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The Effects of Differential Role-Taking Experiences

On Empathy and Altruism in Preschool Children

The desirability of behavior reflecting concern for the welfare of
others has been an assumption of many recent researchers in social
psychology (e.g., Batsom, Darley, & Coke, 1979). In accordance with
this assumption, relationships among individuals can be said to ideally
involve active helpfulness which is unhesitatingly expressed by each
individual. This ideal state is, however, far from the general rule in
the current social milieu--even in cases in which another's need is
readily apparent (Mussen & Eisenberg-Berg, 1977). Consequently, the
research literature of the past 10 to 15 years has reflected heightened
interest in altruistic behavior with particular emphasis on those factors
which may have the potential to influence helpfulness (e.g., Bryan, 1972;
Feshbach, Note 1; Rosenhan, Note 5).

This project was an attempt to further our understanding of the
degree to which altruistic behaviors may be increased among preschool-aged
children, still obviously in the early stages of the socializatidn process.
A model has been proposed herein to describe the process of young children's
helping in response to another's distress. It was anticipated that appli-
cation of this medel (via differential role~taking experiences with the
child) might demonstrate a means of positively influencing helpfulness
among preschoolers. The model follows from prior theory and research along
two major themes, empathy and instrumentality.

Empathy and Altruism

According to Hoffman (Note 2), empathy is a concept which has been

defined in two broad ways: (1) as the cognitive awareness of another's



feelings and (2) as the vicarious affective response to another's feelings.
Empathy has been suggested as an important motivator for helping behavior,
particularly by proponents of the second, or affective, definition. Feshbach
(1973) has contended that while both cognition and affect are necessarily
involved in empathy, the second is the crucial mediator of helping. Evidence
for the existence of both cognitive and affective empathy and their relatiom
to helpfulness will now be examined.

Cognitive Empathy

Understanding another's affective state may often be enhanced by under-
standing that individual's physical perspective. Borke (1975) has demonstrated
physical perspective taking among 3- and 4-year-olds by utilizing a modificatio
of Piaget and Inhelder's (1956) three-mountain task. The children were asked
to identify out of ten "mountain" scenes the one scene which showed a display
as 1t would appear from a perspective discrepant from the child's view of the

"mountains."

The accuracy of 3-year-olds was 79% and of 4~year-olds was 93%.
Borke (1973) has also verbally and pictorially presented situations to
3- to 6-year-old Chinese and American children who typically made accurate
distinctions between the happiness and the unhappiness of the characters
depicted. This capacity for discrimination of another's affect is still,
however, cognitive in nature. It is also possible that the accuracy found
may be a reflection of the child's simply knowing the appropriate response
for a given social situation (Chandler & Greenspan, 1972) rather than his/her
actively taking on the perspective of the other. It seems, however, that such
a process of "projection" might be a logically valid step in the transitional
development from egocentrism to empathy. Such projection may facilitate the

child's preliminary understanding of the range of situations in which one

(particularly another) might experience different feelings.



One recent empirical study (Buckley, Siegel, & Ness, 1979) has reported
a significant relationship between cognitive empathy and altruism in children.
The child's discrimination of the appropriate facial affect (happiness,
sadness, anger, or fear) experienced by children in 12 stories determined
her/his cognitive empathy score; physical perspective-taking ability was
measured in a manner similar to that of Borke (1975) which was previously
described. Those 3%~ to 9-year-old children who either helped another child
pick up spilled puzzle parts or shared a cookie with a peer had both higher
cognitive empathy scores and higher physical perspective-taking scores than
those children who did not help or share.

It seems apparent from these studies that children as young as 3 have
at least adequate cognitive role-taking capacities. While such cognitive
understanding of a situation seems essential to interpretation of available
affective information and has been associated with increased helping, cognitive

empathy alone appears to be insufficient to account for helping behavior (e.g.,

Coke, Batson, & McDavis, 1978; Feshbach, 1975; Hoffman, 1975). Furthermore,
some of the cognitive measures used may have (inadvertently) tapped an

affective component as well.

Affective Empathy

Affective empathy (vicariously experiencing another's affective state)
may be especially salient or "attention-getting" and, thus, seems likely to
provide the necessary motivation for the expression of altruistic behaviors.
By helping another in distress, one may reduce not only the other's distress
but one's own vicarious distress as well.

Feshbach (1975) has set forth a model of empathy as having the following
three essential components: (1) the ability to discriminate and label

affective states of others, (2) the ability to assume the perspective and



role of another person, and (3) the evocation of a shared emotional
reaction, or emotional responsiveness. The first two components are
predominantly cognitive. Feshbach stresses the remaining affective
component as empathy's distinetive feature.

Aronfreed (1970) views affective empathy as being very closely
related to altruism. He suggests that empathic responses may become
classically conditioned to external affective cues and in turn serve as
internalized motivating mediators of altruistic behaviors. Hoffman (Note 2)
also has posited empathy as a motivational factor for altruism. He describes
empathy from a broad developmental perspective, indicating that it changes
progressively from a primitive emotional response devoidiof a cognitive
component to a more sophisticated arousal of affect which is synthesized

with cognitive representations of the other's "life experience."

Adolescent and adult studies. Whereas theories concerning affective

empathy are relatively abundant, systematic research in the area is in the
early stages. Mehrabian and Epstein (1972) demonstrated correlationally
that adults who were high in empathy (as determined by their questionnaire
measure) gave less shock to a confederate than subjects low in empathy when
the confederate's cries of pain were highly salient. In a correlative study
involving high school students, Eisenberg-Berg and Mussen (1978) found that
individuals with high scores on Mehrabian and Epstein's (1972) measure of
affective empathy were more likely than low empathic individuals to help
the experimenter with a boring task. Similarly, Barnett, Howard, King, and
Dino (in press) found that high school students with high Mehrabian and
Epstein (1972) empathy scores put together more "activity booklets" for

handicapped children than those with low empathy scores.



With adult subjects, Krebs (1975) has found that altruism was
positively associated with the intensity of empathic response. Specifically,
subjects who empathized most with theilr partners (as measured physiologically)
sacrificed more money to their partners and took more shock themselves in
order to avold shocks for their partners than did less empathic subjects.
Also, empathy and helping increased with perceived degree of similarity
between the subject and her or his experimental partner.

In addition to examining the relationship between a dispositiomal
measure of empathy and helping, Barnett, Howard, King, and Dino (in press)
also explored the effects of an experimental manipulation of empathy on
helping. Subjects who were shown a brief videotaped presentation designed
to elicit empathic arousal prior to the opportunity for charitable action
(i.e., compiling booklets for handicapped children) were more charitable
than those who viewed an affectively-neutral presentation.

Coke, Batson, and McDavis (1978) have proposed a model of helping
behavior which combines cognitive perspective taking and empathic emotion
as a functionally related process. That is, taking the perspective of a
distressed person increases affective empathy which consequently increases
helping. In their study, some subjects were given a placebo which they
were told would arouse them while others were given the same placebo but
were told it would relax them. Before viewing a '"mewscast" depicting the
unhappy circumstances of a stranger in need, instructions were given either
to take on the perspective of the subject of the newscast or to observe
technical aspects of the film. Instructions to take on the perspective of
the other (the experimental manipulation of cognitive empathy) were
insufficient in and of themselves to significantly increase subsequent

volunteering to help the needy stranger. The group of subjects who were



both told that the placebo would relax them and who were instructed to
take on the other's perspective apparently attributed feelings of arousal
to a concern for the other (rather than to effects of a drug) and
consequently helped the needy other more than the remaining three groups.

