHER 

0 6 
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TOTAL 

24 

SUBJECTS 
~ 8.33 33.33 33.33 0 25 100 

N 20 0 0 3 1 24 
HIGH-SES 
SUBJECTS 

~ 83.33 0 0 12.5 4.16 100 

N 22 8 8 3 7 48 
TOTAL 

~ 45.83 16.66 16.66 6.25 14.58 100 

N = Nu.ber 
1. = Percentage 

3.3 Measure o~ Social Analysis 

Four types of scores related with social analysis 

obtained from the subjects were analyzed with respect to SES, 

sex, age and center. These four types of social analysis 

scores were: 

1. Scores on understanding of oneself (UDS)--i.e., the sum of 

the points they received from classroom model questions 1 

and 2. 

2. Scores on understanding of peers (UP)--i. e., the sum of 

the points they received from classroom model questions 3, 



4, 5 and 6. 

3. Scores 

sum of 

on understanding of social roles 

the points they received from 

questi:ms 7, 8, 9, 10 and 11. 
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(USR) -i. e. , the 

classroom model 

4. Scores on their personal intelligence 

of the po i nt s they rece i ved from all 

( PI) -- i. e. , the sum 

questions. 

11 classroom model 

In other words PI = UOS + UP + USR. 

For this purpose, first of all these four types of 

scores were calculated for each child. Then appropriate 

analyses were applied to compare these scores with respect to 

SES, sex, age and center. 

3.3.1 Analyses with respect to SES 

Four difference of means tests were carried out in 

order to compare the two SES groups with respect to the four 

types of social analysis scores. Among these, only the t 

test result of the mean scores for understanding of peers was 

found to be significant at p = 0.05 with an obtained t of 

1.81. For the low-SES group, the mean score for understanding 

of peers was 9.5 with a standard deviation of 1.86, while for 

the high-SES group it was 8.33 with a standard deviation of 

2.55. The mean values indicated that low-SES children were 

better in understanding of peers than high-SES children. 

Table 7 shows the means, the standard deviations and the t 

test results of the four types of social analysis scores for 

the two SES groups: 
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TABLE 7 

The aeans, the standard deviations and the t test results of 
UOS, UP, USR and PI for low and high-SES groups 

LOW-SES HIGH-SES 
SUBJECTS SUBJEC1S 

MEAN SD MEAN SD t 

UOS 3.25 0.84 3.21 0.98 0.158 

UP 9.50 1.86 8.33 2.55 1.81 * 
USR 5.50 1.96 6.25 2.07 1.29 

PI 18.25 3.57 17.79 3.43 0.45 

* significant t value at p = 0.05 with df = 46 

Although the t tests for the other measures of social 

analysis scores did not indicate significant results, the 

low-SES group had slightly higher means than the high-SES 

group on two of the other social analysis scores; on 

understanding of oneself and personal intelligence. The 

high-SES group was found to have a higher mean than the 10w-

SES group only on the understanding of the social roles 

scores. 

3.3.2 Analyses with respect to age 

Among the difference of means tests carried out to 

compare the two age groups on the four types of social 

anal ys 1's scores, only two yielded significant results; 
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understanding of oneself and understanding of social roles. 

The related mean values indicated that five year olds were 

bet t er than four year 0 Ids in sel f understand i ng as we 11 as 

in their understanding of social roles. The mean UOS for five 

year 0 Ids was 3.5, whit e it was 2.96 for four year 0 Ids. The 

mean USR for fi ve year -0 Ids was 6.62, wh i 1 e it was 5. 12 for 

four year olds. Table 8 shows the means, the standard 

deviations and the t test results of the four types of scores 

for the two age groups: 

TABLE 8 

The .eans, the standard deviations and the t test results of 
UOS, UP, USR and PI for 4 year aIds and 5 year aIds 

4 YEAR OLDS 5 YEAR OLDS 

MEAN SD MEAN SD t 

UOS 2.96 0.91 3.50 0.83 2.152 ** 
UP 9.21 1.96 8.62 2.58 0.882 

USR 5.12 1.98 6.62 1.81 2.73 *** 
PI 17.29 3.30 18.75 3.54 1.475 

** significant t value at p = 0.025 with df = 46 
*** significant t value at p = 0.005 with df = 46 

3&303 Analyses with respect to sex 

Four difference of means tests which were carried out 

to compare d - 1 on the four types boys an glr s of social 

analysis scores yielded nonsignificant results. This 

indicated no sex difference on these measures of socia,l 
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analysis. Table 9 shows the means, the standard deviations 

and the t test results of the f our types of social analysis 

scores for the two sex groups: 

TABLE 9 

The .eans, the standard deviations and the t test results o~ 
U05, UP, U5R and PI for boys and girls 

B 0 y 5 6 I R L 5 

MEAN 5D MEAN 5D t 

U05 3.29 0.86 3.17 0.96 0.474 

UP 8.87 1.82 8.96 2.71 0.126 

U5R 5.71 2.05 6.04 2.03 0.56 

PI 17.87 2.86 18.17 4.04 0.228 

3.3.4 Additional analyses with respect to center 

In order to compare the four different centers' 

preschoolers on the four types of social analysis scores, 

four one-way analysis of variances were done. Two of these 

analyses yielded significant results. The differences among 

the four centers on understanding of peers and on personal 

intelligence scores were found to be significant. On both of 

these measures of social analysis it was Center 2 that 

received the lowest mean scores. 

Center 3 and Center 4 had the highest mean scores an 

understanding of peers (both had a mean of 9.5). Center 1 

follow~d them obtaining a mean score of 9.21 on understanding 
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of peers. The lo'''est m d ~ ean score on un erstanding of peers was 

obtained by Center 2 and it was 7.1 with a standard deviation 

of 3.31. Center 1 had the highest mean score on personal 

intelligence and it was 19.43. Center 4 and Center 3 followed 

with mean scores of 18.58 and 17.92 respectively. Center 2 

had the lowest mean score on personal intelligence and it was 

15.5. Table 10 shows the means, the standard deyiat ions and 

the results of the one-way anoYas of variances of the four 

types of social analysis scores for the four centers: 

TABLE 10 

The .eans, the standard deviations and the results of one-way anovas of 
UOS, UP, USR and PI for Center 1, Center 2, Center 3, and Center 4 

CENTER 1 CENTER 2 CENTER 3 CENTER 4 

MEAN SD MEAN SD MEAN SD MEAN SD F 

UOS 3.36 0.84 3.00 1.15 3.00 0.85 3.50 0.80 0.917 

UP 9.21 1.37 7.10 3.31 9.50 1.24 9.50 2.39 3 .. 06 * 
USR 6.86 1.70 5.40 2.32 5.42 1.93 5.58 2.06 1.628 

PI 19.43 2.38 15.5 3.44 17.92 2.68 18.58 4.38. 2.973* 

* significant F value at p = 0.05 with df = 3,47 

3.4 Measure of Social Roles 

As it was explai np.d in the method sect i on, for each 

chi ld the researcher completed an individual summary sheet 
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where the behaviors with the highest frequencies were 

selected as the most descriptive behaviors of a child's mode 

of interacting with peers (See Appendix IV). Then for all 

children the selected most descriptive behaviors were 

examined in order to find out the children who fit into a 

role. Children who displayed at least four out of six 

characteristic behaviors of a role, were assigned to the 

related social roles. 

In order to compare SES, age and sex groups on the 

frequencies of role assignments, three chi square values were 

obtai ned. Tabl e 11 ill ustrat es the frequenci es of ch i 1 dren 

who fit and who do not fit into a role in the SES, age and 

sex groups and the chi square values referring to the related 

differences. 

TABLE 11 

The frequencies of role fit and the chi square values for 
the related differences in the SES, age and sex groups 

NUMBER OF 
ROLE FIT 

NUMBER OF 
NO FIT 

TOTAL 

CHI SQUARE 

SES AGE SEX 

LOW HIGH T 4 5 T GIRLS BOYS T 

12 11 23 11 12 23 15 8 23 

12 13 25 13 12 25 9 16 25 

24 24 48 24 24 48 24 24 48 

0.0835 0.0835 4.0904 ... 
* significant chi square value at p - 0.05 
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Only 23 out of 48 subjects fit into a role. Among the 

three chi square analyses done to compare different SES, age 

and sex groups on the frequenci es of ro I e ass i gnment s on I y 

the difference between girls and boys was found to be 

significant. This indicated that the number of the girls (15 

out of 24) was sign i ficant 1 y higher than the number of the 

boys (8 out of 24) in fitting into one of the five social 

roles. On the other hand, low-SES and high-SES children did 

not differ from each other with respect to their frequencies 

of role assignments. Furthermore, there was also no 

difference between four and five year old preschoolers on the 

concerned frequencies. 

