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CHAPTER I 

INTRODUCTION 

Statement of the Problem 

The importance of make-believe play to the developing child has 

come into focus recently as a result of increased research in the 

area. Tower and Singer (1980) noted that the benefits of pretend 

play can be categorized according to their cognitive, social and af

fective value. Cognitive benefits include such things as increased 

attention span, increased ability to organize information, correction 

of faulty perceptions and cognitions, integration of experiences and 

language facilitation. Social benefits derive from the fact that make-

believe play fosters the development of socio-dramatic play. Through 

this type of play, the child's interaction with others is increased. 

Thus, greater sensitivity to other people is learned, empathy for other 

viewpoints is enhanced, and a way to interact with friends and parents 

is provided (Tower and Singer, 1980). 

Investigations of make-believe play have strongly suggested that 

this type of play can have positive effects upon specific cognitive 

abilities. For example, the research of Fink (1976) and Golomb and 

Cornelius (1977) revealed that make-believe play facilitated the develop

ment of conservation. Saltz, Dixon, and Johnson (1977) reported that 

fantasy had a positive effect upon intellectual performance (as 

measured by standard intelligence tests), the ability to interpret 

sequential events, and the ability to distinguish between reality and 
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fantasy. Rosen (1974) found that 40 days of instruction and practice 

in sociodramatic play had a positive effect upon problem solving be

havior and role-taking skills. Results of these and other studies sug

gest that make-believe play may have an effect on the levels of egocen-

trism in young children. 

i (̂, :* Play which occurs during the early years of childhood frequently 

has been studied to discern the initial egocentrism of the child in 

thought and social experiences. Looft (1972) stated that the essential 

meaning of egocentrism is an embeddedness in one's own view. Piaget 

(1950) placed the concept of egocentrism in a central role in his 

theory of intellectual development. According to his theory, egocen

trism is defined very broadly, at first, as a lack of differentiation 

in subject-object orientation. As individuals mature, they become 

increasingly more capable of discrimination of subject from object 

relationships. Recent research has demonstrated that egocentrism 

decreases with age and maturity. Rubin (1973) examined egocentrism in 

terms of the young child's communicative, cognitive (problem-solving), 

role-taking, and perceptual activities. He found that overt manifes

tations of cognitive, spatial, role-taking, and communicative egocen

trism declined with age. Subjects for Rubin's study were children 

from kindergarten and grades 2, 4, and 6. These findings support those 

of Looft (1972) regarding the developmental nature of egocentrism. 

According to Piaget (1950), the child's growing repertoire of 

logical skills evolves as a result of maturational processes and of 

the changing nature of interactions with the environment. Piaget 

asserted that one crucial factor in the decline of egocentric thought 



and the onset of role-taking skills is peer interaction. Rubin and 

Maioni (1975) also noted that during peer interaction, the young child 

often receives information dissonant from that which is most familiar, 

thus creating a conflict whereby the child is forced to take the points 

of view of other persons. Thus, it may be primarily through peer 

interaction that egocentrism can be reduced. 

Through make-believe play, peer interaction may be encouraged and 

increased. According to the reasoning suggested by Piagetian theory, 

peer interaction causes egocentric thought to decrease. Make-believe 

play, with its ability to increase peer interaction should, then, be 

an effective agent in lowering egocentric thought. 

Several training studies have attempted to increase imaginative 

play behavior in young children in order to assess its effect upon 

various aspects of cognitive and social behavior (Golomb and Cornelius, 

1977; Saltz and Johnson, 1974, Staub, 1971; Van Leishout, 1976). Most 

recently. Burns and Brainerd (1979) found a positive relationship 

between dramatic play training and the increased ability to take 

another's perspective. 

The majority of the training studies which have been conducted 

have dealt with preschoolers from lower socioeconomic backgrounds 

(Freyburg, 1973; Lovinger, 1974; Rosen, 1974; Saltz, Dixon, Johnson, 

1977; Smilansky, 1968). Little research involving make-believe play 

training has focused on children from middle or upper socioeconomic 

backgrounds. As a result, little is known about whether or not the 

role-taking abilities of these children compare with those of children 

from lower socioeconomic backgrounds. ~̂  



Despite increased research in the field of make-believe play, few 

attempts have been made to assess the direct effect which make-believe 

training might have upon the levels of egocentrism and role-taking abili

ties in preschool children. Among these few training interventions, most 

have been quite long. For example, Saltz and Johnson (1974) gave 

subjects three 15-minute fantasy play training sessions per week for 

six to seven months. While the experimental subjects scored roughly 

22?o better on affective perspective-taking scores than did the control 

group of children, it is difficult to determine exactly what caused the 

improvement. It is possible that since the intervention spanned several 

months, the superior performance by experimental subjects was caused by 

a complex function of play experiences and spontaneous developmental 

changes, not by the play experiences alone. On the other hand, Burns 

and Brainerd (1979) provided a very short training intervention (ten 

20-minute sessions). Subjects received training in dramatic play which 

had a given theme (e.g., a restaurant or a doctor's office). The 

results of this study demonstrated that a short training procedure can 

have an effect upon a variety of perspective-taking skills. 

It was the purpose of the present study to examine whether or not 

there is a direct relationship between participation in a variety of 

directed make-believe play activities and the role-taking abilities of 

children between the ages of three and five years. Much of the previous 

research in perspective-taking has dealt with older school-aged children. 

Little information about the effects of training during the preschool 

years of development is available. The major objective of this train

ing intervention was to reduce egocentric thought by increasing peer 



interaction through make-believe play activities. The study attempted 

to examine whether or not children of middle socioeconomic status 

could benefit from make-believe play training as children from lower 

socioeconomic backgrounds had in other studies. Four affective 

perspective-taking tasks and three visual perspective-taking tasks 

were used to measure these specific aspects of egocentrism and role-

taking so that the present study could focus on only two distinct parts 

of the larger picture that previous studies have addressed. For 

example. Burns and Brainerd (1979) utilized one perceptual perspective-

taking task, to cognitive and two affective perspective-taking tasks. 

Results of studies such as this show only an overview of what effect 

training procedures may have had on children's role-taking abilities. 

Review of the Literature 

The review of the literature will discuss in detail various aspects 

of egocentrism in the early years of child development and the tasks 

used to measure the different kinds of perspective-taking skills which 

develop as egocentrism decreases. The various levels of role-taking 

ability will be discussed. Make-believe play training studies which 

have been conducted will be outlined according to the effects they have 

had upon perspective-taking skills. Finally, the training procedures 

used in previous research will be discussed. 

Egocentrism 

According to Piaget (1967), the child between 18 months and seven 

years of age is primarily egocentric. Egocentrism is generally defined 

as an embeddedness of one's own view. At an early stage of cognitive 

development the child is unable to shift mental perspective in order to 



differentiate among several aspects of a given event and between the 

self's and others' points of view (Rubin, 1973). Previous research has 

investigated the relationship between egocentrism and various aspects 

of the child's development. Egocentrism manifests itself in various 

forms, e.g., communication, ccgnition (including private speech), role-

taking, and spatial relations. Piaget (1950) identified one factor 

which is common to all forms of egocentrism. This factor has been 

identified as "the inability to decenter" (Feffer, 1959, 1970; Piaget, 

1950). According to Golomb and Cornelius (1977), the "decentering" 

process involves the ability to view the world and oneself from another's 

perspective; it implies a shift from the subjective, phenomenistic, and 

egocentric representational organization characteristic of the pre

operational stage to a position of mutually coordinated viewpoints. 

Egocentrism is believed to occur in early childhood and to decline 

thereafter (Flavell, 1977). This assumption has been strongly supported 

in other research (Looft, 1972; Rubin, 1973; Smilansky, 1968). Rubin 

(1973) suggested that experience accrued with age would facilitate the 

decentration process so that egocentrism would be reduced. Investiga

tions concerned with role-playing (Feffer, 1970; Feffer and Gourevitch, 

1960; Rubin, 1976; Saltz et al., 1977; Selman, 1971) have supported the 

suggestion that while the decentration process increases with age, 

egocentrism decreases with age. 

Role-taking—the ability to view the world (including the self) 

from another's perspective—is, according to Selman (1971), explicitly 

social-interpersonal in requiring the ability to infer another's 

capabilities, attributes, expectations, feelings, and potential 
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reactions. Taking another perspective implies the ability to differen

tiate the other's view from one's own and the ability to shift, 

balance, and evaluate both perceptual and cognitive input. Egocentrism, 

then, according to this line of reasoning, can be thought of, in 

part, to refer to the child's inability to perform role-taking 

operations. 

Most normally developing children tend to role play in their every 

day interaction with other children. They pretend to be someone or 

something else and imagine their own sets of circumstances in role 

playing situations. By enacting a variety of roles and exchanging 

roles in interactive situations, children may learn to view events from 

a variety of points of view. In this way, children are learning through 

their play to take the perspective or the role of others in real life 

situations. Thus, role playing may increase the capacity for role-

taking and thereby the vicarious experience of others' emotions. 

Through role playing, children may also learn behavior needed for 

specific purposes (Staub, 1971). In other words, they may learn what 

is needed to decrease egocentric thought in general. 

Social egocentrism. Selman (1971) asserted that role-taking is 

a prototypical social-cognitive skill. The process of decentering, 

learning to recognize that one's thoughts and feelings may be dif

ferent from those of others, is referred to as social egocentrism 

(Urberg and Docherty, 1976). 

Borke (1971) believed that empathy is the primary process under

lying human interaction and communication. "It appears to be as 

central to interpersonal development as intelligence is for cognitive 
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development" (Borke, 1971, p. 263). The child must gain empathy in 

order to increase social sensitivity and to decrease social egocen

trism. Past research in this area confirmed that social sensitivity 

(i.e., empathy) increases with age (Burns and Covey, 1957; Flapan, 

1968). 

Role-taking tasks are often utilized for the assessment of 

various aspects of social egocentrism, e.g., empathy. There is some 

disagreement as to what types of role-taking constitute nonegocentric 

behavior. Borke (1971) constructed a set of role-taking tasks and 

found what she considered to be evidence of nonegocentric behavior in 

preschool children. Her original tasks were specifically designed to 

be appropriate for children as young as three years of age. In one 

affective perspective-taking task, the children were asked to identify 

the emotional responses (happy, sad, afraid, or angry) of characters 

in short stories told by the examiner. Chandler and Greenspan (1972) 

sharply disagreed with Borke's conclusions, claiming that her tasks 

measured only the ability to make stereotyped social judgements, not 

egocentric behavior. Chandler and Greenspan (1972) based most of 

their assessment tasks upon those developed by Flavell (1968). The 

tasks designed by Flavell were aimed primarily at assessing role-

taking ability of the perceptual variety; the task tested the ability 

to predict or otherwise take account of the experimenter's perceptual 

experiences, under conditions where those experiences differed in some 

way from the subject's own. Flavell included one additional task 

which required the subject to predict the preferences or wants of 

others where these differ from his own. A combination of the types 



of tasks designed by Borke and by Flavell has been used with some success 

in recent studies (i.e., Van Leishout, 1976). 

Levels of role-taking ability. The development of role-taking 

ability is quite complex. Flavell (1968) suggested that there are 

closely related stages which the preschool child must pass through in 

order to attain the ability to take the visual perspective of another 

person. Feffer (1959, 1971) and Feffer and Gourevitch (1960) also 

attempted to assess age-related levels of the child's ability to de-

center in the social world. Selman and Byrne (1974) derived and tested 

four levels of role-taking abilities. They concluded that a high cor

relation of these levels with increasing age indicates that role-taking 

as a concept is amenable to a structural-developmental analysis, j Sub

jects used to test the four role-taking levels included 40 middle-class 

children, 10 each at ages 4, 6, 8, and 10, There were five males and 

five females in each group. The first stage. Level 0, is characterized 

by children's inability to make distinctions between personal inter

pretations of social action (either by self or other) and what they 

consider the true or correct perspective. Although children can dif

ferentiate self and other entities, they do not differentiate their 

points of view nor do they relate perspectives. Of the four year olds 

tested, 80?o were placed in this level. 

Level 1 is referred to as the subjective role-taking stage. 

Children in this stage see themselves and others as actors with poten

tially different interpretations of the same social situation, largely 

determined by the data each individual child has at hand. Young 

children realize that other people feel and think differently because 
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they are in different situations. However, at Level 1, children are 

still unable to maintain their own perspective and simultaneously 

put themselves in the place of others. They also cannot judge their 

own actions from others' viewpoints. The majority of the six year 

old children tested had reached Level 1, 

Level 2, the self-reflective role-taking stage, is characterized 

by a child who is now aware that people think and feel differently 

because each person has a uniquely ordered set of values and purposes. 