Child studies. The studies of affective empathy discussed thus far

have used adult and adolescent samples. A few investigations have focused
instead on children. Eisenberg-Berg and Neal (1979), for example, have
suggested that preschoolers display "a primitive empathic orientation"

(p. 229) in their reasoning about their own spontaneous prosocial behavior.
When observed and qﬁestioned in a naturalistic setting, the children
frequently responded with reasoning related to the psychological or physical
needs of the person helped. Such moral reasoning appears to represent at
least some degree of empathic concern directly involved in young children's
helpfulness.

Feshbach and Roe's (1968) Affective Situations Test has frequently been
used to measure young children's dispositional empathy. This measure consists
of four pairs of narrated slide sequences showing young children in situations
designed to elicit happiness, sadness, anger, and fear. Following each slide
sequence the child is asked, "How do you feel?" Each response is rated as
to the degree to which it matches the affect of the child featured in a
slide sequence. Correlational studies exploring the relationship between
Feshbach and Roe empathy scores and helping indices have yielded inconsistent
results, however (see Eisenberg-Berg & Lennon [L980] for a detailed review
and discussion). The influence of social desirability on young children's
verbal responses and the need for relatively advanced verbal comprehension

and expressive skills are among the major criticisms of the measure.



Furthermore, Sawin (1979)‘has found nonverbal empathy measures (i.e.,
ratings of tone of voice and facial expression after witnessing another's
distress) to be more closely associated with helping than were verbal
responses.

Leiman {Note 4) also measured dispositional empathy by rating the
sadness expressed by a child's facial response to another's sadness. His
helping measure was the extent to which a child used a "marble machine" to
produce marbles that would be given to another individual whom the child
had seen suffer the loss of his/her marbles. He found that the highly
empathic group (i.e., children rated as showing sad expressions) used the
machine more (i.e., helped more) than the less empathic group of children.

Barnett, King, and Howard (1979) manipulated the focus (self- or
other-directed) of children's affect to determine the differential effects
of self concern and empathy on subsequent generosity to needy others,
Those 7- to 1l2-year-old children who were asked to relate a sad story
about a peer (Sad/Other Group) shared significantly meore prize chips
with less fortumate others than those requested to tell of- a sad personal
experience (Sad/Self Group). Children who told about positive experiences
or provided affectively neutral information about themselves or others did
not differ significantly from one another; the degree of sharing by these
groups fell approximately midway between the Sad/Other and Sad/Self Groups.
The importance of other-directed negative affect in influencing helping
among young children is further supported by Howard and Barnmett (in press).
In this study preschoolers through second graders who were encouraged to
imagine the feelings of needy others, which presumably aroused empathy,
shared more prize chips with those others than did children instructed

only to think about the less fortunate others.



Training Studies

Intervention in the form of empath§ training has been examined with
regard to its influence on prosocial behavior in children. Detailed
attention will be given to these training studies as the current project
involved a training péradigm.

Staub (1971) trained kindergarteners in two training sessions to
understand and express the feelings both of those in distress and of those
who were helpers by having them act out both roles (victim and helper) in
a total of five contrived situations. Observations made both one day and
approximately one week following this training revealed that girls responded
to (recorded) cries of distress of another child in an adjoining room signi-
ficantly more frequently than control subjects without training. Also,
boys in the experimental group exhibited greater sharing in comparison with
controls, despite a lack of special training with respect to sharing.

In a series of role-taking sessions conducted by Ianotti (1978), 6- and
9-year-old boys were directed to experience the cognitive perspective and
the feelings of a character in an imagined situation. Two experimental
groups differed in that subjects in one enacted the role of a single
character throughout the sessions whereas subjects in the other group
experienced role taking from several different perspectives in the situatiom
(i.e., role switching). A control group discussed the stories but did not
practice role taking. Among the 6-year-olds, sharing of candy was greater
for the experimental groups than for the control, but, contrary to
predictions, role switching did not yield greater sharing than training in
only one role. While the same effect was not found for the 9-year-olds,
Tanotti did not offer an explanation to account for this difference between

the two age groups.



Kameya (Note 3) conducted a role-training study with kindergarten
boys in which he contrasted the effects of two different types of role-
training experiences--one condition in which training and testing
situations were very similar to each other and one in which training
and testing situations were relatively dissimilar to each other. Each
child took part in a series of six sessions along with four or five
other children. Not unexpectedly, role training with situations similar
in content to the postmeasure had a greater positive effect on a variety
of subsequently measured prosocial behaviors (e.g., direct aid to an
experimenter who dropped a box of paper clips) than did role training
lacking in similarity to the postmeasure. In addition, both role-taking
groups exhibited more helpfulness than controls who had no role-taking
experience.

Feshbach (Note 1), whose emphasis on the affective component of
empathy was pointed out earlier, has recently undertaken a rather ambitious
empathy training project. In a pilot study with 60 third- and fifth-graders,
two differing types of empathy training were examined. During a 10-week
period, groups of six children met with an experimenter for one hour, three
times a week. For some of these children both cognitive and affective
empathic skills were stressed during the sessions (e.g., focusing on causes
of behavior and on feelings involved). This type of training yielded a
more marked increase in prosocial behavior (and a greater decrease in
aggressive behavior) than did the other training condition in which only
cognitive aspects were emphasized. Little change was found for a group
of control subjects, students in the same school who did not participate

in training of any kind.
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The empathy trainipg studies cited have each achieved some positive
effects on one or more forms of'helpfulneSS. They have done so by
directing children to experience both the cognitive and the affective
perspectives of the other. (This strategy is logically consistent with
Coke, Batson, and McDavis' [1978] model which posits that taking the
cognitive perspective of another promotes affective empathy which in turn
increases helpfulness.) The magnitudes of the effects achieved thus far
have not been very impressive, however. Also, the effects of empathy )
training have been assessed with the use of ecologically valid measures
of spontaneous helping in only one case (Feshbach, Note 1) thus far.
Feshbach employed naturalistic observations of children's behavior in a
school setting; other investigators have evaluated their intervention
strategies with measures that were nonspontaneous and indirect (e.g.,
donation of prize chips or candy to unknown others as in Staub [1971]
and Ianotti [1978]) and/or highly contrived (e.g., simulated "rescue”
situations which might elicit fear as well as empathy [Staub, 1971} and
helping a rather bumbling experimenter who stuck his thumb with a pin,
bumped his knee on a table, dropped paper clips, etc., within a span of
a few minutes [Kameya, Note 31).

While cognitive and affective role-taking procedures have had some
success in increasing helping, perspective-taking dimensions (cognitive
and/or affective) seem necessary but not sufficient to explain the
expression of prosocial behaviors. The basic link which appears to be
missing is one that can account for the transition from motive to action.
One must obviously be able to translate the cognitive and, theoretically
more motivating, affective information into appropriate, constructive

behavior. This "tranélation" skill will be referred to here as
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instrumentality. The theoretical background for this component and the
empirical evidence available at this time to support its existence and
its influence will now be discussed.