Table 12 shows the distribution of children who fit 

into a role in the two SES groups : 

TABLE 12 

Distribution of children who fit into a role in the two SES groups 

LEADER FACILITATOR 

LOW 3 0 

HIGH 5 1 

TOTAL 8 1 

INDEPENDENT 
PLAYER 

8 

4 

12 

TRANSITIONAL 
TEAM PLAYER CHILD TOTAL 

1 0 12 

0 1 11 

1 1 23 
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When .the cells of the cross tabulation presented in 

Tabl e 12 are exam i ned, one can see that out of 24 low-SES 

subjects 12 fit into a role and 12 did not. Among those who 

fit into a role, there were three leaders, eight independent 

players and one team player. Out of 24 high-SES subjects 11 

fitted a role and 13 did not. Among those who fitted a role, 

there were fi ve I eaders, one faci I i tat or, four independent 

players and one transitional child. 

Table 13 shows the distribution of children who fit 

into a role with respect to their SES by age : 

TABLE 13 

Distribution of children who fit into a role 
with respect to their SES by age 

LOW-SES HIGH-SES 
SUBJECTS SUBJECTS 

4 YEAR 5 YEAR 4 YEAR 5 YEAR 
AGE OLDS OLDS OLDS OLDS 

LEADER 2 1 3 2 

FACILITATOR 0 0 0 1 

TEAM PLAYER 0 1 0 0 

INDEPENDENT PLAYER 2 6 3 1 

TRANSITIONAL CHILD 0 0 1 0 

TOTAL 4 B 7 4 

TOTAL 

8 

1 

1 

12 

1 

23 

As seen from Table 13, among the four years old low-

SES subjects there were two leaders and two independent 

the four years old high-SES subjects players, while among 
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there were three leaders three independent players and one 

transitional child. Among the five years old low-SES subjects 

there were one I eader, one team player and six independent 

players. On the other hand, four of the five years old high-

SES subjects fit into a role; two leaders, one facilitator 

and one independent player. This meant that a total of 11 out 

of 24 four year olds in the whole sample fit into a role 

(four from low-SES + seven from high-SES). On the other hand, 

a tot a I 0 f 12 0 u t 0 f 24 f i ve yea r 0 Ids i nth e wh ole sam pIe 

fit into a role (eight from low-SES + four from high-SES). 

Role fit distribution of the children with respect to 

their SES by sex is presented in Table 14: 

TABLE 14 

Distribution of children who fit into a role 
with respect to their SES by sex 

LOW-SES HIGH-SES 
SUBJECTS SUBJECTS 

SEX GIRLS BOYS GIRLS BOYS 

LEADER 1 2 3 2 

FACILITATOR 0 0 1 0 

TEAM PLAYER 1 0 0 0 

INDEPENDENT PLAYER 6 2 3 1 

TRANS IT IONAL CH I LD 0 0 0 1 

TOTAL 8 4 7 4 

TOTAL 

a 

1 

1 

12 

1 

23 
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Table.14 shows that, eight of the low-SES girls 

fit into a role; one leader, one team player and six 

independent players. Whereas seven of the high-SES girls fit 

into a role; three leaders, one facilitator and three 

independent players. On the other hand, the number of the 

boys who fit into a role was the same for the two SES groups, 

both being four. However, among the low-SES boys there were 

two leaders and two independent players, while among the 

high-SES boys there were two leaders, one independent player 

and one transitional child. In other words out of 24 girls in 

the whole sample 15 fitted a role (eight low-SES -I- seven 

hi gh-SES) • Whereas out of 24 boys in the who 1 e sampl e a 

total of eight boys fitted a role (four low-SES + four high­

SES) • 

Finally, the cumulative frequencies for each of the 

29 behaviors were examined. Table 15 and 16 present the 

cumulative frequencies received by all 48 subjects on the 29 

behav i ors. These two tabl es al so i nd i cat e the d i st ri but i on 

of these frequencies for the two SES groups. 
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TABLE 15 

Di stribut ion of the cu.ulative frequencies on the behaviors 
1 to 16 for the whole sa.ple and the two SES groups. 

B E H A V I 0 R S 

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 

359 5 97 76 91 8 30 49 11 212 1 44 46 6 54 13 

351 3 81 118 61 15 31 47 26 274 5 31 19 36 138 7 

710 8 178 194 152 23 61 96 37 486 6 75 65 42 192 20 

L = LOW-SES SUBJECTS H = HIGH-SES SUBJECTS T = TOTAL 

TABLE 16 

Distribution of the cu.ulative frequencies on the behaviors 
17 to 29 for the whole sa.pIe and the two SES groups. 

B E H A V I o R S 

17 18 19 20 21 22 23 24 25 26 27 28 29 

118 27 37 48 14 37 85 41 149 39 48 36 88 

135 33 29 44 27 3S 143 37 209 32 51 27 48 

2S3 60 66 92 41 72 228 78 3S8 71 99 63 136 

L = LOW-SES SUBJECTS H = HIGH-SES SUBJECTS T = TOTAL 

As seen from Tables 15 and 16, when the whole sample 

is considered, the behavior number 1 (Makes connections to 

the activities of other children through imitation or verbal 

ch eck i ng) occurred with highest frequency (710), wh i lethe 

behavior number 11 (Tends to continue a play activity as long. 

as others remain involved) occurred with lowest frequency 

(6). Similar results were obtained for the low-SES group, 
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where the behavior number 1 occurred with highest frequency 

(359), while the behavior number 11 occurred with lowest 

frequency (1). In the hi gh-SES group, the behav i or number 1 

was observed most frequent I y (351), but it was the behav i or 

number 2 (Mediates when conflicts occur in a play) that 

occurred with lQwest frequency (3). 

Relatively, the 29 behaviors were ordered from 

highest to lowest frequencies as follows: 

For the whole sample: 1, 10, 25, 17, 23, 4, 15, 3, 5, 29, 27, 

8, 20, 24, 12, 22, 26, 19, 13, 28, 7, 18, 14, 21, 9, 6, 16, 

2, 11. 

For the low-SES group: 1, 10, 25, 17, 3, 5, 29, 23, 4, 15, 8, 

20 and 27, 13, 12, 24, 26, 19 and 22, 28, 7, 18, 21, 16, 9, 

6, 14, 2, 11-

For the high-SES group: 1, 10, 25, 23, 15, 17, 4, 3, 5, 27, 

29, 8, 20, 24, 14, 22, 18, 26, 12 and 7, 19, 21 and 28, 9, 

13, 6, 16, 11, 2. 

To summarize, both for the whole sample and the two 

different SES groups the following behaviors stand at the 

highest end in the order of frequency: 

1. Makes connections to the activities of other children 

through imitation or verbal checking (BEHAVIOR NUMBER 1) 

2. Tends to direct action of other children (BEHAVIOR NUMBER 

10) 
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3. Shares information and skills with other children 

(BEHAVIOR NUMBER 25) (See Appendix III) 

Furthermore, both for the whole sample and the two 

SES groups, the following behaviors stand at the lowest end 

in the order of frequency: 

1. Spends a lot of time observing the play of other children. 

(BEHAVIOR NUMBER 6) 

2. Fo 11 ows other eh i ldren when they move to different pI ay 

areas, entering into interactions smooth I y. (BEHAVIOR 

NUMBER 16) 

3. Mediates when conflicts occur in a play. <BEHAVIOR 

NUMBER 2) 

4. Tends to continue a play activity as long as others remain 

involved. <BEHAVIOR NUMBER 11) 
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IV. DISCUSSION 

In this section the results of the present study 

will be discusserl. First, the results related with the 

measurements of social analysis will .be examined with respect 

to SES, sex~ age and center. Then the results related with 

the measurement of social roles will be discussed with 

respect to SES, sex and age. 

The main motivation for this study comes from the 

belief that social application of human intelligence remains 

untouched by existent standard measures of intelligence. 