Children recognize that other people can put themselves in the child's 

shoes, so children are able to anticipate other's reactions to their 

own motives or purposes. However, these reflections do not occur 

simultaneously or mutually. They only occur sequentially. Fifty per

cent of the eight-year-olds and 60?o of the 10-year-olds tested had 

reached this level of role-taking ability. 

Finally, at Level 3, referred to as mutual role-taking, the child 

can now differentiate the self's perspective from the generalized 

perspective, the point of view taken by an average member of a group. 

Here, children can conceive of the concept of a third person not 

directly related in a dyadic situation and can consider their own and 

the other's points of view, as well as a third person's point of view, 

before coming to a conclusion about a given situation. Only 10?o of 

the eight-year-olds and 20?o of the ten-year-olds tested had reached 

this level. It should be noted that each age group included in this 

experiment consisted of only ten children; therefore, the results can 

only be considered as preliminary findings. 

Urberg and Docherty (1976) found evidence for three levels of 
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role-taking skills present in their sample of children three to five 

years of age. Children at the first level. Level 0, are described as 

having no role-taking skills. Their behavior in no way indicates that 

they can see another's point of view when it is different from their 

own. The median age of children at this level was three years five 

months. Children at Level 1 are described as having sequential de

centration. They can infer another's viewpoint if this can be done 

by sequentially focusing on the aspects of the situation. Fifty per

cent of the 42 subjects were at this level. The median age was 4 years 

5 months. Finally, children in Level 2 are considered to have simul

taneous decentration. They can infer another's viewpoint even when 

it involves simultaneous consideration of two aspects of the situation. 

The median age at this level was five years four months. 

It is interesting to note that the ages associated with the 

Urberg and Docherty (1976) study are much lower than those discussed 

in the Selman and Byrne (1974) study. This difference is probably 

based on the fact that most of the tasks designed by Urberg and Docherty 

were intended to be as simple in content and as interesting to the 

children as possible so as to explore the lower limits of the role-

taking process. On the other hand, the tasks designed by Selman and 

Bryne were intended for use with children up to ten-years-of-age and 

were more difficult in content. 

Other attempts have been made to describe the stages in the 

emergence of preschool children from their egocentric social-cognitive 

perspectives. Most recently Landry and Lyons-Ruth (1980) found more 

evidence supporting the concept of a multi-leveled (or hierarchical) 
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model of the developing perspective-taking skills. The study was based 

on the existence of two levels beyond basic egocentrism. The levels 

are very similar to Levels 1 and 2 as described by Selman and Bryne 

(1974). However, there is still no agreement upon a generally acceptable 

description of the stages a child must pass through in order to attain 

the ability to understand another person's point of view. 

Pretend Play 

Many attempts have been made to define pretend or imaginative 

play (Millar, 1968; Piaget, 1962; Singer, 1973; Smilansky, 1968). How

ever, there has been, to date, little agreement on an appropriate defi

nition of the term. Many authors use the terms pretend play, imagina

tive play, fantasy play, and symbolic play interchangably,] which this 

writer will also do. This form of play is usually distinguished from 

exercise play, mastery play, and games with rules. Imaginative play 

can take on many forms. Whatever form it takes, it has in common a 

make-believe or pretend quality. The child uses imagination to amplify 

and modify the concrete and immediately present stimulus (Saltz and 

Johnson, 1974). Developmental theorists (Piaget, 1962; Vygotsky, 1967; 

Werner, 1949) have viewed this type of play as "an indispensable step 

in cognitive development through which the child becomes liberated from 

stimulus boundedness and thereby advances toward operational and abstract 

levels of thought" (Saltz and Johnson, 1974, p, 623). Fink (1976) 

directly linked imaginative play to perspectivism. "In imaginative 

play the child must exercise some awareness of the behavior and view

points of someone else and integrate them into a convincing role 
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enactment" (Fink, 1976, p. 897). ) 

Training studies. In general, training studies have been quite 

successful in increasing make-believe play. Most of the studies found 

the increase in make-believe play to have a positive effect upon a 

variety of cognitive and social behaviors. These studies examined 

various aspects of the concept of egocentrism such as conservation and 

perspective-taking. 

The rationale for these training studies was based on the assump

tion that imaginative play is a) trainable, b) important for the 

development of other intellectual and social abilities, and c) often 

undeveloped in young children (Saltz and Johnson, 1974). 

Smilansky (1968) conducted a training study in which she attempted 

to provide both general learning experiences and experiences in the 

techniques of sociodramatic play in order to increase sociodramatic play 

in disadvantaged Israeli preschool children. The treatment lasted for 

nine weeks and included a total of 67 hours of sociodramatic play for 

each of three experimental groups. All experimental groups were composed 

of children from lower-socioeconomic backgrounds. The experimental 

group which received both general learning experiences and experiences 

in play techniques showed the greatest improvement. The other groups 

received only one part of the experience. The group which received only 

the general learning experiences showed no noticeable improvement in 

their sociodramatic play. The group which received only training in 

how to engage in and sustain sociodramatic play improved significantly 

in their dramatic play, but did not improve as much as the group which 

received both types of experiences. General learning experiences 
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included field trips to such places as a grocery store and a clinic. 

Props were then provided and the children were encouraged to dramatize 

according to what they had seen on a given field trip. Discussion and 

story reading were also employed to encourage learning about the places 

visited. 

Freyburg (1973) conducted a training study in which the subjects 

were socially disadvantaged children. Eight 20-minute training sessions 

were given over a period of one month to small groups of four children. 

During each session, the investigator introduced a separate theme and 

began to enact small plots in which pipe-cleaner people were made to 

talk and engage in make-believe roles. Children were encouraged to 

adopt a role and join in the make-believe play. The experimental 

group improved in the imaginativeness of their play, as well as in 

the expression of positive affect and in the degree of concentration 

shown in their play. Post-training observations two months later 

showed that the greater imaginativeness had continued. 

( Saltz and Johnson (1974) found that young children (two and one-

half - five and one-half-years-of-age) directed in the role enactment 

of imaginary stories were significantly superior to control group 

children on a number of measures of social and cognitive development. 

Fantasy play was significantly related to a higher incidence of spon

taneous sociodramatic play and to higher scores on selected subtests of 

standard IQ tests. The training also facilitated performance on 

Borke's Revised Interpersonal Perception Test (1973) designed to assess 

the ability of preschool children to understand and identify the 

affective states of other children. ) Saltz and Johnson distinguished 
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between thematic-fantasy play and sociodramatic play in their investi

gation. Subjects were given the opportunity to dramatize traditional 

folk tales such as The Three Billy Goats Gruff and Little Red Riding 

Hood, This type of play is like sociodramatic play in that it involves 

verbal role enactment. Unlike sociodramatic play, this type of play 

employs a structured story plot or play theme. 

Saltz and Johnson (1977) reported that this same basic experiment 

was replicated over three different years. Results indicated that 

physical enactment of fairy tales had a positive effect on the variables 

mentioned above (i.e., incidence of spontaneous sociodramatic play, 

scores on subtests of standard IQ tests, and perspective-taking ability) 

while simply listening to and discussing a fairy tale had little if 

any effect. 

Van Leishout et al. (1976) conducted a study designed to assess the 

effect of a social perspective-taking training program on the role-

taking skills of three-, four-, and five-year old children. Social 

perspective-taking training was conducted over a period of 18 weeks. 

Sessions were provided for 30 minutes each weekday and consisted of the 

following elements: a) predicting and interpreting feelings and 

behaviors of others in stories, doll play and role play, b) initiating 

role play during free play activities, c) making feelings explicit— 

talking about actual feelings a child experiences, d) exercising of 

social and cognitive perspective-taking concepts (e.g., taking turns, 

sharing) and attributes (e.g., attributes of professions) and e) games 

such as dominoes and slide material with professions and expressions of 

feelings. The perspective-taking training significantly increased the 
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role-taking ability of the three- and four-year-old children participat

ing in the study. 

Most recently. Burns and Brainerd (1979) conducted a short-term 

training study consisting of twelve 20-minute sessions administered 

on consecutive weekdays. The first and last sessions were devoted 

to administering the pre- and posttests. One experimental treatment, 

identified as constructive play, consisted of small groups of 

children (N=17) working to achieve concrete goals. The goal of each 

session was to construct some specific object using materials provided 

by the experimenter. A second experimental treatment, identified as 

dramatic play, provided children (N=17) with opportunities to engage 

in prolonged, make-believe role playing. A control group also consisted 

of 17 children. This group received no play treatment. The experi

menters concluded that both treatments had some positive effect upon 

perspective-taking ability while the control group demonstrated no 

significant improvement. It should be noted that this study provides 

evidence that relatively short-term training can have an effect upon 

perspective-taking abilities in young children. Research has not 

determined whether or not this effect is a lasting one. 

Rationale 

'Research designed to examine the effects of children's play upon 

their social and cognitive development has increased during the last 

several years. However, many questions about the role that play has 

in the child's total development still remain unanswered. An ex

haustive attempt has not been made to examine the relationship between 
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the social development and the cognitive development of the child, 

although many have considered the two to be closely related. 

Research investigating aspects of pretend play and its relation

ship to social and cognitive development consider egocentrism to be a 

central part of the issue. Many questions still remain as to what is 

involved in the decentration process and how it is evolved in the 

normal developmental process. One particularly significant question 

that remains unanswered is how the decentration process might be faci

litated or encouraged through play. Piaget (1950) demonstrated that 

make-believe play increases peer interaction which is believed in turn, 

to decrease egocentric thought. 

The purpose of the present research was to investigate possible 

effects which make-believe play training might have upon the levels of 

egocentrism and role-taking abilities in children between the ages of 

three years six months and four years eleven months. Subjects parti

cipating in the study were all from middle-socioeconomic backgrounds. 

Few studies investigating aspects of role-taking abilities have dealt 

with children from middle-socioeconomic backgrounds. Most have, 

instead, dealt with disadvantaged children. A control group was com

pared to an experimental group which received training in make-believe 

play. Training studies in the past have been conducted over long 

periods of time. For example. Van Leishout et al. (1976) trained 

children for 18 weeks. The present study was designed to assess the 

effects that a short term (20 consecutive 20-minute sessions) training 

period would have on affective and perceptual role-taking skills. Few 

short training studies have been conducted. None have been designed 
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to specifically assess these two types of role-taking skills. The 

children in the experimental group were encouraged in a variety of ways 

to increase role playing and peer interaction. Pre- and posttests 

were given in order to compare and assess changes in levels of egocen

trism and role-taking abilities. 

Hypothesis 

Previous research has demonstrated that egocentrism generally 

decreases with age and that the tendency to decenter increases with 

age. Various training studies have suggested that in make-believe play, 

children are often obliged to take the point of view of others through 

the interaction of peers. Peer interaction, which is believed to have 

a positive effect in the decentration process (Piaget, 1950), is an 

inherent component in make-believe situations and seems to have a 

natural effect in the lessening of egocentrism. Therefore, it was 

hypothesized that make-believe play training would have a direct and 

positive effect upon children's levels of non-egocentrism. It was 

also hypothesized that make-believe training would have a direct and 

positive effect upon children's role-taking ability. 



CHAPTER II 

METHOD 

Subjects 

Forty children between the ages of three years six months and 

four years eleven months participated in the present study. Twenty 

children composed the experimental group and twenty children composed 

the control group. Each group consisted of ten males and ten females. 

The mean age for the experimental group was four years two months and 

the mean age for the control group was four years three months. The 

children were selected from nursery schools and day care centers 

throughout the Lubbock, Texas area. All of the children were from 

middle-socioeconomic backgrounds. This was determined by the fees 

charged for care in the nursery schools and day care centers ($32 -

$37.50 per week) from which the children were selected. 

Measures 

The measures used in the study were adaptations of the role-taking 

tasks used by Van Leishout et al. (1976) with three-, four-, and five-

year-old children. The measures were designed to assess rudimentary 

role-taking skills. The first four tasks measured affective role-

taking and included: a) recognition of role attributes, b) recognition 

of role behavior of family members, c) recognition of needs, and 

d) empathy. Spatial role-taking was assessed by the following tasks: 

19 
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a) visual perspective—upside-down, b) visual perspective—in front-

behind, and c) visual perspective—three dimensional. 