Instrumentality and Altruism

Schwartz (1970) has discussed the cognitive aspects of arriving at
a moral decision in combination with personality and situational variables.
In so doing, he suggests three distinctive "attributes" of moral decisions:
(1) Moral decisions necessarily lead to interpersonal actions having conse-
quences for the physical or psychological welfare of others; (2) The
decision maker must be a responsible agent, i.e., a person who both knowingly
and willingly has chosen an action over other alternatives; (3) The resulting
actions are evaluated as good or bad according to their consequences for the
welfare of others.,

Each of these implies a dimension along which the decision-making
situation may vary. For the first attribute, for example, the extent to
which an individual realizes the dependence of another on her or his
actions will affect the decision-making process. It is implicit, as well,
that the chosen instrumental act will be the one most pertinment to the
situation at hand.

Concerning the second component, the decision-making process is
further dependent on the degree to which onme ascribes responsibility for
action to himself/herself. Related to the last dimension, the process of
arriving at a decision about taking action will vary with the range of
norms and reasoning on which one bases his or her evaluations as to goodness
or badness.

I1f, as Schwartz contends, these attributes of moral decisions are

accurate, the moral responsibilities and norms (of steps two and three)
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with which one identifies cammot initially be translated into actiomn
without an awareness of interdependence in relationships and a willingness
to initiate consequences for another (step one). 1In a later work, Schwartz
(1975) has provided a more detailed breakdown 6f the first step in the
decision-making process, emphasizing the potential helper's "perception

of need and responsibility" (p. 115). Categorized under this area are (a)
"awareness of a person in a state of need, lacking some desired resource"
(p. 115) and (b) "perception that this state of need can be relieved if
certain actions are taken" and "recognition of own ability to make one

or more of the responses which could alleviate consequences for the needy”
(p. 115). We might assume that (a) above corresponds to empathy (although
this definition does not necessarily imply an affective component), whereas
(b) is involved in instrumentality, which is seen here as the utilization
of one's own ability to enact the appropriate type(s) of behavior to
relieve another's need. The instrumentality link between empathy and
helping has been largely ignored by previous investigators. It was the
purpose of this study to include this factor and to propose a two-step
process of empathizing (vicariously experiencing another's distress) plus
instrumentalizing (enacting consequences perceived by the actor to be
positive for the other) as a model to explain young children's helping in
response to another's distress.

Latené and Darley (1970) have posited a theoretical account of helping
in rescue situations which is similar to Schwartz's speculations. Their
framework may be applied as well to other more generalized situations in
which empathic distress is evident. In order for an appropriate helping
response to occur, according to Latane and Darley, the witness must

(1) notice what is happening to the "yictim," (2) interpret this event as
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one in which another is in need, (3) decide that it is his/her personal
responsibility to take action, (4) determine what form of assistance
he/she is able to give, and (5) decide how to implement this assistance.
The first two steps of the series involve an understanding of social
situations similar to that involved in empathic arousal, although they
may not necessarily be affective in nature. The final three steps entail
instrumentalizing as it has been previously described,

Lois Murphy (1937) suggested, on the basis of extensive work with
nursery school children, that instrumentalizing develops with increasing
age (although Murphy simply described the process without ascribing to
it a specific label such as "instrumentalizing"). She proposed the
following developmentally~linked sequence of respenses to the distress
of others: '"(1) staring (paying attention to the distress of another
child); (2) asking about, commenting on, and so forth (except in the
case of markedly nonverbal children); (3) active responses of comfort,
help, defense, and the like" (p. 152). While this developmental progression
may well be the general trend, Hoffman (1975) provides anecdotal evidence,
however, that children as young as 1 to 1% years of age can assess and
respond to another's needs. For example, Hoffman described a 15-morth-old
boy who observed a peer's crying and offered his own teddy bear. When the
other child's crying continued, he retrieved that child's own security
blanket and gave it to him. Yarrow and Zahn-Waxler (1977) have noted
similar examples as reported by mothers who recorded their children's
responses to opportunities to help. In one such instance, a girl of 18
months looked concerned and attempted to help a crying 6-month-old baby -

by retrieving a cookie he had thrown, patting his head, bringing her own
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mother to him, and offering him toys. Not only did this very young child
make the effort to help, she was apparently persistent and inventive. It
seems plausible on the‘basis of these anecdotal examples that such capacities
for empathizing and instrumentalizing may be present even in young preschool
children and could, therefore, possibly be tapped by appropriate inter-
vention strategies.

Schwartz (1968) has attempted to empirically support what he refers to
as awareness of consequences. This factor is analagous to a realization of
one's potential to alleviate another's distress (which is essential to
purposeful instrumentalizing). In a study with college males, he investigated
the relationships among a projective story-completion questionnaire measure
of awareness of consequences and peer ratings of considerateness, helpfulness,
and reliability towards peers. He found that awareness of consequences was
positively correlated with the other three factors. Schwartz (1975) has
further suggested that as the intensity of the perceived need increases
(and, presumably, as empathic cues increase), there is alsc an increase in
the likelihood that norm activation will lead to behavioral responsiveness
(helpfulness). He mentions a related suggestion by Aronfreed (1968) that
empathic arousal may motivate the individual to help the person in need in
order to eliminate one's own vicariously experienced discomfort (while
simultaneously eliminating the other's discomfort).

Keller, Ford, and Meacham (1978) have demonstrated that preschool-aged
children are quite capable of thinking in terms of self-initiated actioms.
Such actions are central to directive, instrumental behavior. In a study
designed to determine the salient dimensions of self-concept among 3-, 4-,
and S5-year-olds, they administered several self-concept measures. For all

three age levels, the largest percentage of responses to two open-ended
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measures were in an action statement category (e.g., I can pick up things).
A measure requiring the child to cheoose between a body-referent and an
action-referent self-description yielded significantly more action-referent
selections. Yet another measure gave each child the opportunity to complete
statements beginning "I can" (action-related), "I am" (body-image-related),
or "I have" (possession-related). Action-referent statements were again the
most frequently elicited, although body-image statements were well-reprasented
also. A young child's capacity for action is apparently an important
dimension by which she/he characterizes herself/himself. This seeming
state of affairs could be used to advantage towards increasing awareness
of ability to enact consequences for others.

One further empirical study relevant to the issue of instrumentality
in children was conducted by Barrett and Yarrow {(1977). Assertive and
prosocial behaviors of 5~ to 8-year-old children at a day camp were
naturalistically observed, recorded, and subsequently related to scores
on a measure of social inferential ability. The authors' definition of
assertiveness--attempts to incluence another's activity—--is akin to what
is presently being termed instrumentality. The cognitive inferential
factor was scored on the basis of the child's capacity to infer the impact
of an affect-laden change in an interpersonal situation on the main
character's subsequent behavior (e.g., a boy's marked decline in performance
on a manual task following his overhearing an argument between his parents).
An interaction of inferential ability and assertiveness was indicated such
that for highly assertive children, inferential ability was positively
related to prosocial behavior (interpersomal semsitivity led to respon-
siveness), but for relatively less assertive children, there was no signi-

ficant relationship between inferential ability and prosocial behavior.
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This finding is congruent with the current suggestion that empathizing
will culminate in altruistic action for those with the skills to instru-
mentalize their arousal effectively, whereas helpful behavior will not be
the result of empathizing by those lacking in instrumental inclinations.