Thus, the study tried to repl icate a small part of Project 

Spectrum (1988) which provided an intensive look into the 

domain of social intelligence .. The main aim of this study 

was to compare group of low-and high-SES Turkish 

pre schoo 1 ers on Gardner's Personal I nt e 11 i gences as measuY'ed 

in the Project Spectrum. 

The sample contained 48 subjects, 24 low- and 24 

high-SES, four and five year old preschoolers all attending 

centers with educational aim. 
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4.1 Measure.ent or Social Analysis 

4.1.1 Social Class Dirrerences 

Previous examinations indicated that low-SES parents 

display such child rearing practices that have a negative 

effect on the development of their children's social 

compet ence (Foge I & Me I son, 1988; Go lden & Bi rns, 1983; Hart 

& Edelstein, 1992). They are found to be more power assertive 

in their parenting behavior. They also value more control 

over their children's behavior. However, these kind of 

behaviors are proposed to lead to an insecure attachment of 

the ch i ld. It is the secure attachment that promotes the 

positive development social competence in children (Rubin & 

Rose-Krasnor, 1992). Lower-SES parent s are al so found 1 ess 

able to promote the communicative competence in their 

children than middle and high-SES parents (Hart & Edelstein, 

1992; Shachter, 1979). However, many researchers proposed the 

importance of a well developed communicative competence in 

the development of children's self understanding and social 

competence (Golden & Birns, 1983; Hart & Edelstein, 1992:; 

Luria, 1973; Piche, Rubin & Michlin, 1978; Taylol", 19S0)' 

Some studies in Turkey also showed that lower class parents 

display behaviors that lack the positive influences needed to 

promote the positive development of social competence in 

their children (Lecompte, 1978;Ulugtekin, 1977). 

reviewed information led to the expectation in 

All these 

the present 

study that high-SES children would score significantly higher 
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on all measures of social analysis compared to their low-SES 

counterparts. However, the results related to SES differences 

on the measurement of social analysis did not support 

previous expectations as it was stated in hypothesis l(a). 

The high-SES children did not obtain significantly better 

scores on any of the measures of social analysis. On the 

contrary, the only significant difference obtained favored 

the low-SES children who scored significantly higher than the 

high-SES children on understanding of peers. The signifi~ant 

difference on understand i ng of peers i nd i cat ed that low-SES 

children were more successful than high-SES children in 

distributing the figures of their claSsMates to the play area 

according to where they liked to play most; naming the 

special friends of children who stand at the center of 

different friendship clusters; showing someone in the class 

who watched what other children were doing a lot of the time; 

and showing someone in the class who plays alone most of the 

time. Moreover, these children are found to score slightly 

higher than the high-SES children on two of the other 

measures of social analysis (See Tabl e 7). These were 

understanding of one's self and personal intelligence. 

It is believed that these results might reflect the 

effect of the aim of the centers. All fout~ centers included 

in the study were educational in their aim. Bekman (1982) 

compared the behavior of five-year old preschoolers and the 

behavior of staff in Turkish centers including children with 

different SES and displaying different aims. She examined 
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staff and child behavior in detai 1 in working class/ 

educational, working class/custodial, middle class/ 

educational and middle class/custodial centers. Her research 

demonstrated that the differences among these four types of 

centers in staff and child behavior can be more related to 

the aim of the center than the SES variable. The general 

findings of her study showed that among the four types of 

cent ers, the qual it Y of both staff behav i or and ch i 1 dren' s 

social and cognitive behaviors were best in working classl 

educational type of centers. Middle class/ educat i onal ~ 

middle class/custodial and working class/custodial type of 

centers respectively followed the working class/educational 

type of centers, in the path of complexity and development of 

behaviors in social and cognitive domains. 

The finding of the present study that low-SES 

children obtained higher means on two measures of social 

analysis and scored significantly better than the high-SES 

children on understanding of peers, might reflect the general 

belief that education can help low-SES children to overcome 

the disadvantages of their home environments. In other words, 

the expected SES differences were washed out by the positive 

environment provided in the educational aim centers. Hence, 

the importance of the aim of the center in influencing 

children's behavior should be included as another independent 

variable in studies such as the present one. Future research 

comparing low-and high-SES preschoclers on their social 

competence should involve centers with different aims (i. e., 
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custodial vs educational> in their investigations. 

4.1.2 Age Di~~erences 

The results 

expectations of the 

related 

st udy. 

to age 

Hypothesis 

met the earlier 

2(a) was partly 

supported. In two o~ tl"!e measures of social analysis--i. e., 
in understanding of one' s sel~ and understanding of social 

roles--five year old preschoolers scored significantly 

bett er than ~our year a Ids. In other words, five year old 

preschoolers were significantly better than four year olds in 

showing where they spent most of the time and explaining the 

reason for their selection of that activity as favorite; and 

in reporting the activities they were best at and which has 

been hardest for them. They were al so sign if icant I y bet t er 

than four year olds on the following characteristics as 

related to the variable of understanding of social roles: 

reporting own special friend and the related reason; 

providing reasons for why they would still be (or net be) 

friends even if after one fights with a special friend about 

a toy; detecting a classmate (if there are some) who is a 

caretaker and a classmate who seems to be bossy; and to pick 

up a classmate as a leader, describing his/her leadership 

qual it ies. 

oldsalso 

FU'l"'thermore, although nonsignificant, five year 

obtained a higher mean score on personal 

intelligence which referred to the sum of the scores on 

understanding of one's self, understanding of peers and 
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understanding of social roles (See Table 8). 

These results are in line with the i nformat ion 

provided by the review of literature in self development, 

interpersonal relationships and problem solving, and moral 

reasoning. Erikson's psychosocial stages mirroring the 

emergence of self in relation to parental behavior proposed 

that self development progress in relation with age. 

Piaget's and Kohlberg's propositions on the development of 

moral reasoning, as well as the examinations of some 

investigators on age related differences in the development 

of self and social understanding (Bee, 1975; Clarke-Stewart 

et al., 1988; Harter, 1983), all suggested an increase in 

this domain of development with maturation. The different 

models of perspective taking (Selman's model of social 

perspective taking, Flavell's model of perspective taking) 

proposed age related phases for the development of this 

ability. Furthermore, the mode 1 s of i nt erpersonal probl em 

solving skills (Dodge's model of 

processing, Rubin and Rose-Krasnor's 

processing model of social competence), 

social 

social 

information 

information 

assumed that the 

concerned features of social intelligence develop with age. 

The importance of the communicative competence in the 

. development of children's self understanding and social 

competence is another important issue to be stated here. The 

positive development of language with age can be related to 

the differences found between four and five year olds. Five 
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year aIds were naturally a year ahead of four year aIds in 

the development of verbal ability. 

4.1.3 Sex differences 

As stated in hypothesis 3(a), it was expected that 

girls and boys will differ in their scores on the measures of 

social analysis, while no direction was predicted. Although 

there are some studies in Turkey that proposed the existence 

of differential sex role socialization (Ba~aran, 1974; 

Ka~ltC;lba~l, 1978), the present study was not able to find 

any significant differences between boys and girls on the 

measures of social analysis (See Table 9). In other words, 

the possible effects of the differential sex role 

socialization on children's scores on the measures of social 

analysis did not show up in this study. When one considers 

Bee's (1975) summary of the extant data of observed sex 

differences on personality and social interaction, a possible 

explanation comes to mind. According to Bee, sex differences 

on personality and social interaction are very few until 

about the age of six or seven, with the exception of 

aggressive behavior that reflects consistent sex differences 

from the earliest years. If the Classroom Model Questions 

Sheet used in the measure of social analysis is examined one 

can see that it does not contain any component touching the 

domain of aggression. Hence, it is possible that the present 

study supported part of Bee's conclusion that in the early 

years of development there are no known sex differences on 
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personality and social interaction. Further research perhaps 

with greater number of subjects is needed to reexallline the 

component of social competence in preschoolers with different 

sexes. 

4.1.4 Additional Findings 

The results of the measurement of the social analysis 

done with respect to center variable, demonstrated two 

significant differences among the four centers in the 

measures of understanding of peers and personal intelligence. 

Center 2 which was a high-SES center was found to score 

significantly lower than the other three centers on these two 

measures of social analysis. Besides when the mean scores of 

all four centers on the remaining two measures of socia.l 

analysis--i.e., understanding of one's self and 

understanding of social roles are examined one can see that 

it was again Center 2 that obtained the lowest scot~es (See 

Table 10). The fact that all four centers were educational in 

their aims eliminates the possibility of the effect of the 

"aim of the center" on the results. 