In the original study conducted by Van Leishout et al. (1976), 

nine role-taking tasks were included. Two of the tasks were not in

cluded in the present study due to the low reliability reported by 

Van Leishout et al. In the original study the internal consistency 

of the original nine tasks was reported to be .91, according to 

Kuder-Richardson (K.R. 20). The product-moment correlations between 

the scores on the nine tasks and the sum of scores resulted in cor

relations ranging from .49 to .76 (p < .01). 

The items used in the present study for each of the seven tasks 

were the same as those used by Karther (1979) with one exception. The 

materials, both stories and pictures, were slightly changed for the 

empathy task, the fourth of the affective role-taking tasks. Karther 

reported an Alpha coefficient of .9 computed to determine the internal 

consistency of all items used from the combined tasks. Product-moment 

correlations (as reported by Karther, 1979) between the scores on the 

tasks and the sum of scores resulted in scores ranging from .51 to 

.77. All of the tasks correlated with the combined total at signifi

cant levels of p < .01. The original item materials and procedures 

were adapted from those used by Borke (1971), Emmerich (1959), 

Flavell et al. (1968) and Van Leishout et al. (1976). 

Task descriptions are as follows (materials for the items are 

listed in Appendix A; sample scoring sheet used for collecting data 

is in Appendix B): 
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Task 1: Recognition of role attributes. This task included a 

set of colored drawings of figures in common occupational roles and 

a set of drawings of tools related to the trades. The examiner placed 

the six pictures of figures on the table and, after naming the occupa

tions, asked the child to match the appropriate tools with the 

figures. One point was given for each time a child correctly matched 

an occupational figure with the appropriate tools of the trade. Scores 

ranged from zero to six points (see Van Leishout et al., 1976). 

Task 2: Recognition of role behavior of family members. 

Four line drawings representing the family figures of father, mother, 

daughter, and son and eight other line drawings depicting home scenes 

involving paired family members were presented to the child. These 

scene pictures were modified from the original format of the task ac

cording to the findings of Karther (1979) to lessen ambiguous responses. 

As the experimenter placed the pictures of the family members before 

the child, one picture at a time, a question about the situation de

picted was asked of the child, (e.g., A picture of a mother and her 

daughter standing by a doll carriage. The girl is pointing to the 

carriage. The question, "Who says, 'Can I have it?'" is asked of the 

child. The correct response is the girl.). The child responded by 

pointing to the figure in the picture appropriate to the question. One 

point was given for each correct response. Scores ranged from zero to 

twelve points (see Emmerich, 1959; Van Leishout et al., 1976). 

Task 3: Recognition of needs. This task consisted of four 

drawings depicting the "need" conditions of hunger, cold, pain, and 

heat. Four separate pictures represented solutions to the needs. The 
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children were asked to match the solution to the need. One point was 

given for each time the child matched a need with its appropriate 

solution. Scores ranged from zero to four points (see Van Leishout 

et al., 1976). 

Task 4: Empathy. Four stories about children who were happy, 

sad, afraid, or angry were read to each subject. Line drawings of 

faces showing these four emotions were placed in front of the child 

before the stories were read. Subjects were asked to point to the 

picture or to verbalize the emotion that described the feelings of the 

major character in each short story. Subjects were given one point 

each time they were able to identify the feelings of the main character 

in a story. Scores ranged from zero to four points (see Borke, 1971). 

Task 5: Visual perspective—upside-down. Materials for this 

task included four colored pictures. As the experimenter presented 

the first picture to each child, she moved to a chair beside the one 

in which the child was seated. The child was asked to turn the picture 

so it looked right side up and then upside-down to both the experimenter 

and the child (since they were seated beside each other). The experi

menter then moved back over to the opposite side of the table. The 

child was requested to turn the picture so that it looked right side 

up and then upside-down to the experimenter. The picture was kept flat 

on the table at all times. The experimenter remained seated opposite 

the child and repeated the procedure with the remaining three pictures. 

One point was given for each of the four pictures if the child could 

turn each picture so that it was, in fact, upside-down from the 

experimenter's perspective. Scores ranged from zero to four points 
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(see Flavell et al., 1968). 

Task 6: Visual perspective—in front-behind. This task had five, 

3 x 5 index cards with black and white magazine pictures of objects 

and animals on each side. Subjects were shown each side of an indivi

dual card and asked to label the pictures. The card was then held 

in mid-air between the child and examiner. The child was asked to 

identify the picture being seen by the experimenter. The same procedure 

was repeated for the rest of the cards. One point was given each time 

the subject correctly identified which picture the experimenter could 

see. Scores ranged from zero to five points (see Flavell et al., 1968). 

Task 7: Visual perspective—three dimensional. Materials for 

this task consisted of two sets of identical cubes. One set of cubes 

had pictures on four sides while the other set had pictures on all six 

sides. Each subject was first presented with the cubes having four 

pictures. The examiner discussed and labeled the pictures on the cubes 

and also pointed out that the cube in front of the child was exactly 

the same as the one in front of the examiner. The child was then asked 

to turn the block so as to see the same picture that the experimenter 

could see on her block. Each subject was asked to repeat this procedure 

three times with each of the two sets of cubes. Subjects were given 

one point each time the block in front of them was turned to the same 

picture the experimenter could see on the block in front of her. Scores 

ranged from zero to six points (see Flavell et al., 1968). 

Procedure 

Pretests. Each child was individually taken by the examiner to 

a quiet room where the tasks were administered. An appropriate amount 
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of time was taken to get acquainted and to make the child feel at ease 

before beginning the first task. Classroom teachers encouraged each 

child to go with the examiner by explaining that they were going to 

play some games. The tasks were given in the same order (Task 1 

through Task 7) to all subjects. This same procedure was utilized 

by Van Leishout et al. (1976) and Karther (1979). The testing proce

dure took approximately 20-30 minutes for each child. Upon completion 

of the final task the child was escorted back to the classroom by 

the experimenter. 

Training sessions. Following administration of the pretests, 

training sessions were begun with the experimental group of children. 

One training session, lasting from twenty to thirty minutes, was con

ducted with each small group of children each weekday for four weeks. 

The experimental group was divided into small groups of children. The 

group size ranged from four to seven children. A pilot study determined 

that the group training sessions would be most successful if there 

were between three and seven children participating in each group. 

Training sessions were held in extra classrooms which were located some 

distance away from the regular classrooms in the day care centers. 

A variety of activities was included in the training sessions. All 

of the activities included were designed to encourage make-believe play 

and peer interaction. The activities were planned so that they did not 

include any specific information which might directly relate to the 

tasks being used to measure role-taking abilities in the pre- and post-

tests. Much of the previous research in make-believe play has been 

designed to train children specifically for the skills being measured. 



25 

For example, in a study by Smilansky (1968) in which frequency of socio

dramatic play was being measured, training included specific instruction 

in how to engage in sociodramatic play. Van Leishout et al. (1976) 

found an increase in perspective-taking ability after specific training 

in social perspective-taking. 

The present study was designed to examine the effects that training 

in make-believe play might have upon perspective-taking skills. The 

training procedure consisted of 20 make-believe training sessions. Each 

session was set up like a lesson plan with specific goals and objectives. 

Each week of the training focused on a specific kind of pretending 

(e.g., pretending to be various objects or animals). The sessions were 

planned in a sequential manner so that the pretend activities in the 

first week were much easier than those in the last week. For example, 

the first sessions provided opportunities for children to pretend to 

be familiar animals or objects (such as trees and flowers), while in the 

last sessions, the children were involved in acting whole stories 

(e.g.. The Three Bears). Some time was taken in the first session for 

discussing what the terms pretend and make-believe meant to the children, 

The beginning pretend games called "Transformations", were based on 

Dorothy Singer's suggestions for pretending from her book Partners in 

Play (1977). 

The second week of training included opportunities to listen to 

stories read aloud about animals and then to dramatize them. Puppets 

were introduced as a means of increasing participation by the children. 

Many could make a puppet do something they wouldn't do themselves. 

During the third week of training, children began to pretend to 
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be different kinds of people (e.g., giants, elves, joggers, doctors). 

They were encouraged by the experimenter to change roles at least once 

during a given session so that they gained more experience in playing 

different roles. Puppet play was included again during the third 

week's training sessions. Two themes were introduced, a visit to the 

doctor's office and an airplane trip, on two different days. The ma

jority of the role playing which took place during the week was centered 

around these two themes. 

The last week of training was based on fantasy play sessions such 

as those used by Saltz and Johnson (1974, 1977). The Three Billy 

Goats Gruff and The Three Bears were read aloud, discussed, and then 

dramatized by the children. They were given the opportunity to role-

play using props and dress-up clothes. Following stories read aloud 

the children were encouraged to discuss how the people or animals in 

the story felt. 

The children expressed an interest during the first week of training 

in choosing what they would like best to pretend. Therefore, a free 

choice pretending time was added to the sessions at least three times 

a week. During these times, each child in the group expressed a 

favorite pretend game and the rest of the group joined in acting it out. 

Detailed information on the training procedures adapted during each 

of the four weeks is provided in Appendix C, 

In order to give the reader a better idea of what transpired 

during training, a description of Training Session #18 follows: The 

major objectives of the session were to encourage role playing in the 

dramatization of fairy tales and to encourage understanding of the 
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make-believe animals and people in the story. The materials which were 

provided by the examiner included The Three Bears by Paul Galdone, 

three bowls, three spoons, three towels of different sizes (for 

pretend beds) and three blocks of various sizes (for pretend chairs). 

The investigator had read the story to the children in the previous 

session, so it was briefly reviewed by looking at and discussing the 

pictures in the book. The children chose which character in the story 

(baby bear, mama bear, papa bear or Goldilocks) they wanted to pretend. 

They were given the props to help in acting out the story. The investi

gator told the story as the children dramatized it. The story was 

repeated three times so the children could play different roles in 

the story. 

A confederate observer randomly chose one-half of the training 

sessions to attend. The observer determined that the experimenter was 

providing each small training group with the same experiences in the 

training sessions. 

Posttests. The same seven role-taking tasks used in the pre

tests were readministered to all experimental and control subjects at 

approximately seven weeks after initial pretesting. Posttests were 

administered approximately two weeks after the training procedure had 

been completed. Comparison of scores on the pre- and posttests 

assessed the significance or non-significance of changes in the levels 

of egocentrism and role-taking abilities of the children who participated 

in the present study. 



CHAPTER III 

RESULTS 

Several alternative analyses are available for use with a design 

such as the one in the present study. First, a series of repeated 

measures analyses were computed on improvement of task scores from 

the first testing time to the second. Due to the unexpected pretest 

group nonequivalencies, however, analyses of covariance of the post-

test with age and pretest as covariates were computed for each dependent 

variable. Finally, exploration of age correlates with dependent 

variables were calculated. 

A series of _t̂ -tests was calculated on each of the seven tasks and 

the total score on all tasks combined in order to compare the scores 

associated with the two female graduate students who administered the 

posttests. Each examiner administered the posttest to 10 experimental 

and 10 control subjects. In only one of the tasks. Visual Perspective— 

In Front-Behind, did the t̂  value reach significance, _t = 2.03, £ < .05. 

The _t value for the combined score for all tasks did not approach 

significance, t = .54, £ < .60, indicating that the experimenter had 

little effect upon children's performance on the various role-taking 

tasks. 

Pearson Correlation Coefficients were computed to determine the 

relationships of age with performance on each of the seven tasks and 

on the combined total score on all tasks. Age was significantly 

28 
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related to performance on three tasks: Recognition of Role Attributes 

(r = .31, £ <.05), Recognition of Role Behavior of Family Members 

(r = .37, £ <.01) and Empathy (r = .26, £ <.05). Age was marginally 

significant (r = .21, £ < .10) for the Visual Perspective—Three 

Dimensional task. For the combined score on all tasks, age was signi

ficantly correlated to subjects' performance on the tasks as a whole 

(r = .40, £ < .005). The age range for males was three years six months 

to four years eleven months. The age range for females was three 

years six months to four years ten months. 