Summary of Problem and Proposed Model

In their review of altruism in children, Bryan and London (1970)
asserted that cognitions concerning charity may be necessary for the act
of sharing, but that they fall short of being sufficient for it. Similarly,
Hoffman (Note 2) has criticized Kohlberg's theory of moral reasoning for
"neglecting motivation, which may be needed for translating abstract

moral concepts into moral action" (p. 306). It is contended from the

"motivation" can

research and theoretical speculations presented that
be interpreted as empathy, "translating abstract moral concepts' as
instrumentalizing, and "moral action' as altruistic behavior. Whereas
Kohlberg overlooked the motivational factor (affective empathy), empathy
theorists have to this point largely neglected the "tranmsitional" factor
of instrumentality in the helping process.

Mussen and Eisenberg-Berg (1977) addressed the need for consideratiom
of this missing factor following their review of the research and theory on
cognitive and affective factors relevant to prosocial behavior:
" ...empathic responses are a necessary, although not sufficient, precondition
for prosocial behavior. The question of how empathy, once it is aroused,
becomes translated into prosocial action has not yet been adequately answered”
(p. 138).

The study undertaken, thus, had as its basis the following model. A

child's tendency to actively help another may be viewed as a function of two
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components--(1) the ability to recognize and vicariously experience the
distress of another, i.e., to feel empathiec arousal, and (2) the capacity
to instrumentalize this affective arousal by generating and performing

what she/he perceives to be a helpful action. Such action is both adaptive
and reinforcing in that it alleviates the distress of the other child and
of the empathically aroused child. The current training project was
designed to test this two-component postulation for altruistic behavior.

In order to clarify the specific predictions for this investigation, a
brief overview of the procedure will first be provided.

Overview of Procedure

The study was conducted in two major phases., A series of four sessions
of role-taking experiences which took place on different days constituted
the first phase. These "training" sessions were followed on another day
by a final session designed to assess the primary dependent measures of
empathy and altruism.

During the brief role-taking sessions, individual children were read
introductions to stories relevant to prosocial behavior. The primary
investigator encouraged and participated in the acting out of these stories
with hand puppets in four role-taking conditions, as follows: (1) Empathy
(E) Condition: An empathic concern for the plight of the other child was
stressed; (2) Instrumentality (I) Condition: The child was encouraged to
generate specific helpful actions, although feelings were not discussed;

(3) Empathy + Instrumentality (EI) Condition: The empathic emphasis of the
E Condition was incorporated along with an attempt to increase the child's
awareness of her/his potential to instrumentalize that arousal by generating

specific helpful actioms, thereby alleviating the mutually experienced
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distress; and (4) Control (C) Condition: The children were involved in
role-playing activities but with no special emphases on empathy and/or
helping.

During the individual assessment session the child became acquainted
with an unfamiliar confederate adult, viewed the confederate as she
responded with distress to the loss of desired toys, and for a short time
was left alone with the confederate and an identical set of toys. The
child had been told to do whatever she/he wished with the toys. Videotapes
were made of the subject (a) at the time of the confederate's loss and
(b) during the subsequent free period with the confederate. The tapes
were later coded, and the resultant ratings served as the dependent
measures of (a) empathy and (b) altruism. Four separate measures of
altruism--latency (in seconds) to initial helping, sharing, involvement,
and overall helpfulness--were derived from the videotapes made during
the free period with the confederate. A post-experimental questionnaire
was administered to each child at the end of the assessment session to
determine his/her understanding and feelings with respect to the events
of the session. Also, teachers' ratings of each child's empathy and
helping behavior in the preschool classroom were cbtained both preceding
and following the experiment.

Predictions

The major predictions for this study followed from the earlier
discussion of the theory and research on empathy and instrumentality as
they relate to helpfulness.

Empathy Measure

As the results of the empathy training studies previously outlined

(Tanotti, 1978; Staub, 1971; Feshbach, Note 1; Kameya, Note 3) have implied,
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children in the Empathy Condition (Group E) and the Empathy + Instrumentality
Condition (Group EI) were expected to obtain higher empathy ratings than
children in the Instrumentality Condition (Group I), who were not exposed

to empathy training, and children in the Comntrol Condition {(Group C), who
received no helping-relevant training. Children in Groups E and EI were

not expected to differ significantly from each other on this measure.

Helping Measures

Following primarily from Schwartz's (1970, 1975) theory, children in
Group EI were predicted to receive higher ratings on the four dimensions
of helpfulness investigated.than children in Groups E and I. Children in
Groups E and I, in turn, were anticipated to rate higher on these same
dimensions than children in Group C. Whether or not Group E and Group I
would differ from one another could not be predicted. It was hypothesized
that these two groups would be more helpful than Group C due to their role-
taking experience with helping-relevant situations (which Group C lacked).
While analyses of the effects of Sex, Age, Experimenter, and Preschool were
planned for both empathy and helping measures, no significant effects
involving these factors were anticipated.

Post-Experimental Questionnaire

No predictions were made for differences among the training groups
on reponses to three of the items which were included as manipulation
checks to assess each child's comprehension of the critical events of the
session. It was predicted, however, that, when asked how they felt when
they witnessed the confederate's distress, childrem in Groups E and EI would
answer with higher (i.e., sadder) ratings than would Groups I and €, which

would not differ significantly from one another. It was felt that the prior
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training of Groups E and EI in vicariously experiencing another's negative
affect would produce this effect. Due to the findings of earlier investi-
gators (e.g., Borke, 1973, 1975; Chandler & Greenspan, 1972), all children
were expected to recognize the affective perspective of the other (i.e.,
to give high ratings of sadness in response to the question "How did the
confederate feel?") regardless of Training Condition.

Teachers' Ratings

For each child, the averages of two teachers' ratings of both empathy
and helpfulness (explained in more detail later), obtained approximately
one to two weeks following interventiocn and assessment, were analyzed to
explore differences which might have been reflected in the everyday preschool
setting. It was anticipated that these differences would parallel those of
the primary dependent measure. That is, Groups E and EI were not expected
to differ from one another on ratings of empathy but should have been
higher on these ratings than Groups I and C. Group EI was expected to
obtain higher helpfulness ratings than Groups E and I which, in turn, were
expected to be rated as higher in helpfulness than Group C.

METHOD

Subjects and Experimenters

Forty-six (22 male and 24 female) middle-class children ranging in age
from 37 to 70 months (X = 54.35 months) participated in the study. One girl
was black; two girls and one boy Were.of Oriental descent; the remalnder were
Caucasian. Forty-one children who participated in the study were enrolled
during the spring or summer terms of 1979 in one of four preschool sessions
conducted by the Department of Family and Child Development of Kansas State

University; five children attended a private preschool operating in the same
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community (Manhattan, Kansas) during the summer of 1979. A sample of
the parental explanatory letter and permission form obtained from a parent
of each participating child is presented in Appendix A.