A possible explanation can be the effects of teachers 

on children's behav i or. One of the important factors 

influencing the quality of education in preschools is the 

teacher (BekfTlan, 1982; Fagot, 1973; Tizard, Philips & 

Plewis" 1975). Bekman (1982) believes that the importance of 

the teacher's role on preschoolers' behavior deserves more 
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attention than, it has been given. According to her, 

children's social skills development might be effected by the 

sensitivity of the teacher to social situations and 

i nt erpersonal re lat ion sh ips. Al though no formal i nformat ion 

about teachers are documented in this study, due to her 

personal observation, it is the belief of the present 

researcher that the teachers in Center 2 did not show any 

encouraging or challenging behavior towards the children. 

These behaviors of teachers are described by Bekman (1982) 

when she explained the behaviors of the staff in middle class 

centers with educational aim. She attributes this trend of 

the staff to their probable belief that these children did 

not need any more attent ion and encouragement than provided 

at home, because they all come from enriched environments. As 

the owners of Center 2 explained, the teacher of the foul" 

years old group was a newcomer and yet inexperienced in the 

field of practice. The present researcher also believes that 

this inexperienced 

children in her 

teacher was not 

class. Considering 

a goad observer of 

that the children's 

answers to classroom model questions were scored according to 

the social map wh ich was fi 11 ed out by the teacher of the 

class, the insufficient observation skills of the teacher 

might have been interfering with the results. In order to be 

able to decide on the role of the teacher on chi Idren' 5 

personal intelligence measure, future research should involve 

some kind of formal assessment of the teacher behavior. 
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There might be yet the effect of some ecological 

factors such as the physical arrangement in the classroom, 

child/staff ratio and curriculum interfering wi th these 

results. Although all four centers wet~e educational in aim, 

they could not be assumed as complying a uniformity in every 

feature of the related ecological factors. According to the 

personal observations of the present researcher, there was a 

striking difference in the environment of Center 2 than those 

of the other three cent ers. Thi s was the fact that chi ldren 

in this center did not have a stable classroom, but they were 

rather rotating through the rooms in the center due to the 

availability of the rooms determined by the daily program 

schedu I e a f three age groups i nci uded in the cent er. A 

second important difference was in the placement of the main 

activity areas-i.e. block, art, house and quite areas. These 

areas were not placed in every room, but block and house 

areas were in two separat e rooms on the i r own, wh i Ie qu it e 

and art areas were placed together ina bi gger classroom. 

Thirdly, the child/staff ratio for four year aIds in this 

center was around 20/1, which is quite a lot for a program to 

ensure its quality. In the other centers this ratio did not 

exceed 12/1 mostly. It is suggested that all these 

ec~logical factors should be taken 

designs of the future attempts. 

into account in the 
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4.2 Measure.ent o~ the Social Roles 

4.2.1 Social class di~~erences 

The nonsignificant chi square value obtained to 

compare the two SES groups on their frequencies of role 

assignments indicated that the number of high-SES children 

~itting into a role was not different than the relative 

number o~ low-SES children (See Table 11). This result did 

not support 

the study, 

the e)'pectation presented in hypothesis 

of the 

1 (b) of 

high-SES stating that the frequency 

children fitting into one of the social roles would be 

significantly higher than the relative frequency of the low­

SES children. However, it is parallel to the results relat~d 

to the SES differences in the measurement of social analysis 

in the present study, where no significant SES difference was 

found in three of the four measures involved. 

When the distribution of children who fit into a role 

in the two SES groups is examined one can see that the 

gre.atest difference between the two SES groups was observed 

for the independent player role 

low-SES children fit (See Table 

this role is assumed typically 

for which 4 high-SES and 8 

12). The chi Id who displays 

to focus on the use of the 

materials rather than interaction with peers. Although the 

numbers were too small, the frequency of the low-SES children 

who fit into the independent player role was twice as the 

related frequency of the high-SES children. In othp.r words, 
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more low-SES than high-SES children displayed at least four 

out of the six characteristic behaviors of this role. These 

characteristic behaviors include rejecting to respond to 

other children's requests; persistency in carrying out own 

ideas; focusing primarily on materials and own activity; and 

playing independent ly in an area chosen for the purposes of 

the activity rather than the presence of preferred peers. 

4.2.2 Age differences 

The nonsignificant results indicated by the chi 

square value for the difference between four-year old and 

five-year old preschoolers on their frequencies of role 

assignments did not support the expectations given in 

hypothesis 2(b) of the study (See Table 11), The five year 

aIds were expected to reveal higher frequency of rele 

assignment than four year aIds. However, the role fit 

frequencies of the two age groups were almost the same. 

Eleven out of 24 four year aIds and 12 out of 24 five year 

aIds in the study fit into a role. On the other hand, it is 

interesting that when the SES variable is also considered, 

among the four year aIds the number of the high-SES children 

who fit into a role was almost doubled compared to that of 

low-SES children (four low-SES and seven high-SES children 

fit into a role). This difference between the two SES groups 

in the numbei~ of children who fit into a role reversed its 

direction among the five year old subjects. In this group the 

ratio of low-SES to high-SES children in fitting into a role 



was 2:1. 

127 

Eight low-SES and four high-SES children fit into a 

role (See Table 13). 

Perhaps, at this point it is possible once again to 

Alent i on the important effect of the teacher's behav i or on 

children's social competence, because out of foul~, five year 

old high-SES preschoolers fitting into a role, three were 

st udent s of Cent er 1 and one was the st udent of Cent er 2. 

The lack of enr:ouraging and challenging teacher behavior in 

Center 2 was mentioned when discussing the center differences 

on the measures of social analysis. This kind of attitude 

towards the children by these teachers might have prevented 

the development of the role assignment in children. Another 

possible explanation can be related to the fact that children 

coming from disadvantaged environments and attending a center 

with educational aim are found to be better developed in 

their social and cognitive behaviors than children coming 

from advantaged homes and attending a center with educational 

aim (Bekman, 1'382). In the present study when the frequencies 

of four and five year old preschoolers fitting into a role 

were examined, it was demonstrated that the low-SES chi Idr"en 

showed an age related increase from four to eight role fit. 

The five year old low-SES children were at their second year 

of attending a center with educational aim. The employment of 

an educational program might have promoted the posit.ive 

development of the low-SES children's social behavior greater 

than that of the high-SES children. The reason might be that 

coming from disadvantaged environments the low-SES children 
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start to progr~ss from a point behind the high-SES children 

on the path of development. Therefore, it is possible that 

they benefi t more on the i r deve 1 opment than the i r hi gh-SES 

counterparts. This possibility leads to the suggestion that 

future investigations on the issue should include pre/post­

test designs to examine the difference in the rates of 

progress that the distinct SES groups obtain. 

4.2.3 Sex differences 

Only one third (eight) of 24 boys in the study fit 

into a role whereas more than half (15) of 24 girls in the 

study did so. The expected significant sex difference in the 

study showed itself in the frequency of role assignment (See 

Table 11>. This result supported hypothesis 3(b) of the 

study. Although the literature outside Turkey suggested no 

sex differences on personality and social interaction until 

the age of six or seven, in the present st udy in both age 

groups the role fit frequency of girls was almost twice as 

the relat ive frequency of boys. Among the four year old 

preschoolers seven girls fit into a role, while only four 

boys did so. Among the five year old preschoolers eight 

girls fit into a role, while only four boys did so. This 

result can be interpreted as such that in our country the sex 

role socialization is effective as early as four years of 

age. However, the measurement of social analysis in this 

study did not reveal any significant sex differences. These 

conflicting results of sex differences found in the 
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measurement of social analysis and social roles, might be 

related with the small sample size in thi s study. 

I n both sex groups, among ch i ldren who fit i nt 0 a 

role, the number of children coming from two SES groups were 

almost the same (four low-SES and four high-SES for the boys, 

and eight low-SES and seven high-SES for the girls). In other 

words, there are no observable sal ient SES di fferences when 

the frequenci/<?s of children fitting a role is examined in 

relation to SES by sex. 