A second Pearson Correlation Coefficient analysis was run between 

age and task scores, but the subjects were divided according to sex of 

the subject. These correlations revealed that age was significantly 

related to task performance for females on three of the seven role-

taking tasks, but not for males. Mean scores were similar for males 

and for females. Thus, females on the average, did not out-perform 

males. However, males' age was unrelated to their performance while 

females' age was related to their performance on the tasks. This 

finding suggests that this sample of females may be more variable than 

males in their present level of development. Standard deviations were 

larger for females on five of the seven tasks. This may have put a 

greater number of females in the position of being "ready" to benefit 

from the kinds of training procedures used in this study. The cor

relations are presented in Table 1, 

Repeated Measures Analyses 

A series of 2 x 2 x 2 (treatment condition x gender x testing time) 

analyses of covariance using age as a covariate was computed on scores 



Table 1 

Pearson product moment correlations of 

age and task performance at posttest 

30 

Variable Males 
(N = 20) 

Females 
(N = 20) 

Recognition of 
Role Attributes r = ,11 r = .50-̂  

Recognition of 
Role Behaviors 
of Family Members r = ,23 r = .48* 

Recognition 
of Needs 

Empathy 

r = .25 

r = .17 

r = .05 

r = .39** 

Visual Perspective-
Upside-Down r = .12 r = .15 

Visual Perspective-
In Front-Behind r = .17 r 3 .15 

Visual Perspective-
Three Dimensional r = ,28 r = ,13 

Posttest 
Total r = .29 r = .5r 

* p < ,01 

*-»<• p < .05 
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for each of the seven measures of egocentrism and role-taking ability 

and on the total score from all tasks combined. Mean scores for all 

seven tasks are summarized in Appendix D. 

Recognition of Role Attributes 

A significant main effect for testing time indicated a general 

improvement on the task for all subjects, including experimentals and 

controls. The overall mean score for the pretest was 3.5 as compared 

to 4.3 for the posttest, F(l,36) = 10.57, £ < .005. 

The absence of a significant treatment group x testing time inter

action effect indicated that the training procedure was not effective 

in improving children's performance on this task. No other significant 

effects were obtained. 

Recognition of Role Behavior of Family Members 

Analysis of scores on this task again showed a general improvement 

by all subjects from the pre- to posttest, F(l,36) = 13.12, p < .001. 

Mean scores for this task are presented in Table 2. However, a signi

ficant three-way interaction effect was also found, F(l,36) = 8.29, 

£ < .01. The mean scores listed in Table 2 indicate that while experi

mental and control subjects both improved in their performance between 

the pretest and posttest, children who received the training experience 

showed a greater gain. The interaction effect obtained resulted from 

the fact that boys showed a greater gain than girls in the experimental 

condition, while girls showed a greater improvement than boys in the 

control condition. In fact, girls in the control condition surprisingly 

showed more improvement than either sex in the experimental condition. 
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Table 2 

Mean scores for recognition of role behavior of family 

members task as a function of treatment group, 

gender, and testing time 

Treatment Group Pretest Posttest Total 

M 8.10 9.70 8.90 

Experimental 9.00 10.10 9.55 

Total 8.55 9.90 9.22 

M 9.80 9.10 9.45 

Control 7.70 9.60 8.65 

Total 8.75 9.35 9.05 

Total 8.65 9,63 9.14 



33 

Boys in the control condition, in sharp contrast to the girls, showed 

lower mean scores in the posttest than the pretest. A marginally 

significant gender and testing time interaction effect was also ob

tained, F(l,36) = 3.81, £ < .06. The means listed in Table 2 

indicate that while males scored higher in general on the pretest, 

females scored higher on the posttest. No other significant effects 

were obtained. 

Recognition of Needs 

As in the first two tasks, a general improvement in performance 

on the Recognition of Needs task was found to occur for all subjects 

from pre- to posttest, F(l,36) = 6.01, £ < .05 (see Table 3). 

A marginally significant treatment group x testing time interaction 

effect, however, indicated that this general effect resulted completely 

from the effect of the experimental treatment, F(l,36) = 3.51, £ < .10. 

Table 3 shows that scores for the control group did not change at all 

between the pretest and the posttest. No other significant effects 

were obtained. 

Table 3 

Mean scores for recognition of needs task as a function of 

treatment group and testing time 

Treatment Group 

Experimental 

Control 

Total 

Pretest 

2.55 

3.15 

2.85 

Posttest 

3.30 

3.15 

3.23 

Total 

2.92 

3.15 

3.04 
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Empathy 

No significant main or interaction effects were obtained for the 

empathy task. Initial scores were low on this task and they remained 

low following make-believe training. 

Visual Perspective—Upside-Down 

A significant main effect for testing time indicated a general 

improvement by all subjects, F(l,36) - 9.73, £ < .005. Mean scores 

for this task are presented in Table 4. However, a marginally signi

ficant treatment group x testing time interaction effect was also ob

tained, F(l,36) = 2.93, £ < .10. The means listed in Table 4 indicate 

that the experimental group improved more than the control group. 

Table 4 

Mean scores for visual perspective—upside-down task as a 

function of treatment group and testing time 

Treatment Group Pretest Posttest Total 

Experimental .65 

Control .80 

Total .73 

1.85 

1.15 

1.50 

1.25 

.97 

1.11 

Visual Perspective—In Front-Behind 

A significant main effect for testing time occurred in this task 

as in previous tasks, F(l,36) = 5.37, £ < ,05. Mean scores may be 

found in Table 5, A significant treatment group x testing time 
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interaction effect, however, indicated that the improvement made by 

the experimental group was greater than that made by the control 

group, F(l,36) = 5,37, £ < .05. Mean scores are presented in Table 5. 

5.00 

4.80 

4.90 

4.67 

4.78 

4.73 

Table 5 

Mean scores for visual perspective—in front-behind task as 

a function of treatment group and testing time 

Treatment Group Pretest Posttest Total 

Experimental 4.35 

Control 4.75 

Total 4.55 

A significant testing time x gender interaction effect indicated 

that the male subjects in both groups improved more than females, 

F(l,36) = 5.37, £ < .05- As the mean scores in Table 6 indicate, 

the males in the experimental group improved more than the males in 

the control group. 

Visual Perspective—Three Dimensional 

In the final task, a general improvement was found to occur for 

all subjects from pre- to posttest, F(l,36) = 44.14, £ < .0001 (see 

Table 7 for mean scores). However, a significant treatment group x 

testing time interaction effect was also obtained, F(l,36) = 9.12, 

£ < .005. The means listed in Table 7 indicate that the experimental 

subjects improved more than the control subjects. 
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Table 6 

Mean scores for visual perspective—in front-behind 

as a function of testing time and gender 

Treatment Group 

Experimental 

Control 

Total 

M 

F 

Total 

M 

F 

Total 

Pretest 

4.00 

4.70 

4.35 

4.50 

5.00 

4,75 

4,55 

Posttest 

5.00 

5.00 

5.00 

4.90 

4.70 

4.80 

4.90 

Total 

4.50 

4.85 

4.68 

4.70 

4.85 

4.78 

4.72 

Table 7 

Mean scores for visual perspective—three dimensional 

as a function of treatment group and testing time 

Treatment Group Pretest 

2.00 

2.50 

2.25 

Posttest 

4.80 

3.55 

4.17 

Total 

3.40 

3.00 

3.20 

Experiment 

Control 

Total 
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Combined Score for all Tasks 

The most revealing results of the experimental study as a whole 

were shown in the statistical analysis of the total combined score 

for all tasks. The general tendency for subjects to improve from pre-

to posttest was evident in the total score, F(l,36) = 162.24, £ < .0001 

However, a significant treatment group x testing time interaction 

effect clearly indicated that the greatest improvement was made by 

the experimental group. Mean scores for combined tasks are presented 

in Table 8. 

A second significant effect was obtained for the treatment group 

X gender interaction, F(l,36) = 162.24, £ < .0001. Boys in the experi

mental group improved more than girls while girls in the control group 

showed a greater gain than boys. In fact, the boys in the control 

group stayed almost the same from the first testing time to the second. 

Mean scores for the total score are organized in Table 8. No other 

significant effects were obtained. 

Analyses of Covariance on Posttest Scores 

A series of 2 x 2 (treatment condition x gender) analyses of 

covariance using age and pretest scores as covariates were computed 

on posttest scores for each of the seven measures of egocentrism and 

role-taking ability and on total scores from all tasks combined. Un

adjusted mean scores on pretests showed that experimental females 

scored higher than experimental males on most tasks and that control 

males scored higher than control females on most tasks. Because of 

these differences, this second analysis of covariance was computed. 
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Mean scores for combined tasks as a function 

treatment group, gender, and testing time 

of 

Treatment Group Pretest Posttest Total 

M 

Experimental 

Control 

Total 

M 

Total 

21.90 

26.10 

24.00 

27.00 

23.90 

25.45 

31.30 

32.50 

31.90 

27.80 

29.90 

27.85 

26.60 

29.30 

27.90 

27.40 

26.90 

26.65 

Total 24.73 29.87 27.30 
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Adjusted posttest mean scores and F values as a function of treatment 

group and gender are presented for each of the seven tasks and the 

total score of the tasks combined in Tables 9 and 10 respectively. 

Affective Role-Taking Tasks 

When effects associated with age and pretest scores were statis

tically removed, a marginally significant main effect for treatment 

condition was found for only one of the affective role-taking tasks. 

On this task. Recognition of Role Behavior of Family Members, mean 

scores indicated that the experimental treatment improved children's 

ability to perform on this task, F(l,34) = 2.87, £ < .10. The absence 

of a significant treatment condition effect for the other three affective 

tasks indicates that the training procedure was not effective in 

improving children's performance on these tasks. No significant gender 

or interaction effects occurred on the affective role-taking tasks. 

The analysis of covariance revealed that the pretest score 

(the covariate) was significantly related to the posttest score on all 

four affective role-taking tasks. F scores and significance levels 

for the pretest covariate on the four tasks are as follows: 

Recognition of Role Attributes, F(l,34) = 14.98, £ < .0001; 

Recognition of Role Behavior of Family Members, F(l,34) = 6.79, £ < .05; 

Recognition of Needs, F(l,34) = 12.96, £ <.0001; and 

Empathy, F(l,34) = 4.52, £ <.05. 

Visual Perspective Role-Taking Tasks 

Analyses of the three visual perspective tasks indicated that the 

training procedure had a greater effect on them than on the affective 
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Table 9 

Adjusted mean scores at posttest 

by treatment condition 

Variable Experimental Control 
(N=20) (N=20) 

Recognition of 
role attributes 4.60 4.00 2.47 .12 

Recognition of 
role attributes 
of family members 9.97 9.24 2.87 .10 

Recognition of 
needs 3.45 3.05 1.61 .21 

Empathy 2.44 1.86 2.63 .12 

Visual perspective-
upside-down 1.89 1.11 2.94 .10 

Visual perspective-
in front-behind 5.03 4.73 5.67 .05 

Visual perspective-
three dimensional 4.97 3.37 10.46 .005 

Posttest 
total 32.42 27.34 42.59 .0001 
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Variable 

Recognition of 
role attributes 

Adjusted mean scores at 

posttest by gender 

Male 
(N=20) 

4.44 

Female 
N= 20) 

4.16 0.54 50 

Recognition of 
role attributes 
of family members 

Recognition 
of needs 

9.32 

3.21 

9.94 

3.29 

2.42 

0.06 

.15 

,80 

Empathy 2.43 1.87 2.62 .12 

Visual perspective-
upside-down 1.07 1.93 3.56 10 

Visual perspective-
in front-behind 4.94 4.82 0.98 ,35 

Visual Perspective-
three dimensional 4.22 4.12 0.04 ,85 

Posttest 
total 29.72 30.04 0.17 68 
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role-taking tasks. These effects will be discussed individually below. 

With the exception of one of the three visual perspective tasks. 

Visual Perspective—In Front-Behind, pretest score (the covariate) 

was significantly related to the posttest score. This main effect was 

marginal for the Visual Perspective—Upside-Down task, F(l,34) = 3.62, 

£ <.10. The effect for the Three Dimensional task was more signifi

cant, F(l,34) r 6.46, £ < .05. 

Visual perspective—upside-down. A marginally significant treat

ment group effect was obtained for the visual perspective—upside-down 

task, F(l,34) = 2.94, £ < .10, indicating that the experimental train

ing sessions were somewhat effective in improving performance on this 

particular form of visual perspective-taking (see Table 9 for adjusted 

means). In addition, a marginally significant main effect for gender 

was obtained, F(l,34) = 3.56, £ < .10. The adjusted means for this 

task (see Table 10) indicate that the females as a whole scored higher 

than the males. 

Visual perspective—in front-behind. A significant main effect 

for the treatment group occurred in the analysis of the Visual 

Perspective—In Front-Behind task, F(l, 34) = 5.67, £ <.05. The means 

listed in Table 9 indicate that the training procedure used for the 

experimental group of subjects significantly improved their ability to 

perform on this task. No other significant effects were found. 

Visual perspective—three dimensional. The strongest main effect 

for the treatment group occurred in the analysis of the Visual Perspec

tive—Three Dimensional task, F(l, 34) = 10.46, £< .005. Examination of 
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adjusted means in Table 9 indicates that the experimental group again 

scored higher than the control group at the time of the posttest. 