The children were divided into four groups of approximately equivalent
n. The groups were matched as closely as possible prior to training .on
teachers' ratings of empathy and helping behavior (see Appendix B for a
copy of this questionnaire). The questionnaire was completed for each
child by two teachers familiar with her/him.l The average of the two
teachers' ratings on the combined empathy and helping scale was used as
the child's total score by which he/she was assigned to condition. Roughly
equivalent proportions of children with similar scores comprised each group.
Table 1 presents the means and standard deviations of these scores by
Training Condition.

Teachers' ratings were also obtained on the same questionnaire approxi-
mately one to two weeks following the child's participation in the study.2
These second ratings were included in the design to provide a measure of
the generalizability of training effects to the regular preschool classroom.
Teachers were instructed to be alert for differences in empathy and helping
behavior from the first to the second rating, but they had no knowledge as
to the child's treatment condition.

The primary investigator, a female graduate student, served as the
experimenter for all role-taking training sessions. Three undergraduate
female experimenters conducted assessment sessions with 9, 10, and 27
children, respectively. (The discrepancies in number of subjects per
experimenter were due solely to scheduling constraints.) The experimenters

for the assessment session were not assoclated with the role-taking phase



Table 1

Means and Standard Deviations
of Preliminary Total Prosocial Behavior Ratings
by Training Condition
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Total Prosocial Training Condition
Behavior Rating C E I EI .
X 35.73 34.96 36.41 35.19
SD 4.01 4.14 3.06 3.78

Notes. Maximum score on the preliminary total prosoclal behavior scale = 50.

Higher scores indicate greater prosocial behavior.
The n for the C, E, and I groups = 1ll; n for the EI group = 13.
A one-way ANOVA by Training Condition on preliminary total prosocial

behavior ratings yielded no significant difference among the groups,
F (3, 42) < 1, ns.
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of the study. Each of the training and assessment session experimenters
had previously taken part in routine preschool activities with the children
for a total of approximately four hours over a span of one to two weeks.
This prior exposure to the children was in accordance with research guide-
lines established by the preschool administration and seemed to enhance
the children's comfort in interacting with the adult experimenters. The
confederate for the assessment session, a female graduate student, had no
previéus experience with the children, thereby avoiding possible effects
of differential prior experiences with the children. She was dressed in

a manner which was not blatantly masculine or feminine, childlike or adult
for all of the individual assessment sessions.

Setting and Apparatus

The training sessions were conducted in a small room in the children's
regular preschool. The only materials used during these sessions were
three simple hand puppets, one representing the child and the others
representing characters in the role-taking stories.

Two adjoining rooms in one of the preschools were used for the
assessment session. One of these rooms is an observation room equipped
with a one-way mirror.3 A television monitor and a videotape recorder
were located in this small observation room, and a camera and portable
videotape recorder were behind a partition (along with a camera operator)
in this same room. The only other materials involved at this time were
two baskets of toys which will be described in the procedure gectionm.

Procedure

Training Sessions

As previously mentioned, Group E took part in role-taking training

in which the experimenter directed the child to focus on the feelings of



24

the other. The role-taking training of Group I involved encouragement
to generate helpful actions for the other with no mention of feelings.
Group EI participated in role-taking training in which the experimenter
both (1) directed the child to focus on the feelings of the other and
(2) encouraged the child to turn this empathic arousal into constructive
behavior (i.e., helping) so as to alleviate both the distress of the
other and his/her vicarious distress. Group C took part in role-taking
activity relatively devoid of empathic or altruistic content.

Children in all four groups participated individually over successive
days in four role-taking seésions, each of which lasted approximately five
minutes. TFor all four conditions, the beginning of a simple story was read
to the child. (Some of these stories were patterned after those used by
Kameya [1976].) The child and the experimenter then acted out the story
with hand puppets.

Experimental groups. The experimenter's gpecific instructions for

the initial sessions with the children in Groups E, I, and EI were as
follows:
We are going to spend a few minutes today using these puppets
to act out different stories that I will tell you about.
You'll wear this puppet, and I'll wear this one. (The
experimenter gave the child a puppet and had her/him
try it on.) But first listen to the story we'll be acting
out and try to imagine what I tell you. After you've heard
the story, we'll act it out with the puppets. (Groups I and
EI only: Let's see, too, if we can act out what happens

next and how the story might end.)
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Remember, while we're acting it out, you will get to
pretend that this puppet is you. (Groups E and EI only:
Alsb, really try to think about how the other puppet in
the story [the experimenter held up the puppet on her
hand] thinks and feels.) Do you have any questions?

The experimenter answered any questions and emphasized the importance
of paying close attention to the story as it was read. The experimenter
repeated these instructions at the beginning of each role~taking session.

At this point in each session for Groups E, I, and EI, the experimenter
read the introduction to a story in which one of the two major characters
(the experimenter's role) was in gome obvious distress and helping was,
thus, appropriate and constructive behavior for the other major character
(the subject's role). The subject's own name was read in the story as that
of the potential helper. Pre-testing of the role-taking procedure indicated
that using the child's name as the name of the character to whom she/he was
assigned greatly facilitated the child's tendency to actively take on the
role of that character. The name of the person in distress, however, was
not the experimenter's actual name but a non-sex-stereotyped name (e.g.,
Pat) which varied over the different sessions to help avoid specificity of
training to a single character. Pronoun referents to this person were
masculine or feminine in accordance with the sex of the child.

As an example, the first of the four stories used in the E, I, and EI
training sessions was as follows:

(Child's name) and a boy/girl named Jackie play with

blocks together often. They both like to build things with

the really big wooden blocks. One afterncon when the two
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of them are playing and the teacher is not around, Jackie
trips on a bilg block and falls down and hurts his/her leg.

(Child's name) sees Jackie try to stand up, but his/her le
g

hurts too much so he/she falls back down again, almost
starting to cry.
Listed in their order of presentation, the three remaining story
beginnings used for Groups E, I, and EI may be found in Appendix C.

After reading the beginning of the story, the experimenter initiated
the acting out of the story. During this enactment, the experimenter asked
discussion questions appropriate to the subject's condition. These varied
slightly, of course, with the child's degree of participation and types of
responses; for example, encouragement to speak and redirection to the story
topic were given when needed to accomplish relevant role taking. The
following two sample discussion questions were used with the preceding story
for children in Group E: How do you think Jackie feels now? How do you
feel when you see Jackie starting to cry? Those in Group I were asked:
What could you do about that? What would be the best thing for you to do
now? For children in Group EI, the questions for Group E and Group I were
employed; the following additional questions were also appropriate: 1If
Jackie 1s unhappy and you're unhappy because he/she is unhappy, what could
you do? If you help Jackie, how does he/she feel then? And how do you
feel then?

The experimenter concluded each session {or Group E with a statement
to the effect that when the other person was sad, it made the child feel
sad, too. In the case of Group I, the experimenter restated the actions

that the child had taken to resolve the situation. For Group EI, the
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experimenter summarized by noting that when the other person was unhappy,
the child was unhappy, too, but that when the child had taken some appro-
priate action (i.e., acted in a helpful manner), that distress had been
alleviated for them both. It was also stressed to Group EI that actions
specific to the other's distress (e.g., getting a band-aid for someone
with a cut finger) are most beneficial. In only one case did a child

(a member of Group E) comsistently (i.e., across all training sessions)
refute the summary statements made by the experimenter; this subject's
scores were Included in subsequent analyses.