The frequencies of boys and girls fitting the 

independent player role deserve to be mentioned here. It is 

interest ing to see that among 12 chi ldren who fit into the 

independent player role the ratio of girls to boys came out 

to be 3:1, in that nine out of 24 girls in the study fit into 

that role, while only three out of 24 boys did so. The ratio 

of girls to boys in fitting into the independent player role 

was exactly the same (3:1) when the related frequencies were 

examined with respect to SES by sex. In the low SES groups 

six girls fit into that role, while only two boys did so; and 

in the high-SES group three girls fit into the role, while 

only one boy did so (See Table 14). 

Considering the general belief that parents nurture 

their daughters to be more dependent than sons, it is 

interesting to see that more girls are observed to fit the 

independent player role in this st udy. According to BeE.' 
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(1975), some studies in England by Newsons indicated that 

parents do not show any sign of differential treatment for 

their infant daughters and sons in areas 1 ike independence 

training. However, when children become school aged, 

daughters were more likely to be accompanied by their mothers 

on the ,,~ay to schoo 1 than sons. Th i s leads one to th i nk that 

girls are trained to be dependent. Bee further indicates that 

girls at six or seven years of age were not provided with the 

same freedom to roam as they had in the early years. Hence, 

the reason for more girl s d i spl ay i nq the independent player 

role in the present study could possibly be related to the 

fact that in these early years the influence of sex role 

differentiation in parents' treatment of their children is 

not fully existent yet. This issue deserves a more indepth 

investigation which is beyond the scope of the present study. 

There is a final discussion related to the 

measurement of social roles. This refers to the meaning of 

fitting into one of the social roles. Is it better or not for 

a child to fit into a role? As stated in the method section, 

the purpose of the peer interaction checklist was three-fold: 

1. To provide a tool that can be used to analyze peer 

interactions; 

2. To descri be a range of chi ldren' s behav i oral t endenci es 

during peer interactions; 

3. To ident i fy ch i ldren who show st rength in th is area by 

consistently assuming a social role. 
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Five roles provided by the Project Spectrum (1988) 

are derived in line with the values of the American culture. 

These roles might not be va1.ued in our culture. It is 

suggested in the Project Spectrum that for tho;e children who 

are not successful in their roles or who are struggling to 

find a role, it will be helpful to arrange situations which 

will increase their chances to participate in successful 

interactions. This 

collaborators of the 

suggestion 

project, 

implies 

fitting 

that for the 

into a role is 

something desirable. However, one may never know if fitting 

into one of these five roles is desirable also in the Turkish 

culture. Even if fitting into a role is valued by our 

culture one has to investigate which of these five roles are 

more valued? There is also a need to see if there is any 

other role valued in this culture but not included in the 

role categories of the Project Spectrum, and any role 

category among the suggested five that is not suitable for 

Turkish children. When the characteristic behaviors of 

independent player role-under which most of the role fit 

chi ldren (12 out of 23) stand- is considered, do we prefer 

for a child to focus on the use of the materials rather than 

interacting with peers? Do we want children who do not 

respond to other children; who are persistent in carrying out 

own ideas; or frequently playing independently? Are these 

behaviors valued in our culture? If not, how can we assume 

children consistently displaying the independent player role 

as "successful in peer interaction" ? If we intend to use the 

information on the peer interaction list to help children 
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become successf.ul in their peer relations, it is definitely 

obvious that the role categories should be reexamined to see 

if they are sui tabl e to the val ues of th is culture. Such 

revision might change the unexpected results obtained on sex 

and age differences in the measurement of social roles that 

were in conflict with the expected results obtained on sex 

and age differences in the measurement of social analysis. 

4.3 Li.itations of the Study 

The need for extensive time to collect the 

observat i onal data forced thi s st udy to 1 i mit the number of 

its subjects to 48. A greater number of subjects would 

provide better information on the interest area of the study. 

For instance, the confl ict i ng results obtai ned for age and 

sex groups in the measurements of social analysis and social 

roles could be changed with a sample of greater number of 

subjects. 

Another shortcom i ng of the st udy is in the broadnes s of its 

operational definitions provided for the two SES groups. As 

Fogel and Melson (1988) indicates, there are no consistent 

definitions of social classes in the extant literature • 

. According to them, in the body of research on SES differences 

in parenting, the number of social class divisions involved 

in a study also shows varlations. They state that the range 

of income, education and occupational status incorporated in 
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a definition of social class is determined by different cut­

off points for social classes in different studies. In the 

present study three criteria were employed to decide on low­

and high-SES groups: (a) the geographical location of the 

cent er, (b) children's fathers' educational I eve I, (c) 

children's fathers' occupational level. Education-wise the 

cut-off point separating the two SES groups was between high 

school graduation and university education. In other words, 

low-SES group included children with fathers up to high 

school graduation and high-SES group included children with 

fathers who had a un i vers it Y or higher 1 eve I of educat ion. 

Hence, the range of fathers' educat ion set for the low-SES 

group was quite broad including a continuum of education from 

elementary to high school graduation. With a narrower range 

designated for the low-SES group the obtained results of the 

study would possibly be subject to change. However, the lack 

of low-SES educational centers available to carry out this 

study necessitated such a broad definition of the low-SES 

group. 

4.4 Contribution of the Study into the Area 

In line with its intentions the present study serves 

only as a preliminary step towards the establishment of a 

useful assessment of social intelligence that can be employed 

in our count ry. Prov id i ng i ndepth i nformat i on on eh i 1 dren' 5 

development on the social cognitive domain, this kind of an 
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instrument can be useful in formulating individual social 

goals for preschoolers rather than labeling children on the 

basis of a test score such as the one provided by standard IQ 

tests. The ~easurement of social intelligence incorporated in 

this study mostly relies on observational procedure as 

employed in the measurement of social roles. It has an 

additional assessment of children as displayed in the 

classroom model activity which measures children's related 

abilities in a way that they do not seem to be aware of being 

assessed. With such an approach to assessment that takes into 

account one's behaviors in the daily experiences, the chance 

for children to be detected as being successful will 

increase. The dominant stress on the academic domain by the 

standard measures of intelligence has been questioned by many 

theoriticians and researchers who tried to examine the social 

domain of intelligence. The new approaches to the assessment 

of children's abilities will hopefully cover both domains of 

intelligence. In this way, the measurement of children's 

abilities will tap their success not solely in academic life 

but in daily life experiences as well. 
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RPPENDIX I 

CLRSSROOM MODEL QUESTIONS (*) 

Child Observer 

Rge Date 

1. Please show me wher~ you spend most of your time playing 
in the classroom. 

Is that your favorite activity? Why? 

What if that place were already full of children - show 
me where you would go. 

2. Here are some pictures of the different games that you 
played with • Which one do you think you 
were best at? 

Why? 

Which one was hardest for you to do? 

Why? 

Which one of the games was your favorite? 

3. Let's put other children where they like to play ••• 
show me someone in your class who always plays at: 

Blocks 

Dramatic Play 

Art 

Water Table 

[If the child only volunteers one or two people, ask: 
"Is there. anyone else?"] 

<*> Provided originally from Project Spectrum (19B8) 



At this point, ask child to help you return children to 
.agnet board before asking next question. 
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4. Let's see if some other children in your class also have 
a special friend ••• 

a) Does have a special friend(s)? 
Who is that? [Show me where they like 
to play togetherJ 

b) What about ? Does he have a special 
friend? Who is that? 

[And where do they play?] 

c) Does 
Who is that? 
play?] 

d) I wonder if 
Who is that? 
play?] 

have a special friend? 
[Where do they like to 

has a special friend? 
[Where do they like to 

e) Are there any other children who also have a special 
friend? Show me who they are. 

Again ask child to help you return children to .agnet board 
before asking next question. 

5. Show me someone in your class who watches what other 
children are doing a lot of the time. 

G. Please show me someone in your class who likes to play 
alone most of all. 

7. Tell me, who is your very special friend? 

What makes 
of yours? 

(see above> a special friend 

8. Suppose you and (see above> were fighting 
about a toy. Would you still be friends? 

Why not? 
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9. Show me the child in your class who helps children when 
they need it. 

Why did you choose that child? 

10. Is there a child in your class that you think is bossy? 
What makes him/her so bossy? 

11. What if the teachers said one day that it is a child's 
turn to be the teacher at meeting time. Which child 
would you want to be teacher for the day? 
Can you put him/her where your teacher sits at meeting? 
Why did you pick ? 



(TURKISH FORM) 

SINIF MODELi iLE iLGiLi SORULAR 

Cocuk 

Ya~ Tarih 

1. LUtfen bana slnlfta oyun oynarken en 90k vakit 
ge9irdi~in yeri gaster. 

Su senin en sevdi~in faaliyet mi? Neden? 