Combined Score for All Tasks 

The analysis of the combined scores on all seven tasks revealed 

highly significant findings. A strong main effect for treatment group, 

F(l,34) = 42.59, £ < .0001, suggests that over all the tasks combined, 

the training procedure significantly improved children's performance 

on posttest tasks. A treatment group x gender interaction effect also 

occurred, F(l,34) = 8.54, £ < .01. Inspection of the means in Tables 

9 and 10 shows that the interaction resulted from the fact that while 

control male and female subjects performed similarly on the posttest, 

females in the experimental group showed greater improvement as a 

result of the training procedures than males. Analysis also revealed 

a significant relationship between the pretest score (the covariate) 

and the posttest score, F(l,34) = 48.53, £ < .0001. 

Summary 

Because of the initial unequal representation of test scores of 

males and females in the experimental and control groups, the non-

repeated measures analyses reported above allow for a stronger state

ment about the improvement of the experimental subjects as compared 

to the control subjects. Both approaches indicated at least marginal 

levels of significance on the visual perspective tasks associated with 

the experimental treatment. Similarly, in the case of the affective 

role-taking tasks, the experimental treatment was not effective in 

improving task performance, with the exception of the Recognition of 
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the Role Behavior of Family Members task. Since the nonrepeated measures 

analyses controlled for initial score imbalance associated with both 

age and gender (as well as other unspecified individualized factors), 

it can be concluded that the training procedures were effective in 

improving performance on the following tasks: 1) Recognition of 

Role Behavior of Family Members, 2) Visual Perspective—Upside-Down, 

3) Visual Perspective—In Front-Behind, and 4) Visual Perspective-

Three Dimensional. 



CHAPTER IV 

DISCUSSION 

The present study assessed the effects of make-believe play 

training upon the levels of egocentrism and role-taking abilities in 

children between the ages of three years six months and four years 

eleven months. The study was based on a comparison of a control group 

to an experimental group which received 20 25-minute make-believe 

training sessions. It was hypothesized that the make-believe play 

training sessions would have a positive effect upon children's levels 

of nonegocentrism and role-taking abilities. 

The training procedures involved in the present study were 

generally successful and supported the hypothesis in several ways. In 

particular, the hypothesis was supported by the experimental group's 

improvement on the visual perspective types of role-taking tasks. The 

results of the study, the problems in the design and implications for 

future research will be discussed. 

Improvements Made As A Result of Make-Believe Training 

The hypothesis was most strongly confirmed by a comparison of the 

combined total scores on all of the seven role-taking tasks. The 

experimental group of children made greater gains from the pretest to 

the posttest than did the control group of children. This indicated 

that the training sessions did decrease egocentrism, thus increasing 

45 
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the ability of the children to take another's perspective. 

Children in the experimental group improved more on spatial 

role-taking tasks (those which dealt with recognition of the visual 

perspective of others) than on affective role-taking tasks (those 

which dealt with recognition of the feelings, motivations, and states 

of others). Significant or marginally significant gains were made 

as a result of make-believe training on all of the visual perspective 

tasks: upside-down, in front-behind and three dimensional. This was 

found in both the repeated measures analysis of covariance using 

only age as a covariate and in the nonrepeated measures analysis of 

covariance using age and pretest score as covariates. Flavell et al. 

(1980) suggested that children first understand that they see objects 

from different viewing positions than other people. Then they must 

further come to understand that when they see the same object that 

someone else sees, they may have very different visual experiences of 

it if they view it from different positions. This second step in the 

process of visual perspective-taking development is believed to take 

place largely between the ages of three and five years (Flavell et al., 

1980). It is likely then, that the children participating in the 

present study were in the process of making this developmental change. 

Some part of the training procedure apparently accelerated this 

development since statistical analysis clearly demonstrated that the 

experimental group improved more than the control group even after 

original group nonequivalencies were taken into account. Since a 

variety of experiences were provided during training, it is difficult 

to say exactly which may have played a part in this development. It 
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may, in fact, have been a combination of the make-believe experiences 

provided. One possible explanation could be that the children were 

given many opportunities to observe others role-playing and then to 

play the same role themselves. In this way, they gained experience 

in seeing others do things differently than they themselves would do 

them. The training procedure in no way provided for discussion of 

how things are seen from different perspectives by different people. 

Thus, the make-believe activities themselves must have given children 

sufficient experience at seeing things from different points of view 

that this experience was reflected in the posttest scores. 

Of the four affective role-taking tasks presented to the children, 

the repeated measures analysis of covariance yielded significant gains 

only on the Recognition of Role Behavior of Family Members task. Ac

cording to the nonrepeated measures analyses of covariance in which 

age and pretest scores were statistically controlled for, however, 

this gain was only marginally significant. The theory that a hier-

archial development of role-taking skills is present in the early 

years of development may provide an adequate explanation for this oc

currence. 

Recent research (Flavell et al., 1980; Selman and Bryne, 1974; 

Urberg and Docherty, 1976) has focused on role-taking skills as they 

develop in young children and has supported the theory that the ability 

to take another's perspective develops in a hierarchical or sequen

tial fashion. Attempts have been made to identify the levels of 

role-taking ability which children must pass through as these abili

ties develop. While little agreement has been reached concerning what 
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these specific levels are and how they should be measured, there is 

general agreement that they do exist and that children must develop 

role-taking skills in a sequential manner. The present study did not 

attempt to assess the levels at which the children participating 

began and ended. However, significant gains did occur in some areas 

even though it was not possible to determine whether the improvement 

was great enough to move a child from one level to the next. 

Two of the tasks on which the experimental group showed no im

provement. Recognition of Role Atrributes and Empathy, were much more 

difficult for most children as indicated by their low pre- and posttest 

scores. If a hierarchy of development exists, then it could be hypo

thesized that the ability to perform on the Recognition of Needs task 

and the Recognition of Role Behavior of Family Members task precedes 

that of the Recognition of Role Attributes and Empathy tasks. Examina

tion of the correlations between age and task performance indicate 

that age is significantly related to performance on the Recognition 

of Role Attributes task, the Recognition of Role Behavior of Family 

Members task, and the Empathy task. This would indicate that some 

children may have been at a stage in development of being "ready" to 

benefit from the kinds of training procedures presented which would 

cause improvement on the Recognition of Role Behavior of Family 

Members task. Even though age was correlated with the ability to 

perform on the Recognition of Role Attributes and Empathy tasks, the 

training procedure did not help to improve performance on these 

tasks. 

One possible explanation for this lack of greater improvement on 

mo st of the affective role-taking tasks is that the training procedures 
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provided primarily social experiences. The relationship between social 

and cognitive development in children is still largely undetermined. 

On the Empathy task, all of the children tested clearly had the words 

happy, sad, afraid, and angry within their vocabularies and could relate 

the emotions to their own experiences. For example, they could easily 

provide stories about when they had been happy, sad, angry or afraid. 

However, the results on this task suggest that the children did not 

have the capability to understand and relate these emotions to characters 

in the stories used in the Empathy task. It is possible that more 

cognitively oriented experiences in which opportunities are provided 

for children to verbally interpret the feelings of others may be needed 

to improve performance on this type of affective role-taking task. The 

social experience in this training procedure did provide these opportu

nities. 

The Recognition of Role Attributes task was easier for the 

children who had had some exposure to people in the occupations depicted 

in this task. This would indicate that learning of specific types of 

information had to have taken place for the children to perform well 

on the task. For example, the picture of the farmer was easily matched 

to the picture of a tractor by most subjects. Children in the West 

Texas area may have been familiar with farmers and farm vehicles 

whereas fewer children participating in this study may have had exposure 

to a mechanic and his tools of trade. In any case, more children were 

able to match the farmer to his tools of trade than the mechanic to 

his tools of trade. Since the training procedure provided no learning 

experiences or make-believe activities which might help to establish an 
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association between different occupations and tools of trade, it is not 

surprising that the training procedures did not lead to improved post-

test scores for this task. 

Another possible explanation for the greater gains made on some 

affective tasks than on others may have been the materials used in the 

tasks themselves. The drawings used for the Empathy task may have not 

been clear enough for the children to relate to. The drawings were 

simply unisex facial expressions of the emotions referred to in the 

stories which were read to the participants. Had the drawings looked 

more like real children, the subjects may have been able to more 

readily identify the emotions of the characters in the stories. Simi

larly, the manner in which the drawings of occupational figures and 

their tools of trade were done may have made it too difficult for 

children to understand the task. The pictures were drawn with crayons 

and were not, in all cases, clear and distinct drawings. 

Some children seemed unable to attend to this task and just hap

hazardly matched pictures, which also could reflect on the drawings 

themselves. 

The materials used in the tasks on which children showed the 

greatest gains were apparently constructed so that they caused pre

school children to attend to them better and to understand them more 

easily. This is particularly true of the three visual perspective 

tasks used in this study. In all of these tasks, the materials were 

brightly colored so as to draw each child's attention to the task. 

The directions for these tasks were simple and easily understood by 

most subjects. Children rarely needed to have directions repeated for 
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the visual perspective tasks. 

General Improvement from Pretest to Posttest 

Significant main effects for testing time indicated that the 

children showed a general improvement between the pretest and post-

test on all but one task. Children were more familiar with the materials 

being presented to them during the posttest situation since they were 

seeing them for the second time. They were also more familiar with 

the examiner which could have contributed to the improvements in scores. 

It is possible that pretest scores were negatively effected since 

subjects didn't know the examiner. Time was not spent getting 

acquainted with the children before taking them to a quiet room away 

from the regular classroom for the pretest. The classroom teachers 

encouraged the children to go to the testing room by telling them that 

the examiner had some games to play with them. Time (5-10 minutes) 

was spent in the testing room before beginning the first task to get 

acquainted and to help the child feel at ease. If the examiner was 

unable to make a child feel at ease or if a given child asked to go 

back to the room and seemed upset, he or she was allowed to return 

without having participated in the tasks. This happened in five cases. 

In each case, the child went back to the testing room when given a 

second chance at a later time. 

It seemed helpful to these children to see that other children in 

their class were playing the games and having fun. It must be noted 

that the effect of having a strange examiner would have been the same 

for the children in both the experimental and control groups in the 
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pretest situation. All pretesting was conducted by the same examiner. 

One-half of the posttests for each group of children were given by 

another female graduate student in order to check for the possibility of 

experimenter bias. In order to avoid the possibility of a negative ef

fect on the one-half of the subjects tested by the unfamiliar examiner, 

the original examiner accompanied each child to the testing room and 

remained during the entire posttest even though the tests were adminis

tered by someone else. 

The Empathy task was the one exception to the general tendency 

for improvement from pre-to posttest. Initial scores on this task 

were low for all subjects and posttest scores remained low for both 

the experimental and control groups. This suggests that the task was 

too difficult for the preschool aged children participating in the 

study. Children were asked to listen to four short stories and then 

to identify the feeling of the main character in each story. The 

children may have had difficulty attending to the task because of the 

length of the stories. However, since each story took less than two 

minutes to read, it seems more likely that something else was needed 

to draw the child's attention to the story itself. For example, a 

story about a child being given a surprise birthday party was to be 

matched to the facial expression depicting happiness. Perhaps a 

picture of a table decorated for a birthday party would have captured 

the child's attention had it been shown to the child when the story 

was begun. It is clear that this task in particular needs revision if 

it is to be used as a measure of affective role-taking ability in young 

children. 
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Sex Differences 

Some interesting sex differences became apparent in the present 

study. A sex difference occurred on the recognition of role behavior 

of family members task according to the repeated measures analysis 

of covariance taking only age into account. A gender by treatment 

condition interaction effect indicated that the girls in the control 

group showed a greater gain than either sex in the experimental group. 

Boys in the experimental group showed a slightly greater gain than 

the girls in the same group. The surprising finding for the control 

group appears to be due to the fact that it contained two girls who 

were extremely shy during the pretest situation. Both of the girls 

recognized the experimenter when she returned for the posttest. Both 

more readily agreed to participate in the posttest than they had in 

the pretest. They appeared to be more relaxed and more willing to 

attend to all of the tasks, but especially to the recognition of role 

behavior of family members task. This was evidenced by a larger jump 

in the score on the pretest to the one obtained on the posttest for 

these two subjects than for any of the other female control or experi

mental subjects. One of the girls improved her score by four points 

from pre- to posttest and the other increased her score by five points. 

The average increase for the other female control subjects was one - two 

points. When the analysis of covariance which accounted for age and 

pretest score was calculated this sex difference was not significant. 