Control group. At the beginning of the sessions with children in

Group €, the experimenter said:
We are going to spend a few minutes today using these
puppets to act out stories about things that people do.
You will wear this puppet, and I'll wear this one. (The
experimenter gave the child a puppet and had her/him try
it on.) But first listen to the story we'll be acting out
and try to imagine what I tell you. After you've heard
the story, we'll act it out.
Remember, while we're acting it out, you will get to
pretend that this puppet 1s you. Do you have any questions?
The experimenter answered any questions before proceeding and asked
the child to pay close attention to the reading of the story. These
instructions were repeated at the beginning of each role-taking session.
Descriptions of events roughly parallel to those presented to the
experimental groups, although a potential helping situation was not
obvious in the story content, were read. The Group C subjects were
instructed to subsequently act them out with the experimenter. The

first story used was as follows:
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(Child's name) amd a boy/girl named Jackie often build

things with really big wooden blocks. One afternoon when

the two of them are playing, they decide to build a bridge

with some of the really big wooden blocks. First they

gather together as many big blocks as they can find. Then

they line the blocks up next to each other and push them

very close together. When they're finished, they use the

bridge to walk from one side of the room to the other.
The three remaining story beginnings used with Group C are listed in
Appendix D in their order of presentation. Role training with the control
group took place for time periods equivalent to tﬁose allotted for the

experimental groups (i.e., approximately five minutes).

Assegsment Session: Empathy and Helping

The second phase of the study consisted of a single individual session
which took place within one to eight days of the final training session.
The average duration of the delay from final training session to assessment
session was 2.35 days; only eight children had a delay of over three days.
During the assessment period, a videotape was made of each child's facial
(empathy measure) and other behavioral (helping measure) responses to the
sadness of a confederate. The session was conducted in an identical manner
for children in all four conditions. The experimenter opened the session
as follows:

(Child's name), I want you to meet Geri. Geri, this is

(child's name). (Geri said hello.) Geril is going to be

playing in here today, too. Let's all sit down over here
for a few minutes before we start. Geri, did you know that

(child's name) goes to (name of preschool) all the time?




29

Geri then said:
Really? That locks like a nice scheool. Tell me what you

do at school, (child's name).

Geri followed up on whatever the child discussed and, when necessary,
made further attempts to initiate a dialogue (asked what she/he liked to
do best at school, etc.), attempting to develop a friendly relationship:
with the child. Following the approximately two minute 'get acquainted"
period, the experimenter gave the following directions:

What I'm going to do now, (child's name) and Geri, is

give you each a basket of toys. Both baskets have the
very same toys in them. (The experimenter presented two
baskers and showed them to the child and Geri, demon-
strating that their contents were identical. S5She handed
each of them a basket.) You may each use your toys in
any way that you want while you're here today. There are
several different things in the baskets. (The experimenter
listed the items, which included an Etch-A-Sketch, a '"Magic
Slate," a plastic dog, a small pin ball game, a toy car, a
ball, and Play-Dough.S)

Looking at the toys, Geri said:
These toys look like fun. I especially like playing with
toys like the Etch-A-Sketch.

The experimenter continued:

Geri, you may play out here, and, (child's name), I'd like

for you to come with me for a few minutes to anather little
room where you may play.
The experimenter then took the child (with his/her basket of toys)

into the next room where she told the child that he/she could now play with
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the toys. The experimenter explained that she was interested in how
much the child liked each of the toys and gave him/her an opportunity
to play uninterrupted for an interval of about 90 seconds. If the child
had not used each of the toys within this time period, she suggested that
she/he try the remaining items. After the child had played with all the
tovs, she requested and recorded the child's response to the question,
"How did playing with the toys make you feel?" This affect rating was
obtained by using a "smiley face" affect scale shown and described in
Appendix E.6
The experimenter's next instructions were:
Now that you've had a chance to play with the toys for
a while, I want to show you something else. This TV (the
experimenter pointed to the television monitor in the room)
is just like TV sets you've seen before except that it can
do one special thing that most TIV's don't do. With this
set we can watch Geri playing with her basket of toys. It
will show us what Geri 1s doing right now in the next room
while she is doing it. Let's take a look at what Geri is
doing now with her toys.

The experimenter then turned on a prerecorded videotape three minutes
and 40 seconds in duration which initially depicted Geri playing with the
items from her basket. Geri talked to herself about the toys, commenting
on how much she enjoyed them, especially the Etch-A-Sketch for which she
had earlier indicated a preference. Within 90 seconds of the start of the
tape, Geri said:

These toys are really neat. I know something else I could

do with them, too, that would be fun. I'll pull them
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all around in the little wagon I saw down the hall. The
lady said it's o.k. for me to do whatever I want with the
toys so I'm sure it's all right if I go look for the wagon.

Geri left the room at this point and while she was gone, an unfamiliar
male adult came into the room, commenting that he was looking for some toys.
He spotted Geri's unattended basket and said, "These are nice toys. Nobody
seems to be using them right now. I guess it's all right if I take them."
He then picked up the basket and left.

In 2 few seconds Geri came back into the room saying, "Oh, well. I
couldn't find the wagon, but the toys are really fun to play with by them-

selves anyway . g

She then noticed that the basket was missing and
continued, "Oh, no! My toys are gone! Now I don't have anything to play
with. What am I going to do? I don't have my favorite Etch-A-Sketch."
Geri's feelings were clearly sad, as evidenced by her tone of voice and a
lengthy close-up of her facial expression. (She expressed no anger, only
sadness and distress, at the toys' removal.)

At this point the subject's facial expression was recorded on video-
tape for a period of 15 seconds. (The camera and its operator were concealed
behind a partition.) The experimenter stood out of the subject's immediate
view and expressed no obvious affect, facially or verbally, during this
interval. The tape was subsequently coded by two trained independent
ratersT; the average of the two ratings of facial affect matching served as
the measure of empathy (similar to Leiman [Note 4]). The coding guidelines
for these tapes may be found in Appendix F.

The experimenter turned off the television set and told the child that

the camera on Geri was then off. Escorting the child back to the room where
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the confederate was waiting, she mentioned that she had some other work
to do for a few minutes and told the child to take the basket along and
do whatever he/she wanted while waiting. The child was also cautioned
at this time not to go back into the experimenter's room because she would
be very busy there.

The confederate was seated during this time at the opposite side
of the room on the floor, looking downward, saying only "I don't have
anything to play with. I don't have my favorite Etch-A-Sketch' at
intervals of approximately 15 seconds. She said "thank you" if the child
offered to share with her but discontinued her regularly timed remark
about her favorite toy only if the child offered the favorite toy. The
child's behavior during this two-minute interval was videotaped for later
assessment. These assessments served as the dependent measures of helping.

In order to obtain a maximum of information in these assessments, the
tapes were rated on four measures representing various components of the
broad dimension of helpfulness. These components included latency (in
seconds) to the child's first helpful response, sharing, involvement with
the other, and overall helpfulness; the corresponding rating scales are
located in Appendix G. The instructions for raters' use of the scales,
patterned after those used by Singer (1973) for dimensions of play behavior,
are included with the descriptions of the scales.8

Following the two-minute videotaping session, the experimenter returned
to the area, thanked and dismissed the confederate, and finally asked the
subject a brief series of manipulation check questiomns. The specific
content of this postexperimental interview is provided in Appendix H.