E~er bu yer 90ktan 90cuklarla dolmu~ olsaydl, nereye 
giderdin; bana gaster. 

2. Surada ile oynadl~ln de~i~ik oylmlat~ln 
baZl resimleri var. Sence hangisinde sen en iyiydin? 

Neden? 

Senin i9in en zor olanl hangisiydi? 

Neden? 

Oyunlardan senin en be~endi~in hangisiydi? 
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3. Haydi di~er 90cuklarl oynamaktan ho~landlklarl yerlere 
koyall m. 

Sana senin slnlflnda her zaman 
ka~esinde oynayan birini gaster. 

Slok ka~esi 

Sessiz ka~e 

Evcilik ka~esi 

Sanat 

E~er 90cuk sadece bir veya iki ki~i gbsterirse ~cyle 
sorun: Ba~ka kimse var ml? 

( Burada di~er soruyu sor.adan evvel 90cuklar1 ~lknatls 
tahtas1na geri yerle~ti.ek i9in 90cuktan size yard~~ 
et.esini isteyin. ) 
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4. Bakallm slnlflnda ba~ka 90cuklarln da en sevdini, en 90k 
oynadl~l bir arkada~l var ml? ( ozel arkada~ ) 

a) 'In en sevdi~i, en 90k oynadl~l 
arkada~1 <larl) var ml? 

Bu kimdir? ( Bana onlarln birlikte 
nerede oynamaktan ho~landlklarlnl gaster. ) 

b) Peki ya ? Onun en sevdi~i, en 90k 
oynad1~l bir arkada~l var ml? Bu kimdir? Peki onlar 
nerede oynarlar? 

c) '1n en sevdi~i, en 90k oynadl~l 
arkada~l var m1? Bu kimdir? ( Onlar nerede 
oynamaktan ho~lan1yorlar? ) 

d) 'In en sevdi~i, en 90k oynad1n1 bir 
arkada~l ol~p olmad1~ln1 merak ediyorum. Bu kimdir? 
( Onlar nerede oynamaktan ho~lan1yorlar? ) 

e) En sevdini, en 90k oynad1~1 bir arkada~l alan ba?ka 
90cuklar da var m1? Bana kim 01duklar1n1 gaster. 

( Cocuklarl .1knatls tahtaslna geri yerle~tir.ek i~in 
yine 90cuktan size yardl. et.esini isteyin. ) 

5. Bana Sln1f1nda 90~unlukla di~er 90cuklarln ne yaptl~ln1 
seyreden birini gaster. 

6. LUtfen bana slnlf1nda en 90k yalnlz oynamaktan ho~lanan 
birini gaster. 

7. Bana senin en sevdi~in, en 90k oynadl~ln arkada~lnIn kim 
oldu~unu sayle. 

'1 senin en sevdi~in, en 90k oynadltjln 
arkada~1n yapan nedir? 

B. Senin ve 'nin bir oyuncak i9in kavga 
etti~inizi dU~Unelim. H~l~ arkada~ olur muydunuz.? 

Neden ( olmasIn ) ? 

9. Bana slnlflnda ihtiya9 oldu~u zaman 90cuklara yardlm 
eden 90CU~U gaster. 

10. Slnlflnda patronluk yaptItjInl dU,UndUtjUn bir 90cukvar 
m1? (Gerekiyorsa ,oyle sorun: SlnIflnda di~er 
90cuklar1 idare ettitjini dU,UndU~Un bir 90cuk var ml? ) 

Onu boyle patron gibi yapan nedir? 
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11. Va o~retmenbir gUn bir 90cu~un beraber saatte o~retmen 
olma SlraSl oldu~unu soylerse. Hangi 90cu~un 0 gUn i9in 
o~retmen olmaslnl isterdin? 

Onu o~retmenin beraber saatte oturdu~u yere koyabilir 
misin? 

Neden 
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APPENDIX I I~ 

SOCIAL MAP <*> 

Teacher/Class Date 

CHILD <**> SPECIAL FRIEND <***) ACTIVITY AREA 

1. 

2. 

3. 

1. 

2. 

3. 

1. 

3. 

1. 

2. 

3. 

2. 

3. 

** children in class with whom child plays most often, in 
order of frequency 

*"** areas in classroom where child plays most often, in 
~rder of frequency. 

*" Provided originally from Project Spectrum (1988) 



Question 3: 

Blocks 

Dramatic Play 

Art 

Water Table 

Writing Table 

Question 4: 

2) 

3) 

4) 

Others: 

Guestion 5: 

2) 

3) 

Guestion 6: 

2) 

3) 

Question 9: 

2) 

3) 
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Children (child) who always play(s) at: 

Most salient frienships: 

Children who spend a lot of time watching what 
other children are doing: 

Children who prefer to play alone most of the 
time: 

Children who help other children (caretakers): 



Question 10: 

2) 

3) 

Question 11: 

2) 

3) 
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Children who often tell other children what 
to do (bosses): 

Children who effectively organize activities 
(leaders): 
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(TURKISH FORM) 

SOSVAL HARiTA 

C;OCUK aZEL ARKADA§ (*) FAALiYET Ko§ESi <**) 

1. 

2. 

3. 

1. 

2. 

3. 

1. 

2. 

3. 

1. 

2. 

3. 

1. 

2. 

3. 

* slkllk slraslyla, t;ocutlun Slnlfta en slk oynadl.'!;;i1 
c;ocuk lar. 

** slkl1k slras1yla, c;ocu~un Sl n1 fta en 51\< oynadltll 
ko~eler. 



Soru 3: Her zaman bu kOiede oynayan 90cuk(lar): 

Blok 

Soru 4: En goze 9arpan arkadaillklar: 

2) 

3) 

4) 

Di~erleri: 

Soru 5: Co~u zamanl baika 90cuklarln ne yaptl~lnl 
seyretmekle ge9inen 90cuklar: 

2) 

3) 
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Soru 6: ~o~u zaman tek ba~lna oynamaYl tercih eden 90cuklar: 

2) 

3) 

Soru 9: Di~er 90cuklara yardlm eden 90cuklar (yardlmcllar): 

2) 

3) 
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Soru 10: 51k 51k di~er 90cuklara ne yapacaklarlnl soyleyen 
90cuklar (patronlar): 

2) 

3) 

Soru 11: Etkili bir ~ekilde faaliyetleri dUzenleyen 90cuklar 
(1 iderler) 

2) 

3) 
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APPENDIX III 

Instructions for Use of the Peer Interaction Checklist <*) 

Complete a checklist for each child in your classroom. After 
you review the items in the list, check those that best 
characterize each child's behavior during peer interaction 
in your classroom. In most cases checking 7-9 behaviors will 
accurately capture a child's mode of relating to peers. All 
children display many of the behaviors identified at this 
checklist at some time. Remember to check only those that 
are most distinctive about a particular child. If use of the 
checklist prompts thoughts about the child's relation with 
peers, record them in the comments section at the end. 

PEER INTERACTION CHECKLIST 

T~ACHER'S NAME DATE 

CHILD'S NAME AGE 

1. 

2. 

3. 

4. 

5. 

6. 

7. 

8. 

9. 

10. 

11. ---

makes connection to the activities of other 
children through imitation or verbal checking 
(e. g., "What are you doing,? I'm doing ••• " "Let~ 5 

do this O.K.?") 

mediates when conflicts occur during play 

initiates activities in which other children then 
participate 

takes initiative to lead but is not usually 
successful 

usually responds to other children's leads rather 
than initiating activities 

spends a lot of time observing the play of other 
children 

willing to accept compromises or leaves area when 
conflicts occur during play 

is more interested in own activity than in what 
other children are doing 

often invites other children to join in play 

tends to direct action of other children 

tends to continue a play activity as long as 
others remain involved 

<*) Provided originally from Project Spectrum (1988) 



12. 

13. 

14. 

15. 

16. 

17. 

18. 

19. 

20. 

21. 

22. 

23. 

24. 

25. 

26. 

27. 

28. 

29. 