Since the latter analysis is the stronger one in this case (due to un

equal pretest scores in different gender and treatment condition groups), 

it must be concluded that sex differences were not present on this task. 

A significant sex difference occurred in the visual perspective—in 
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front-behind task. Boys in both the experimental and control groups 

i.mproved more than the girls did. It should be noted, however, that 

the boys in both groups started out lower than the girls. Thus, they 

had more room for improvement. The fact that the boys in both groups 

showed improvement indicates that the experimental treatment was not 

responsible for the gains made. 

The most interesting finding related to sex differences occurred 

when a Pearson Correlation Coefficient was run between ages and task 

scores. Age correlated much more highly for the girls than the boys. 

This finding suggests that boys and girls between the ages of three 

years six months and four years eleven months have a tendency to be 

at different levels of development and maturity. Many of the girls 

in the present study seem to have been more developmentally ready 

than boys to benefit from the kinds of training procedures used. 

More research is necessary to draw conclusions regarding the differences 

between boys and girls in their development of role-taking ability. 

Direct Versus Indirect Procedures 

The training procedure compiled for the present study was quite 

different from those which have been utilized by other researchers. It 

was specifically designed not to train the subjects to perform better 

on the role-taking tasks being used to measure various aspects of role-

taking skills. The main objective was to increase role-playing, and 

thereby, to increase peer interaction. Any improvements in performance 

on the posttest resulted because the children had gained in role-taking 

abilities as a result of increased peer interaction and role-playing; 

not because of group training on how to take another's perspective. 
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The Van Leishout et al., (1976) study lends support to this issue. 

Their subjects were trained on how to interpret another person's 

feelings and how to make their own feelings explicit. They were also 

given opportunities to exercise social and cognitive perspective-taking 

concepts such as taking turns and playing honestly. The type of 

training utilized in the Van Leishout study would tend to cue children 

at the time of testing, whereas the training procedure used in the 

present study would, in no way, train simply for better posttest per

formance. There was no direct transfer of what was learned and 

experienced in training sessions to the testing situation. 

Length of Training 

As has been previously stated, the experimental training sessions 

were most effective in improving performance on the three visual 

perspective role-taking tasks. The short duration of the training pro

cedure may have played a determining role in the lack of improvement on 

the affective role-taking tasks. It is possible that with more make-

believe play training, children may have also improved on more of the 

role-taking tasks. For example, had the training period been longer, 

more stories in which make-believe characters experienced different 

emotions and situations could have been introduced. Even though these 

feelings would not have been discussed and related to real life situa

tions, it could be that the acting out of such stories over a longer 

period of time might increase affective role-taking. 

It would be of value in future studies to include length of train

ing time as a factor in the experimental design, along with varying 

lengths of follow-up posttests. It is important to consider how much 
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training and what quality of training produce significant gains in role-

taking capabilities and levels of nonegocentrism. In a study such as 

this it would be useful to determine exactly which types of tasks (i.e., 

affective, perspective) changed most significantly in the various 

training situations. 

It would also be of value to look at whether or not a lasting 

effect could be produced as a result of training in make-believe play. 

It is important to determine what kinds of pretend experiences are 

most likely to produce a lasting effect. How much training is necessary 

to produce this effect should also be considered. If it can be proven 

that a difference is still apparent six months or more after experimental 

training, then it can be argued that the training has had a structural 

effect on the child's cognitive and affective development. 

Subjective Impressions of the Examiner 

The training sessions produced a number of interesting results 

which were impossible to objectively analyze but which seemed to be 

important to the outcome of the study. For example, the quality of 

play definitely improved as the sessions progressed and children were 

more willing to participate in the later sessions than in the early 

ones. They seemed to enjoy the opportunity to interact with their 

peers and with the examiner as the four weeks of training progressed. 

The improved quality of pretend is illustrated in the way that the 

experimental group of children changed the way in which they pretended 

to be a racing motorcycle. The first time this pretend was introduced 

in a "Transformations" game, the children simply moved around the room, 

making noises like a motorcycle. As the training period continued. 
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the children repeatedly chose to participate in this pretend game. 

By the end of the training period, the children were making up and 

acting out a whole story about the racing motorcycle. They became 

motorcycle racers and began their role playing by putting on their 

special racing outfits. They then started their engines and began 

their race, turning corners sharply, going over bumps, filling up 

their gas tanks, falling down, picking up their motorcycles, and 

finally ending their race. The role playing was only complete after 

the motorcycles had been turned off and the racing outfits removed. 

The children participating in the training sessions chose certain 

types of activities as favorites early in the training procedure. 

They enjoyed pretend activities in which they could all participate 

together. For example, a particular favorite was a balloon game in 

which all the children in a group formed a circle and pretended to be 

one big balloon. Each child was usually eager to suggest an idea 

about what the balloon could do. 

Any pretend activities in which props were involved soon became 

favorites. Children seemed to find it easier to be a doctor if they 

had a stethescope or a bandaid with which to pretend. Puppets were 

also a favorite prop. Many children could make a puppet pretend to do 

something they couldn't pretend to do themselves (e.g., a jogging 

athlete or a dancing ballerina). 

The examiner found that the children participated exceptionally 

well each time the record, Pretend by Hap Palmer was utilized. The 

music and songs were successful in suggesting different types of 

pretend to the children. With the "Kite Song," nearly all of those 
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participating were quite willing to join in; without the record, many 

children showed little interest in pretending to be a kite. 

The example set by the experimenter in the training sessions often 

played a seemingly major part in the quality of play taking place in 

any given session. It was expected early in the training, especially 

during the first week, that the children would need for the experimenter 

to join in most, if not all, of the pretend activities so that they 

could become more easily involved. As the training procedure progressed, 

it was thought that the examiner would need to participate very little 

and would really be more of an observer than a participant. Surprising

ly, however, most children welcomed and enjoyed the participation of the 

examiner throughout the training sessions. In the early training 

sessions the experimenter was the initiator of pretend activities and 

spent a great deal of time encouraging all children to participate. On 

the other hand, in the later sessions, the children initiated activities 

and invited the examiner to play specific parts. The participation 

of an adult throughout the training sessions may have had an effect 

on the quality of play produced as the various activities progressed. 

It would be of value in future studies to assess the effect of adult 

participation in the make-believe activities. It is possible that the 

active participation of an adult may enhance the pretend play which 

would occur in any make-believe or pretend training situation. 

Conclusions 

The present study indicated that make-believe has a positive effect 

upon children's role-taking abilities and levels of nonegocentrism. It 
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particularly supported the usefulness of make-believe play training in 

increasing children's ability to take another's visual perspective. 

The training procedure used tended not to effect affective perspective-

taking as much as visual perspective-taking. This finding could have 

been caused by the tasks being used to measure these types of role-

taking or by the relative difficulty of these tasks for the age group 

that participated in the study. The differences in the effectiveness 

of training on the two types of tasks may also be reflected in develop

mental changes occurring between the ages of three years six months and 

four years eleven months. Age was definitely correlated with the ability 

of female subjects to perform on the various role-taking tasks. The 

age and sex differences suggested in the present study can only be 

confirmed with further research. 

Implications for Future Research 

It is of primary importance that more research be conducted on 

Various role-taking abilities as they develop in the early years of 

childhood. The present study implied that benefits can be derived from 

make-believe play in children between three and five years of age. 

Particularly, it suggested that visual perspective-taking abilities can 

be enhanced through training in pretend and make-believe play and 

through the increased peer interaction that comes as a result of this 

type of play. More research is needed to determine what kinds of 

training will more effectively increase development in affective role-

taking skills. 

In order to generalize the findings of this study to other popula

tions, more systematic research must be conducted with children of 
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various racial and socioeconomic groups. It would be useful in future 

research to insure that subjects in experimental and control groups 

were equally balanced in terms of age and beginning abilities in role-

taking. In the present study, subjects were randomly selected and 

placed in the experimental or control groups. This process did not 

succeed in equalizing the two groups. A pairing of subjects in experi

mental and control groups using pretest scores would insure that the 

two groups of children were well balanced in terms of role-taking 

abilities prior to any experimental treatments. 

It would be of value to investigate the possibility that early 

gains made in levels of nonegocentrism and role-taking capabilities may 

foster enhanced development of more mature forms of these skills in 

later childhood. The early play experiences provided by parents, 

teachers, and caregivers may help to provide for the building of a 

good basic foundation in these skills which may then, in turn, lead to 

superior development later in childhood. It would also be of value to 

investigate the possibility that these early experiences may effect 

girls and boys differently. 

The tasks being used by different investigators to assess levels 

of nonegocentrism are in need of revision and refinement. A fundamen

tal question which remains unanswered is whether or not these tasks are 

really measuring early forms of perspective-taking abilities. This 

is especially true of the affective role-taking tasks. The results 

obtained with the Empathy and the Recognition of Role Attributes tasks 

in the present study are examples of this problem. Another aspect of 

this issue is the difficulty in designing tasks of this sort for use 
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with preschool aged children. For them to be effective with children 

between the ages of three- and five-years, the tasks must be suffi

ciently appealing to young children so as to get each to attend to a 

particular task from beginning to end. Each task must also be designed 

so that young children do not find it too difficult (i.e., tasks which 

more closely match the child's existing cognitive level). Finding 

tasks which are effective with young children could help to reveal 

the patterns of very early development of role-taking ability. 

The effects of various types and lengths of training are in need 

of further investigation. A study in which the same type of training 

was implemented for varying lengths of time could be quite helpful in 

identifying what length of training produces the strongest changes in 

levels of nonegocentrism. By varying the ages of subjects receiving 

training in such a study, some insight could be gained into whether 

or not there is a critical period for training of this type. In 

developing various training procedures, it is also important that some 

attention be paid to the type of training being used in relationship 

to the types of tasks being utilized to assess role-taking abilities. 

A major question related to this issue arose in the present study. The 

children improved more on the visual perspective tasks than on the 

affective tasks. While some part of the training procedure caused 

this improvement, more exhaustive research must be conducted before 

the precise components of the training leading to the improvements can 

be identified. A study designed so that children were given different 

types of training (i.e., one group trained in only sociodramatic play 

and another in fantasy play) but were tested for improvement on the 
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same tasks would also be of value. 

The results of the present study are of value to parents, care

givers, teachers, and professionals in the field of child and parent 

education. The findings suggest that developmental increases in role-

taking abilities can be derived from make-believe play and increased 

peer interactions. If future research continues to show these same 

trends, it is important for parents and teachers to be informed that 

make-believe play experiences with peers provided at home and at 

school can have a very positive effect upon the development of young 

children. Teachers and parents should be encouraged to provide more 

experiences for children in which they are given the opportunity to 

act out new and different roles in the company of their peers. The 

children in the present study enjoyed pretending to be different 

objects (e.g., clouds and cars), different animals (e.g., frogs and 

elephants) and different kinds of people (e.g., doctors and motorcycle 

racers). They also enjoyed acting out fairy tales and stories they had 

heard. These same kinds of opportunities could be provided at home and 

at school. Children should be encouraged, in the process of inter

acting with their peers, to talk about their own feelings and the 

feelings of others. Thus, the development of the ability to look at 

situations from the perspective of others could be greatly enhanced. 

The degree to which increased peer interaction and make-believe play 

can enhance role-taking abilities in young children can only be learned 

through further systematic research. 
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APPENDIX A 

MATERIALS FOR ROLE-TAKING TASKS 

Task 1: Recognition of Role Attributes 

Occupational Figures Tools of Trade 

1. Builder Wheelbarrow, hammer, nails 

2. Mechanic Gas pump, wrench 
3. Teacher Books, pencils, glasses 
4. Postman Letters 
5. Farmer Tractor 
6. Nurse Thermometer, pill bottle 

Task 2: Recognition of Role Behavior of Family Members 

Family Members Represented: 

1. Boy 

2. Woman 
3. Girl 
4. Man 
5. Man, boy spilling water from glass 
6. Woman, girl next to doll buggy 
7. Boy, girl beckoning to play ball 
8. Mother, girl next to broom and dirt in a pile 
9. Man, girl next to cat 
10. Girl, with lollipop, boy pointing to it 
11. Boy, woman with bowl of fruit 
12. Mother, girl looking at bed 

Task 3: Recognition of Needs 

Needs Solutions 

1. Thin boy Bowl of food 
2. Boy in snow with underwear only Coat 
3. Girl in desert, sweating Fan (electric) 
4. Boy with swollen thumb Bandaid 
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Task 4: Empathy 

Facial Expressions of Emotions: 

1. happy face 2. afraid face 3. sad face 4. angry face 

Stories: 

1. This is a story about a girl (boy) named Susie (Bobby). Susie 
(Bobby) awakened one sunny morning and went downstairs to breakfast. 
Her (his) mommy and daddy said "Good Morning" and began eating their 
toast. Susie (Bobby) said, "Aren't you going to say 'Happy Birthday' 
to me? Today I'm four years old!" Mommy and Daddy said "Happy 
Birthday, dear" and went back to eating their breakfast. After eating, 
Susie (Bobby) went to play, wondering what she (he) would get for her 
(his) birthday present. At 12:00 Mommy called, "Time for lunch." 
Susie (Bobby) ran to the kitchen. As she (he) opened the door there 
was a big "Surprise!" All her (his) friends had come for a birthday 
party! There was a beautiful cake on the table and there were lots of 
presents. 