After the answers to these questions had been recorded, the experimenter
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concluded the session by thanking the child and returning him/her to
the regular preschool activities. If a child had not shared with Geri,
the experimenter explained at this time that Geri was in another room
where she was sure her toys were being returned to her. Following comple-
tion of the study, the parents of participants were informed of the
specific purposes and results of the study and were invited to discuss
any aspect of the project with the primary investigator.

RESULTS

Primary Dependent Measures: Empathy and Helpfulness

As the previously outlined predictions pertained only to Training
Condition, the initial analyses performed were one-way analyses of variance
by Training Condition on the primary dependent measures (facial empathy
scores, latency to helping in seconds, sharing ratings, involvement ratings,
and overall helpfulness ratings).9 Mean empathy and helping scores for each
Training Condition are provided in Table 2. Facial empathy ratings were
analyzed with a univariate analysis of variance which is summarized in
Table 3. Contrary to expectations, Training Condition failed to achieve
a significant main effect.

The four helping measures were first tested in combination via a one-
way multivariate analysis of variance. Again unexpectedly, Training
Condition did not attain significance, F(12, 103) < 1, ns. As a nonsigni-
ficant MANOVA might have obscured significant effects on individual dependent
measures, a separate univariate ANOVA was also performed on each of the four
helping measures. These one-way analyses on the helping measures are
summarized in Table 3 along with the analysis of facial empathy scores.

All resultant F values again were nonsignificant.
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Table 2

Means of the Primary
Empathy and Helping Dependent Measures
by Training Condition

Primary Dependent

Training Condition

Measure c E I EI
Facial Empathy 2.41 2.45 2.86 2.69
Latency (in seconds) 65.45 66.91 58.23 83.31
Sharing 2.86 3.05 3.23 2.31
Involvement 2.00 2.27 2.45 1.69
Overall Helpfulness 2.45 2.73 2.86 1.88

Notes.

Facial empathy and sharing ratings ranged from 1 to 6; maximum

latency = 120 seconds; inveolvement and overall helpfulness ratings

ranged from 1 to 3.

Higher facial empathy, sharing, involvement,

and overall helpfulness ratings are assoclated with greater

prosocial tendencies.

The n for the C, E, and I groups = 11; n for the EI group = 13.



Table 3

Surmaries of One-Way ANOVA's
by Training Condition on the Primary Dependent Measures
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Source

Training Condition
Error
Total

Source

Training Condition
Error
Total

Source

Training Condition
Error
Total

Source

Training Condition
Error
Total

Source

Training Condition
Error
Total

Facial Empathy

df

3
42
45

Latency to Helping

df

3
42
45

Sharing
df

42
45

Involvement

df

3
42
45

Overall Helpfulness

df

3
42
45

us

1374.51
2355.16

|+

==

= Lo

|=1

1.09

| =1

1.20

ro
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Although no specific predictions with respect to sex and age were
set forth in the proposal of this project, it was planned at that time
to analyze for any potential effects of these factors on the major
dependent variables. It was further speculated that one or both factors
might qualify effects of Training Condition in some manner; any such
interaction with Training Condition would obviously not have been revealed
by one-way analyses. Thus, separate 4 (Training Condition) X 2 (Sex} X 2
(Age Level) analyses of variance were conducted on the primary dependent
variables, For the purpose of these analyses, the children were divided
by median split into two Age Levels--young (n = 24, range: 37-55 months,

X = 47.63 months) and old (n = 22, range: 56-70 months, X = 61.61 months).
There were approximately six subjects in each Sex/Age Level combinatiom.

No significant main or interaction effects were found with the 4
(Training Condition) X 2 (Sex) X 2 (Age Level) univariate analysis on
facial empathy scores; in fact, F values for all main and interaction
effects were less than 1. A summary of the analysis is contained in
Table 4.

With Sex and Age Level added as independent variables, a multivariate
analysis of variance was again performed on the four measures of helpfulness.
While no main or interaction effects involving Training Condition were
Found to be significant with this 4 (Training Condition) X 2 (Sex) X 2
(Age Level) MANOVA, an unexpected significant interaction of Sex and Age
Level was revealed, F = (4,27) = 2.82, p < .05. Mean scores on each of
the helping measures are shown as a function of Sex and Age Level in Table 3.

To allow for clarification of effects on the individual helping measures,

geparate 4 {(Training Condition) X 2 (Sex) X 2 (Age Level) univariate analyses



Table 4

Summary of the

4 (Training Condition) X 2 (Sex) X 2 (Age)

ANOVA on Facial Empathy Ratings
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Source AL MS E P
0 3 L4 1 ns
S 1 .56 1 ns
A 1 1.15 1 ns
TC X § 3 .76 1 us
IC X A 3 1.05 1 ns
SXA 1 .16 1, ns
TCXSXA 3 .02 1 ns
Error 30 1.23
Total 45 1.02
Note. TC = Training Condition
S = Sex
A = Age
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Table 5

of the Primary Helping Dependent Measures

by Sex and Age
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Sex

Male
Female
(Total)

Sex

Male
Female
(Total)

Sex

Male
Female
(Total)

Sex

Male
Female
(Total)

Latency to Helping (in seconds)

Age
Young 0ld
82.45 75.55
86.46 28.86
(84.63) (52.20)

Sharing Ratings

Age
Young 0ld
2.36 2.64
2.27 4.18
(2.31) (3.41)

Involvement Ratings

Age
Young 0ld
2.09 1.77
1.65 2.91
(1.85) (2.34)

Qverall Helpfulness Ratings

Age
Young 0ld
2.14 2.27
1.92 3.99
(2.02) (2.93)

(Total)

(79.00)
(60.06)

(Total)

(2.50)
(3.15)

(Total)

(1.93)
(2.23)

(Total)

(2.20)
(269}

Notes.

Maximum latency = 120 seconds; sharing ratings ranged from 1 to
6: involvement and overall helpfulness ratings ranged from 1 to
5. Higher sharing, involvement, and overall helpfulness ratings

are associated with greater prosocial behavior.

The n for the young/male, old/male, and old/female groups
n for the young/female group = 13.

1% 5
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of variance were subsequently performed on each of the four helping measures.
Summaries of these univariate analyses aré located in Tables 6, 7, 8, and 9.
Post hoc analyses of significant interactions were carried out with the
Newman-Keuls test.

As with all prior—analyses reported, the originally predicted main
effect of Training Condition repeatedly failed to reach statistical signi-
ficance.lo Significant main effects of Age Level were found for three of
the four dependent variables; for involvement ratings, the effect of Age
Level reached only marginal significance. In each case, older children
were rated as interacting more prosocially than were the younger children.
These main effects were qualified by significant Sex X Age Level interaction
effects on two of the dependent measures. The pattern of this interaction
was such that the older females responded helpfully in fewer seconds and
received higher ratings on the involvement scale than did the remaining
three groups, which did not differ significantly from each other. While
the interaction for sharing ratings and overall helpfulness ratings attained
only a borderline level of significance, the pattern of findings for these
indices paralleled that of the other two measures.