COMMENTS: 

usually does not respond to other children's 
reque~ts when doing so interferes with own 
activity 

often extends and elaborates other children's 
ideas 

often assigns roles to children 
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makes some effort to contr~l what other children 
do 

follows other children when they move to different 
play areas, entering into interactions smoothly 

is persistent in carrying out own ideas 

directly requests and receives assistance from 
other children 

is often sought out by other children 

when playing, focuses primarily on materials 

expresses concern about whether or not s/he is 
being accepted by other children 

cooperates with other children 

often gives feedback to children about what they 
are do i ng (e. g., "Not 1 ike that •••• 1 et me show 
you. ") 

frequently plays independently 

shares information and skills with other children 
(e.g., shows another child how to playa game) 

usually talks more than other children during play 

provides nurturance or assistance when other 
children need help or attention 

choice of play area reflects interest in activity 
rather than presence of preferred peers 

often has difficulty complying with oth~r 
children's requests 
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(TURKISH FORM) 

Slnlflnlzdaki her 90cuk i9in bu listeden doldurun. Listedeki 
maddeleri gozden ge9irdikten sonra, slnlflnlzda ya~ltlarl 
ile etkile~im slraslnda her 90cu~un davranl~lnl en iyi 
~ekilde gosterenleri i~aretleyin. Co~u zaman, 7-9 davranl~l 
i~aretlemek, bir 90cu~un ya~ltlarlyla ili~ki kurma tarzlnl 
do~ru olarak yakalayacaktlr. BUtUn 90~uklar bu listede 
belirtilen davranl~larln ~a~unu bir vakit gosterirler. 
Sadece 0 90cuk i9in en ~elirgin olanlarl i~aretlemeyi 
hatlrlaYln. E~er listenin kullanlml 90cu~un arkada~larlyla 
alan ili~kisi hakklnda dU~Unceler uyandlrlrsa, onlarl en 
sondaki yorumlar klsmlna kaydedin. 

YA!jIT ETKiLE!jiM LiSTESi 

Tarih 

I;ocu~un adl 

1. 

2. 

3. 

4. 

5. 

6. 

7. 

8. 

9. 

10. 

11. 

Di~er 90cuklarln faaliyetleriyle taklit etme veya 
sozlU ileti~im yollarlyla ba~lantl kurar. ( orn: 
liNe yapl yorsunuz? Ben..... •• yapl yorum." "Hayd i, 
bunu yapallm, tamam ml?" ) 

Oyun slraslnda qatl~ma meydana gelirse araya 
9 i rer. 

Di~er qocuklarln sonradan katlldl~l faaliyetler 
ba~latlr. 

Yonetmek i9in ba~langl9 yapar, ama genellikle 
ba~arlll de~ildir. 

Genellikle faaliyetleri ba~latmaktansa, di~er 

90cuklarln ba~lattlklarlna uyar. 

Di~er 90cuklarln oyununu gozleyerek ~ok zaman 
harcar. 

Oyun slraslnda 9atl~ma meydana gelirse uzla~maYl 
kabul etmeye isteklidir veya oyunu terkeder. 

Ba~ka 90cuklarln ne yaptl~lndan daha 9tik kendi 
faaliyeti ile ilgilidir. 

______ Slk slk ba~ka 90cuklarl oyuna katllmaya 9a~lrlr. 

Di~er 90cuklarln hareketlerini yonlendirmeye 
isteklidir. 

Ba~kalarl da bulundu~u mUddetge oyun faaliyetini 
deva~ ettirmeye 9all~lr. 



12. 

13. 

14. 

15. 

16. 

17. 

18. 

19. 

20. 

21. 

22. 

23. 

24. 

25. 

26. 

27. 

28. 

29. 
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___ Genellikle ba~ka c;ocuklarin istekleri kendi 
faaliyetini engelliyorsa bunlarl verine getirmez. 

____ Slk slk di~er c;ocuklarln fikirlerini aC;lklar ve 
geni~letir. 

____ Slk slk c;ocuklara rol verir. 

Di~er c;ocuklarln yaptlklarlnl kontrol etmek ic;in 
biraz c;aba gosterir. 

Di~er c;ocuklar de~i?ik oyun ko?elerine gec;ince 
onlarl takip eder, etkile~ime kolayca katlllr. 

Kendi fikirlerini gerc;ekIe?tirmede lsrarCldlr. 

Di~er c;ocuklardan do~rudan yardlm ister ve allr. 

Slk slk di~er c;ocuklar taraflndan aranlr. 

Oynarken oncelikle materyallere odaklanlr. 

_____ Di~er c;ocuklar taraflndan kabul edilip edilmemeye 
ilgi gosterir. 

Di~er c;ocuklarla i~birli~i yapar. 

_____ Slk slk c;ocuklara onlarln yaptlklarlyla ilgili 
donUtler verir. ( tirn: "Boyle de~il •••• dur, 
gostereyim." ) 

Bilgi ve becerileri di~er c;ocuklarla payla?lr. 
tirn: ba?ka bir c;ocu~a bir oyunun nasli oynandlalnl 
gosterir. ) 

Genellikle oyun SlraSlnda di~er c;ocuklardan daha 
c;ok konu~ur. 

Di~er c;ocukIarln yardlma veya dikkate ihtiyac;larl 
oldu~u zaman baklm ve yardlm sa~lar. 

Oyun k6~esi sec;imi tercih etti~i arkada~larln 
varllglndan c;ok faaliyete ilgiyi yansltlr. 

Slk slk di~er c;ocukIarln isteklerini kabul etmekte 
zorluk c;eker. 

YORUMLAR: 



GoZLEM FORMU 

t;ocugun ad1 

t;ocugun cinsiyeti 

Tarih 

Faaliyet tipi 
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(FORM OF OBSERVATION) 

Saat 

I _.10 dak. 

1. Faaliyete taklit ve-
ya sozle banlantl kurar. 

2. ____ ~atl~mada araya 
girer. 

3. ____ ~ocuklarln katlldl~l 
faaliyetler ba~latlr. 

4. Yon. i9in ba~lang19 
yapar ama ba~arlslzdlr. 

5. ____ Di~er 90cukIarln 
ba~lattlklarlna uyar. 

60 ____ Gozleyerek 90k zaman 
harcar. 

70 ____ ~atl~mada uzIa~maya 
isteklidir veya terkeder. 

80 ____ Daha 90k kendi 
faaIiyeti ile ilgilidir. 

90 ____ ~ocuklarl oyuna 
katlimaya 9a~lrlr. 

10. Hareketieri 
yonlendirmeye isteklidir. 

11 _____ Ba~kalarl bulundu~u 
mUddetge devama 9all~lr. 

12 _____ ~ocuklarln istekleri 
faaIiyetini engelliyorsa 
yerine getirmez. 

13. Fikirieri a91klar ve 
geni~letir. 

14 _____ ~ocuklara rol verir. 
15. ____ Kontrol etmek i9in 

biraz 9aba gosterir. 
16. ____ ~ocuklar de~i~ik 

ko~eye ge9ince takip eder 
ve kolayca katlllre 

17. ____ Fikirlerinl ger9.de 
lsrarcldlr. 

18. ____ Do~rudan yardlm 
ister ve allr. 

19 _____ Di~er 90cuklar 
taraflndan aranlr. 

20. ____ Oynarken oncelikle 
materyallere odaklanlr. 

21. ____ Kabul edilip 
edilmemeye ilgi gosterir. 

22. ____ i~birli~i yapar. 
23. ____ Cocuklara donUtler 

verir. 
240 ____ Ba~lmslz oynar. 
25. ____ Bi1gi ve becerileri 

90cukiaria payla~lr. 
26. Oyunda di~erierinder 

daha 90k konu~ur. 
27. Baklm-yardlm sa~larM 
28. Ko§e se9imi arkada§~ 

tan 90k faaliyete ilgiyi 
yansltlr. 