2. One day Sally (Joey) and her (his) family took a ride to a big zoo. 
They went there to see the many animals that live in the zoo. They 
walked around and saw lions, tigers, monkeys, and giraffes. They had 
a fun time eating popcorn and enjoying the animals. They were nearing 
the bears when, suddenly, Sally (Joey) saw that the cage doors were 
open. Sally (Joey) yelled, "AHH! The bears are getting out of their 
cages!" 

3. Mary (Johnny) had a favorite toy that she (he) played with everyday. 
The toy was a big brown teddy bear that went everywhere with her (him). 
One morning Mary (Johnny) woke up and looked around for the teddy bear. 
She (he) searched her (his) room but didn't see him, so she (he) looked 
all over the house. Finally, she (he) ran to ask Mommy if she had seen 
the bear. Mommy remembered that yesterday they had taken teddy to the 
store with them. So, she suggested that they go back to the store to 
look. After they looked all over the store for the teddy bear, they 
asked the store manager if he had seen it. He said, "No, no one has 
seen the bear." Mary (Johnny) had not been able to find her (his) 
favorite teddy bear. They went back to the car and drove home thinking 
of the lost teddy bear. 

4. Sally (Jim) was watching TV when her (his) favorite program came on. 
Just as it began, the doorbell rang and Bill from next door came in. 
Bill wanted to play. He came in saying, "I want to go out to play bikes. 
Come on Sally (Jim), let's play." Sally (Jim) said, "I will, after I 
see my program." Bill demanded, "But I want to go now." He screamed and 
yelled so loud that Sally (Jim) couldn't hear her (his) favorite show. 
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Task 5: Visual Perspective—Upside-Down 

Colored magazine pictures: 

1. Woman and children 2. Squirrel 3. Girl 4. Tree 

Task 6: Visual Perspective—In Front-Behind 

Black and white pictures on 3" x 5" index cards: 

Front Back 

1. Squirrel Party Hat 
2. Balloon Trumpet 
3. Rabbit Orange 
4. Pumpkin Dog 
5. Ball Cat 

Task 7: Visual Perspective—Three Dimensional 

Cubes 1 and 2: 

Side 1 - elephant 

Side 2 - tube of toothpaste 

Side 3 - sailboat 

Side 4 - bear 

Cubes 3 and 4: 

Side 1 - doll 

Side 2 - apple 

Side 3 - book 

Side 4 - castle 

Side 5 - drum 

Side 6 - dog 
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APPENDIX B 

SCORE SHEET 

Total Score = 

Date: 

Task 1: Recognition of Role Attributes 

Yes 

Name: 

Date of Birth 

Age: 

1. 
2. 
3. 
4. 
5. 
6. 

Builder 
Mechanic 
Teacher 
Postman 
Farmer 
Nurse 

No 

Question: "Who Says": 

1. "I am the mother"? 
2. "I am the son"? 
3. "I am the daughter"? 
4. "I am the father"? 
5. "Stop doing that"? 
6. "Can I have this"? 
7. "No, I don't want to"? 
8. "You did that very well"? 
9. "You can't have it"? 
10. "Give me that"? 
11. "You can have it"? 
12. "I'll do as you say"? 

Answer 

(woman) 
(boy) 
(girl) 
(man) 
(man) 
(girl) 
(boy) 
(woman) 
(man) 
(boy) 
(woman) 
(girl) 

Task 3: Recognition of Needs 

Yes No 

1. 

2. 

3. 

4. 

Hunger: 
Reason: 

Cold: 
Reason: 

Hot: 
Reason: 

Pain: 
Reason: 

Score = 

Task 2: Recognition of Role Behavior of Family Members 

Score = 

Score = 



Task 4: Empathy 

Happy Afraid Sad Angry 

1. 
2. 
3. 
4. 

Task 5: Visual Perspective—Upside-Down 

Yes No 

1. Woman and children 
2. Squirrel 
3. Girl 
4. Tree 
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Score = 

Score = 

Task 6: Visual Perspective—In Front-Behind 

Correct Incorrect 
1. 
2. 
3. 
4. 
5. Score = 

Task 7: Visual Perspective—Three Dimensional 

Placement 
correct incorrect 

E's View 
correct incorrect 

1. 
2. 
3. 
4. 
5. 
6. Score = 
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APPENDIX C 

TRAINING PROCEDURE 

Training Week #1 

Goals: 

1) To get acquainted with the children 

2) To encourage the children to freely engage in the activities 
presented throughout the training sessions 

3) To begin role playing in its simplest form—pretending to be 
various objects 

4) To learn role playing by pretending to be various animals 

5) To discover that through pretending, many different things 
can happen 

Training Session # 1 

Objectives: 
1) To discuss the things that might happen when one pretends 

2) To discuss each child's favorite role or his favorite pretend 
situation 

3) To use the body to pretend to be various objects 

Materials: Dreams by Ezra Jack Keats 

Activities: 1) Read Dreams by E. J. Keats. 

After the story, the investigator will begin a discussion of 

dreams by asking questions such as: What do you like to dream about? 

How do dreams make you feel? 

When we are awake, instead of dreaming, we can pretend. We can 

make-believe that so many things can happen. We can pretend to be 

something else like a balloon or a ball. Or, we can pretend to be 



different animals, like horses or dogs. We can also pretend that we 

are different people, like policemen or teachers. What is your favorite 

pretend game? What happens when you pretend? 

2) Transformations 

Let's all pretend to be: 

a) clouds floating in the sky 

b) flowers growing in the garden 

c) balls bouncing high in the air 

d) tiny balls bouncing low to the ground 

e) tall mountains 

f) tiny rocks 

g) big trees swaying in the wind 

h) shiny stars up in the sky 

Training Session # 2 

Objectives: 

1) To continue and reinforce the ability to pretend to be 
different objects 

Activities: 

1) Transformations 

Let's all pretend to be: 

a) rockets taking off in space 

b) cars driving slowly down the street 

c) sailboats gliding on the lake 

d) snowflakes floating to the ground 

2) Blow Me Up! 

"I want each of you to pretend that you are a bright yellow 
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balloon without any air inside. Now, someone is going to blow you up 

very slowly. You will get bigger just a little bit at a time. Now 

that you are all blown up, pretend that you are floating through the sky. 

How do you suppose a balloon feels when it's floating in the sky? 

All of a sudden, you see a bird coming. What will we do now? 

That bird could pop a balloon! Let's get away from him. This is scary! 

Uh-oh! He's following us. He's catching up with us. POP! All of the 

air is gone from your balloon! 

Now let's all join hands and pretend to be one big balloon. We 

need to stand very close together so that we will be small like a 

balloon without air. We're ready to blow the balloon up slowly. Let's 

get it as big as we can (children will form a large circle). Let's let 

the air out now and get small again." (The same general procedure 

will be repeated two or three times.) 

3) More Transformations 

a) trees being blown hard by a strong wind 

b) big trucks going to the market 

c) kites flying in the sky 

d) jumping beans 

4) Free Choice Pretend Time 

The children will each choose one favorite pretend transformation 

The entire group will join in each transformation favorite. 

Training Session # 3 

Objectives: 

1) To role play by pretending to be different animals 

2) To reinforce the ability to pretend to be different objects 
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Materials: The Muffin Muncher by Stephen Cosgrove 

Activities: 

1) Repeat the Transformations game from Training Sessions // 1 and 2 

2) Free Choice Pretend Time 

3) Let's be Animals 

Let's pretend that we are: 

a) galloping horses 

b) butterflies flying in the meadow 

c) cats walking on a fence 

d) dogs running down the street 

e) jumping kangaroos 

f) snakes crawling on the ground 

g) big elephants walking through the jungle 

h) fish in the ocean 

i) birds flying high in the sky 

j) lions walking slowly through the jungle. 

4) Read The Muffin Muncher. 

Briefly discuss the story. The children will be told that they 

will have the opportunity to act out parts of the story in Training 

Session # 4. 

Training Session # 4 

Objectives: 

1) To increase role playing by pretending to be animals in 
specific situations 

Materials: The Muffin Muncher by Stephen Cosgrove 
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Activities: 

1) Review The Muffin Muncher by S. Cosgrove. 

The investigator will review the story and discuss it with the 

children. The discussion will center around the idea of what it would 

be like to be the "Muffin Munching Dragon." 

2; Let's all pretend to be big dragons. How would a dragon move? 

How would a dragon sound? What would a dragon do if he wanted to be 

mean? What would he do if he wanted to be kind? 

3) "Pretend", a record by Hap Palmer will be introduced to the 

children. The children will be encouraged to pretend with the following 

songs: a) "Rag Doll" 

b) "Little Ants" 

c) "Jumping Frog" 

d) "Kite Song". 

Training Session # 5 

Objectives: 

1) To increase role playing by dramatizing a story 

2) To increase sensitivity toward the understanding of why 
the dragon does certain things 

Materials: The Muffin Muncher by S. Cosgrove, muffin trays, box for 
oven, apron, boards for bridge, blanket 

Activities: 

1) Review The Muffin Muncher. 

The investigator will discuss the story, re-reading parts if 

necessary, to remind the children of what takes place in the book. 

2) Dramatize the story. 

The investigator will help the children choose roles for the 

sociodramatic play. The roles will include: the dragon, the king, the 
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village people. The children will use the props as they choose. The 

investigator will tell the story as the children act it out. 

The children will be encouraged to repeat the sociodramatic play 

so that they may play different roles. 

3) "Pretend" record by Hap Palmer 

The children will choose their favorite pretend songs. All will 

be encouraged to participate in each individual child's choice. 

Training Week #2 

Goals: 

1) To increase ability to play the role of animals in specific 
situations 

2) To reinforce the ability to pretend to be various objects 

3) To establish role playing abilities through the use of puppets 
as the basis for pretending 

4) To introduce the concept of pretending to be different people 

Training Session # 6 

Objectives: 

1) To pretend to be various objects familiar to the child 

2) To discuss and understand the story of an animal who encounters 
different situations 

3) To discuss the possibility of placing oneself in similar 
situations 

Materials: The Shy Little Kitten by Cathleen Schurr 

Activities: 

1) The felt chicken puppet will accompany the investigator to 

the classroom to get each group of children. The puppet will do the 

talking throughout the session. 
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2) The puppet will introduce himself to the children. He will 

then introduce his "friends", giving each child a puppet to play with. 

3) The puppet will conduct a modified version of the Transformations 

game introduced in Training Sessions 1, 2, and 3. 

Let's all pretend to be: 

clouds floating in the sky 

flowers growing in the garden 

big trees swaying in the wind 

rockets taking off in space 

snowflakes floating to the ground 

kites flying in the sky 

galloping horses 

butterflies flying in the meadow 

birds flying high in the sky 

The children will be encouraged to have their puppets pretend 

to be the objects and animals listed above. 

Training Session # 8 

Objectives: 

1) To further develop role playing abilities using animals 
as the basis for pretending 

2) To further develop the ability to identify with the animals 
in a given situation so that the child can act out that 
situation 

Materials: What Was That! by Geda Bradley Mathews 

Activities: 

1) Read What Was That! by G. B. Mathews 

The investigator will go back to the beginning of the story. 
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re-reading parts, so that the feelings of the animals in different 

situations can be better understood. 

2) Dramatize parts of the story. 

The investigator will assist the children in choosing roles 

which they will play in dramatizing the story. The roles will include; 

1) baby bear; 2) baby mouse; 3) baby spider; 4) big brother bear; 

and 5) mother or father bear. 

The investigator will tell a story similar to the one just read. 

The children will act it out as it is told. 

Training Session # 9 

Objectives: 

1) To continue the role playing of animals in specific situations 

2) To utilize puppets to assist in the sociodramatic play being 
engaged in 

Materials: animal puppets and What Was That! by G. B. Mathews 

Activities: 

1) Discuss What Was That! 

The investigator will encourage the children to dramatize the 

story, What Was That! They will choose the role they wish to play and 

will then decide whether or not they wish to use a puppet to dramatize 

the story. The investigator will take an inactive role, encouraging 

all children to participate and answering any questions the children 

may have. 

Training Session # 10 

Objectives: 
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1) To reinforce the ability to be different animals 

2) To reinforce the ability to pretend to be different objects 

3) To introduce the idea that one can pretend to be different 
kinds of people 

Activities: 

1) Repeat the Transformations game played in Training Session # 7. 

The investigator will give the children a chance to choose which objects 

and animals they wish to portray. 

2) Pretend people 

Let's pretend to be: 

e 

f 

g 

3) "I 

a 

b 

jogging athletes 

marching soldiers 

happy, playful children 

race car drivers 

great big giants 

airplane pilots 

little tiny elves 

retend" record by Hap Palmer 

guitar player 

friendly giant 

the clown 

motorcycle racer 

little elf 

Training Week y/3 

Go:'ls: 

1) To emphasize thematic role playing 
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2) To practice role playing in pretend situations involving people 

3) To encourage children to continue role play and make-believe 
independently after the experimenter has introduced a given 
theme 

Training Session # 11 

Objectives: 

1) To develop the concept that one can pretend to be many different 
kinds of people 

Materials: 8 hats including woman's dress-up hat, fireman's hat, 
baseball cap, cowboy hat, nurse's cap, man's felt hat, 
sailor's hat; little girl puppet 

Activities: 

1) The puppet will accompany the investigator to the classroom to 

get the children. To begin the session, the puppet will introduce her

self. The puppet will discuss pretending with the children. The discus

sion will attempt to make the children aware of the variety of things 

they can pretend to be and will follow this basic format: 

"Hi! I'm a little girl! I came to see you today because I 
wanted to tell you about my most favorite game in the whole 
world. Can you guess what I like to do best? Pretending is 
my favorite thing to do. I like to pretend to be: a waitress, 
a princess, a mommy, and a cook. What do you like to pretend 
to be? I also like to pretend to be a cowgirl, a police
woman, and a doctor." (The puppet will role play according to 
each of the roles, using movements and speech to convey the 
role intended.) 

2) HATS! HATS! HATS! 

The puppet will introduce this activity by telling the children 

that she brought some things to help them pretend. She will explain 

that when she pretends, she likes to wear different hats. So, she 

decided to come share her hats with the children. She will explain 

thai they can play with any hat they want to. The puppet will demonstrate 
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with two of the hats, dramatizing the role suggested by the hat (i.e. 

she will pretend to be a lady dressed up with her fancy hat on and 

then a fireman with the fire hat on). 

The children will choose the hat they want to play with and will 

be encouraged to dramatize the role suggested by the hat they choose. 

They will also be encouraged to change hats if they don't fully 

participate. 

The puppet will accompany the investigator when returning the 

children to their classroom. 

Training Session # 12 

Objectives: 

1) To introduce the theme, "An Airplane Trip" 

2) To make plans to take an airplane trip 

3) To consider all the people involved in flying an airplane 

Materials: The Airplane Book by Bob Ottum 

Activities: 

1) Read The Airplane Book by B. Ottum. 

2) The investigator will use the book as a basis for discussion 

about taking a trip on an airplane. 

a) Discuss the different characters in the story: pilot, 
flight attendant, ticket collector, workers who load 
luggage and fuel the plane, traffic controller. 

b) Let's all pretend to be pilots; to be workers loading 
luggage; to be flight attendants. 

c) Discuss an airplane that the group might take. 

d) Make preparations—pretend to pack suitcases. 

3) Free Choice Pretend Time 
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Training Session # 13 

Objectives: 

1) To carry out the pretend airplane trip 

2) To encourage each child to participate in some aspect of 
the airplane trip 

3) To allow the children to carry out the pretend game with only 
minor intervention by the investigator 

Materials: chairs, construction paper tickets, tray for the flight 
attendant, dishes and cups for serving pretend food 

Activities: 

1) The investigator will begin a discussion of the plans made for 

the airplane trip and announce that it is time to go. The investigator 

will help the children move the chairs and other props into place so 

that sociodramatic play will be encouraged. Roles which the children 

may take will also be suggested. 

After the initial intervention, the investigator will remain 

in an inactive role answering questions the children might have and 

making suggestions to children who may not be participating. 

Training Session # 14 

Objectives: 

1) To introduce the theme "A Trip to See the Doctor" 

2) To discuss the various people who might be seen in the doctor's 
office or hospital 

Materials: Johnny Goes to the Hospital, bandaid box, pretend 
syringe, stethescope, pill bottles, cots, doctor's bag 

Activities: 

1) Read Johnny Goes to the Hospital. 

The investigator will lead a discussion of the story. Each 
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person in the story will be pointed out to the children. 

2) The children will be given a chance to play with the props so 

that they can create a doctor's office. The investigator will take an 

inactive role once the sociodramatic play has begun. 

3) Free Choice Pretend Time 

Training Session # 15 

Objectives: 

1) To further develop the ability to pretend to be different people 

2) To encourage each child to actively participate in the socio
dramatic play 

3) To encourage each child to "try on" at least two different roles 

Materials: doctor's office equipment used in Training Session # 14 

Activities: 

1) The investigator will encourage the children to engage again in 

sociodramatic play centered around the doctor's office theme. The 

investigator will take an inactive role, only answering questions and 

encouraging those who are not actively participating. The investigator 

will suggest at the beginning of the session that each child play a 

role that is different from the one he or she played during the previous 

session. 

2) Free Choice Pretend Time 

Training Week #4 

Goals: 

1) To introduce fantasy play through the acting out of fairy tales 

2) To encourage role playing through dramatization of fairy tales 
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3) To increase understanding of people and animals in specific 
situations 

4) To reinforce and increase the ability to pretend and make-
believe through the role playing of various objects, animals 
and people 

Training Session # 16 

Objectives: 

1) To introduce The Three Billy Goats Gruff which will be used 
as the basis for pretend play 

2) To understand the situations the goats find themselves in 

Materials: The Three Billy Goats Gruff 

Activities: 

1) Read The Three Billy Goats Gruff. 

The investigator will lead a short discussion of the story. 

The main objective will be to help the children remember the story 

sequence so they can more easily dramatize it. 

2) Let's pretend that we are all goats. How do goats move? 

Let's pretend that we are trolls. What kind of voice did the troll use? 

Pretend you are the biggest billy goat; the medium sized goat; the 

smallest goat. Discuss the way the three goats talked and walked 

differently. 

3) Free Choice Pretend Time 

Training Session # 17 

Objectives: 

1) To encourage role playing by acting out the fairy tale discussed 

in Training Session # 16. 
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2) To reinforce and increase the ability to play the role of 
various animals and people 

Materials: The Three Billy Goats Gruff, boards for pretend bridge, 
brown and green construction paper 

Activities: 

1) Review the story. The Three Billy Goats Gruff, re-reading 

parts if necessary. 

2) Create the setting for the story with the help of the children 

Boards will be used for the bridge, brown paper will be used to 

indicate where the goats are in the beginning of the story, and green 

paper will be used to indicate the hillside meadow where the goats 

wish to go. 

3) The investigator will help the children decide upon the roles 

they are to play in the story and tell the story as the children act 

it out. Time permitting, the story will be repeated so that the 

children may play different roles. 

Training Session # 18 

Objectives: 

1) To encourage increased role playing in the dramatization of 
fairy tales 

2) To encourage understanding of the animals and people in the 
story 

Materials: The Three Bears by Paul Galdone, 3 bowls, 3 spoons, 
3 towels of various sizes, 3 blocks of various sizes 

Activities: 

1) Read The Three Bears by P. Galdone 

The investigator will briefly discuss the characters in the 



90 

story after reading it. 

The children will be asked to pretend to be: baby bear, 

mother bear, papa bear, and Goldilocks. 

The investigator will introduce the idea that the story can 

be acted out. She will discuss the props to be used in the acting 

out of the story. 

2) Free Choice Pretend Time 

Training Session # 19 

Objectives: 

1) To further develop the ability to play the role of various 
people and animals 

2) To reinforce the ability to understand why various things 
happen in the story 

Materials: props listed for Training Session # 19 

Activities: 

1) The investigator will help the children decide upon the 

roles to be played in the story. The children will use the props to 

create the story setting. 

The investigator will tell the story as the children act 

it out. 

2) The story dramatization will be repeated. The children 

will be asked to play different roles. The investigator will play an 

inactive a role as possible in the second dramatization. The investi

gator will suggest that the children tell the story as they act it out 
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Training Session # 20 

Objectives: 

1) To explain to the children that this is the final session 

2) To encourage the children to discuss their favorite pretend 
situations 

3) To reinforce the ability to pretend to be various objects, 
animals, and people 

Activities: 

1) Children's Choice 

"I would like for you to think about what your favorite pretend 

play has been during our play times together. Each of you may choose 

one favorite object, animal, or person that you would like for us to 

pretend to be." 

2) Teacher's Choice 

"I had some favorite pretending games of the ones we played 

too. I would like you all to pretend to be these things with me." 

Repeat the Transformations games played in Training Sessions 7 and 11. 
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APPENDIX D 

Mean Scores Across All Tasks As a Function of Experimental 

Condition, Sex, and Pretest Versus Posttest 

Recognition of 

Experimental 

Control 

Total 

Recognition of 

Experimental 

Control 

Role Attri 

Rol( 

l'1 
F 

Total 

M 
F 

Total 

butes 

B Behavior of 

M 
F 

Total 

M 
F 

Total 

Pretest 

3.20 
4.10 
3.60 

4.00 
2.90 
3.45 

3.52 

Family Members 

8.10 
9.00 
8.55 

9.80 
7.70 
8.45 

Posttest 

4.60 
4.60 
4.60 

4.30 
3.70 
4.00 

4.30 

9.70 
10.10 
9.90 

9.10 
9.60 
9.35 

Total 

3.90 
4.35 
4.10 

4.15 
3.30 
3.72 

3.91 

8.90 
9.55 
9.22 

9.45 
8.65 
8,90 

Total 8.50 9.62 9.06 



Recognition of Needs 
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Pretest Posttest Total 

Experimental 
M 
F 

Total 

2.40 
2.70 
2.55 

3.10 
3.50 
3.30 

2.75 
3.10 
2.92 

Control 
M 
F 

Total 

3.50 
2.80 
3.15 

3.30 
3.00 
3.15 

3.40 
2.90 
3.15 

Total 2.85 3.23 3.04 

Empathy 

Experimental 
M 
F 

Total 

2.20 
2.00 
2.10 

2.90 
2.30 
2.60 

2.55 
2.15 
2.35 

Control 
M 
F 

Total 

2.30 
1.30 
2.05 

1.90 
1.70 
1.80 

2.10 
1.75 
1.92 

Total 2.08 2.20 2.14 

Visual Perspective—Upside-Down 

M 
Experimental F 

Total 

.30 
1.00 
.65 

1.30 
2.40 
1.85 

.80 
1.70 
1.25 

Control 
M 
F 

Total 

.80 

.80 

.80 

.70 
1.60 
1.15 

.75 
1.20 
.98 

Total .72 1.50 1.11 
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_ 

Visual Perspective 

Experimental 

Control 

Total 

Visual Perspective-

Experimental 

Control 

Total 

—In Front-Behind 

M 
F 

Total 

M 
F 

Total 

—Three 

M 
F 

Total 

M 
F 

Total 

Dimensional 

Pretest 

4.00 
4.70 
4.35 

4.50 
5.00 
4.75 

4.55 

1.70 
2.30 
2.00 

2.30 
2.70 
2.50 

2.25 

Posttest 

5.00 
5.00 
5.00 

4.90 
4.70 
4.80 

4.90 

4.70 
4.90 
4.80 

3.50 
3.60 
3.55 

4.18 

Total 

4.50 
4.85 
4.67 

4.70 
4.85 
4.77 

4.72 

3.20 
3.60 
3.40 

2.90 
3.15 
3.02 

3.21 

Total Score 

Experimental 

Control 

Total 

M 
F 

Total 

M 
F 

Total 

21.90 
26.10 
24.00 

27.00 
23.90 
25.45 

24.73 

31.30 
32.50 
31.90 

27.80 
27.90 
27.85 

29.87 

26.60 
29.30 
27.90 

27.40 
26.90 
26.65 

27.30 