29. istekleri ~<abul 

etmekte zorluk geker. 
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APPENDIX IV 

PEER INTERACTION CHECKLIST: INDIVIDUAL SUMMARY SHEET <*> 

Teacher's Na.e Date 

Age 

TEAM PLAYER ROLE: Checklist items 1, 5, 7, 11, 16, 19 

FACILITATOR ROLE: Checklist items 2, 9, 13, 22, 25, 27 

LEADER ROLE: Checklist items 3, 10, 14, 18, 23, 26 

INDEPENDENT PLAYER ROLE: 

TRANSITIONAL CHILD ROLE: 

QUESTIONS: 

Checklist items 8, 12, 17, 20, 
24, 28 

Checklist items 4, 6, 15, 21, 29 

1. Are the child's interactions generally positive? 

2. Is the child usually successful in carrying out this 
role? 

3. How do other children respond to the child's efforts? 

<*> Provided originally from Project Spectrum (1988) 
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(TURKISH FORM) 

VA§IT ETKiLE§iM LiSTESi: BiREVSEL iilET KA~IDI 

iigret.enin ad1 Tarih 

I;ocut(un ad1 

TAKIM OVUNCUSU ROLu: Liste maddeleri 1, 5, 7, 11, 16, 19 

KOLAVLA§TIRICI ROLu: Liste maddeleri 2, 9, 13, 22, 25, 27 

LiDER ROLu: Liste maddeleri 3, 10, 14, 18, 23, 26 

BA~IMSII OVUNCU ROLu: Liste maddeleri 8, 12, 17, 20, 24, 28 

GEl;i§KEN I;OCUK ROLu: Liste maddeleri 4, 6, 15, 21, 29 

SORULAR: 

1. ~ocu~un etkile~imleri genelde olumlu mu? 

2. ~ocuk bu rolU sUrdUrUrken genellikle ba~arlll ml? 

3. Di~er ~ocuklar ~ocu~un ~abalarlna nasll kar~lllk 
veriyorlar? 
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APPENDIX V 

SOCIAL ROLES: DEFINITIONS AND BEHAVIORAL CHARACTERISTICS <*) 

TEAM PLAYER ROLE 

Definitions: The primary characteristic identifying this 
role is the child's willingness to cooperate 
with others and participate in social 
act i v it i es. 

Characteristic Behaviors: 
--makes connection to the activities of other children 

through imitation or verbal checking (e.g., "What ar~ 
you dOing,? I'm doing ••• " "Let's do this O.K.?") 

--usually responds to other children's leads rather than 
initiating activities 

--willing to accept compromises or leaves area when 
conflicts occur during play 

--tends to continue a play activity as long as others 
remain involved 

--follows other children when they move to different 
play areas, entering into interactions smoothly 

--is often sought out by other children 

FACILITATOR ROLE 

Definition: The child who assumes this role effectively 
shares ideas, information, and skills with other 
children. 

Characteristic Behaviors: 
--mediates when conflicts occur during play 
--often invites other children to join in play 
--often extends and elaborates other children's ideas 
--cooperates with other children 
--shares information and skills with oth~r children 
--provides nurturance or assistance when other children 

need help or attention 

LEADER ROLE 

Definition: A child who plays the role of leader is 
frequently involved in attempts to organize 
other children. 

Characteristic Behaviors: 
--initiates activities in which other children then 

part ici pat e 
--tends to direct action of other children 
--often assigns roles to children 
--directly requests and receives assistance from other 

children 
~-often gives feedback to children about what they are 

doing (e. g., "Not like that •••• let me show you. ") 
--usually talks more than other children during play 

(*> Provided originally from Project Spectrum (1988) 
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INDEPENDENT PLAVER ROLE 

Definition: The child who displays this role typically 
chooses to focus on the use of materials rather 
than interactions with peers 

Characteristic Behaviors: 
--is more interested in own activity than in what other 

children are doing 
--usually does not respond to other children's requests 

when doing so interferes with own activity 
--is persistent in carrying out own ideas 
--when playing, focuses primarily on materials 
--frequently plays independently 
--choice of play area reflects interest in activity 

rather than presence of preferred peers 

TRANSITIONAL CHILD ROLE 

Definition: Recognition of this role can be primarily based 
on identifying a child's effort to construct a 
classroom role for him- or herself. 

Characteristic Behaviors: 
--takes initiative to lead but is not usually successful 
--spends quite a bit of time observing the play of other 

children 
--makes some effort to control what other children do 
--expresses concern about whether or not s/he is being 

accepted by other children 
--often has difficulty complying with other children's 

requests 
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(TURKISH FORM) 

SOSYAL ROLLER: TANIMLAR UE DAURANI~SAL KARAKTERiSTiKLER 

TAKIM OYUNCUSU ROLu 

Tanlml: Bu rolU belirten ba~llca karakteristik qocu~un 
ba~kalarlyla i~birli~i yapma ve sosyal faaliyetlere 
katllma isteklili~idir. 

Karakteristik Davranl~lar: 
Di~er qocuklarln faaliyetleriyle taklit etme veya 
sozlU ileti~im yollarlyla ba~lantl kurar. ( orn: liNe 
yapl yorsunuz? Ben. ~ • • • • • yapl yorum. II "Hayd i, bunu 
yapallm, tamam ml?" ) 
Genellikle faaliyetleri ba~latmaktansa, di~er 

qocuklarln ba~lattlklarlna uyar. 
Oyun slraslnda qatl~ma meydana gelirse uzla~maYl 
kabul etmeye isteklidir veya oyunu terkeder. 
Ba~kalarl da bulundu~u mUddetqe oyun faaliyetini 
devam ettirmeye qall~lr. 
Di~er qocuklar de~i~ik oyun ko~elerine geqince onlarl 
takip eder, etkil~~ime kolayca katlilr. 
Slk slk di~er qocuklar taraflndan aranlr. 

KOLAYLA~TIRICI ROLu: 

Tanlml: Bu rolU benimseyen qocuk ba~ka qocuklarla etkili bir 
~ekilde fikirleri bilgileri ve becerileri payla~lr. 

Karakteristik davranl~lar: 
Oyun slraslnda qatl~ma meydana gelirse araya girer. 
Slk slk ba~ka qocuklarl oyuna katllmaya qa~lrlr. 
Slk slk di~er qocuklarln fikirlerini a91k1ar ve 
geni~letir. 

Di~er qocuklarla i~birli~i yapar. 
Bilgi ve becerileri di~er qocuklarla payla~lr. orn: 
ba~ka bir qocu~a bir oyunun nasll oynandl~lnl 
gosterir. ) 
Di~er qocuklarln yardlma veya dikkate ihtiyaqlarl 
oldu~u zaman baklm ve yardlm sa~lar. 

LiDER ROLu: 

Tanlml: Lider rolUnU oynayan qocuk slkqa di~er qocuklarl 
yonlendirme giri~imlerinde bulunur. 

Karakteristik Davranl~lar: 
Di~er qocuklarln sonradan katlldl~l faaliyetler 
ba~latlr. 

Di~er qocuklarln hareketlerini yonlendirmeye 
isteklidir. 
Slk slk qocuklara rol verir. 
Di~er qocuklardan do~rudan yardlm ister ve allr. 
Slk slk qocuklara onlarln yaptlklarlyla ilgili 
donUtler verir. (orn: "Boyle de~il •••• dur, 
'gostereyim." ) 
Genellikle oyun slraslnda di~er qocuklardan daha 90k 
konu~ur. 
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BA~IMSIZ OYUNCU ROLu 

Tanlml: Bu rolU sergileyen ~ocuk tipik olarak yailtlarlyla 
etkile,imden ziyade materyal1erin kullanlmlna 
odaklanmayi se~er. 

Karakteristik DaVranl~lar: 
Ba,ka ~ocuklarln ne yaptl~lndan daha ~Qk kendi 
faaliyeti ile ilgilidir. 
Genellikle bajka ~acuklarln istekleri kendi 
faaliyetini engelliyars~ bunlarl yerine getirmez. 
Kendi fikirlerini ger~ekle~tirmede lsrarCldlr. 
Oynarken once 1 i kl ema.t erya 11 ere adak Ian 1 r. 
Slk~a ba~lmS1Z oynar. 
Oyun kbj&si se~imi tercih etti~i arkadajlarln 
varll~lndan ~ck faaliyete ilgiyi yansltlr. 

GE~i~KEN COCUK ROLu 

Tanlml: Bu rolUn varllDl bzellikle ~ocugun kendisi i9in 
Slnlfta bir reI kurma ~abalarlnln olup olmadl~lna 
baj;pldlr. 

Karakteristik Davranl,lar~ 
Y6netmek i~in baJlangl~ yapar, ama genellikle 
bajarlll de~ildir. 
Diger ~ocuklarln oyununu gdzleyerek 90k zaman harcar. 
Di~er ~ocuklarln yaptlklarlnl kontrol etmeki~in 
biraz ~aba gosterir. 
Di~er ~ocuklar taraflndan kabul edilip edilmemeye 
ilgi gosterir. 
Slk slk di~er ~ocuklarln isteklerini kabul etmexte 
zorl uk ~eker. 
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