An interesting additional effect on involvement ratings--and the only
effect involving Training Condition to approach significance--was the
Training Condition X Sex interactiom, which reached a borderline level of
acceptance. Mean involvement ratings for each Training Condition/Sex
combination are provided in Table 10. There is certainly nc indisputable
pattern shown by the means to account for this "suggestion'" of an effect.
Simple observation of the relationships among the means, however, does lead
to a possible explanation of the source of the "interaction': There may

have been a tendency for girls in Group I to receive higher involvement



Table 6

Summary of the 4 (Training Condition) X 2 (Sex) X

ANOVA on Latency to Helping

(Age)

40

Source dt us E 3
TC 3 1431.63 1 ns
s 1 4894.78 .58 ns
A 1 12731.79 W12 .02
TC X § 3 1399:17% 1 ns
TC X A 3 761.61 1 ns
SXA | 1 9552.64 .04 .03
TCXS XA 3 3816.99 .01 ns
Error 30 1894.99
Total 45 2289.77
Note. TC Training Condition

S = Sex
= Age
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Table 7
Summary of the 4 (Training Condition) X 2 (Sex) X 2 (Age)
ANOVA on Sharing Ratings
Source df M F P
TC 3 1.86 <1 ns
S 1 5.34 1585 ns
A 1 14,28 5.04 .03
TC X S 3 1.81 <1 ns,
TC X A 3 .64 <1 ns
S XA 1 9.28 3.28 .08
TCXS XA 3 5.80 2.05 ns
Error 30 2.84
Total 45 3.15
Note. TC = Training Condition
S = Sex
A = Age



Table §

Summary of the 4 (Training Condition) X 2 (Sex) X 2 (Age)

ANOVA on Involvement Ratings

42

Source daf
TG - 3
S 1
A L
TC X S 3
C X A 3
S XA 1
TCXS XA 3
Error 30

Total 45

2.74

2.40

.87

7.18

.26

<99

123

| =

i

2

2

7

<1

.27

.10

.75

41

.22

Note.

TC = Training Conditien
8 = Sex
A = Age
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Table 9
Summary of the 4 (Training Condition) X 2 (Sex) 2 (Age)
ANOVA on Overall Helpfulness Ratings

Source df MS F 24
TC 3 2.17 21 ns
S 1 3.10 .81 ns
A 1 9.64 .64 2
TC X S 3 1.38 1 ns
C X A 3 w33 1 ns
S XA 1 6.99 .09 .06
TCXS XA 3 1.89 .10 ns
Error 30 1.71

Total 45 1.94

Note: TC = Training Condition
S = Sex

Age



Table 10

Mean Involvement Ratings
by Training Condition and Sex

44

S Training Condition
C E L EI
Male 2.33 2.20 1.50 1.67
(6) (3) (5) (6)
Female 1.60 2.33 3.25 1.71
(5) (6) (6) (7

Notes. Range: 1-5., Higher ratings reflect greater involvement.

Number in parentheses indicates the n upon which each mean
is based.
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scores than girls in the other three groups, whereas boys showed little
variation across Training Conditions.

Post-Experimental Questionnaire

Three items on the post-experimental questionnaire (see Appendix H)
were included solely as manipulation checks of the assessment session
procedure. All children indicated that they were aware that the confederate
was the person they had watched on television (Question 1)} and that they
had seen on the television that the confederate's toys were taken away
(Question 2). Two "young" girls and ome "young" boy, one from each experi-
mental condition, gave inappropriate responses to Question 5 (What did I
tell you you were supposed to do while I was in the other room and you and
Geri were in here?") but were retained in subsequent analyses. It was
suspected that these children might have had difficulty understanding the
question due to its comparatively complex wording,

As with the primary dependent measures, one-way analyses of variamce
were conducted on responses to Question 3 ("How did you feel when you saw
Geri find out that her toys were gone?") and to Question 4 ("How do you
think Geri felt when she found out that her toys were gone?") of the post-
experimental questionnaire. Mean scores on these questions are given for
each level of Training Condition in Table 11; Table 12 presents the summaries
of these two separate ANOVA's. Neither analysis revealed a significant
effect of Training Condition,

Similar to the procedure for analysis of the primary dependent measures,
separate 4 (Training Conditiom) X 2 (Sex) X 2 (Age Level) univariate
analyses of variance were subsequently conducted on responses to Question 3

and to Question 4; these analyses are summarized in Table 13 and Table 14,
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Table 11

Mean Responses to Post-Experimental Question 3
and Question 4 by Training Condition

Questionnaire Item

Training Condition

C E I EI
Question 3 4.00 4.55 4.55 4,31
Question 4 4.82 4.91 4,91 4,85

Neotes.

Range: 1-5. Higher ratings reflect greater sadness.

The n for the C, E, and I groups - 11; n for the EI group = 13.
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Table 12

Summaries of One-Way ANOVA's
by Training Condition on Question 3 and Question 4

Question 3
Source df M5 - F o)
Training Condition 3 .73 <1 ns
Error 42 1.43

Total 45

Question &
Source df MS ¥ P
Training Condition 3 .02 <1 ns
Error 42 W12

Total 45




Table 13

Summary of the & (Training Condition) X 2 (Sex) X 2 (Age)

ANOVA on Responses to Question 3

48

Source af
TC 3
s L
A 1
TC X § 3
TC X A 3
S XA 1
TCXSXA 3
Error 30

Total &5

us E
.69 <1
.91 < I
.25 <1
;39 <1

1.24 <1

1.50 <1

1.34 <1

1.63 <1

1.39

Note.

TC = Training Condition
S = Sex
A = Age



Table 14

Summary of the 4 (Training Condition) X 2 (Sex) X 2 (Age)
ANOVA on Responses to Question 4

49

Source df
TC 3
S 1
A 1
TC X 8 3
TC X A 3
S XA | 1
TCXS XA 3
Error 30

Total 45

13
.73
s 4D
.02
.16
L2

Rilg

i)

1.23
6.72

1.3

1.49

1.14

Note.

TC = Training Condition
S = Sex
A = Age
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respectively. For Question 3, no main or interaction effects attained
significance in this three-way ANOVA. An unexpected significant main
effect of Age Level was found for Question 4. Older childrén (§'= 5.00)
reported that the confederate was significantly sadder than did younger
children (X = 4.75). No other effects were significant for this item.

Teachers' Ratings

Preliminary ratings. Inter-rater reliabilities computed on preliminary

teachers' empathy and helping subscales and on the total prosocial behavior
scale were quite low (see footnote 1). These indications of low reliability
suggest that these ratings do not provide adequate measures of empathy and
helping; the following brief discussion of results obtained with them is,
thus, highly tentative.

In light of the interaction effects obtained for Sex and Age Level on
the primary helping dependent measures, it was deemed appropriate to explore
the effects of these two factors on teachers' preliminary ratings of empathy,
helping, and overall prosocial behavior as well. A 2 (Sex) X 2 (Age Level)
analysis of variance was conducted on each subscale and on the total scale.
Table 15 contains mean ratings on each scale by Sex and Age Level, collapsing
across Training Condition; Table 16 summarizes these analyses. Main effects
of Sex were obtained on both the helping subscale and on the total scale.
Girls (helping X = 18.52, total X = 36.79) received higher ratings than did
boys (helping X = 16.98, total X = 34.20). No effects were shown to be
significant on the empathy subscale.

Follow-up ratings. Inter-rater reliabilities on the teachers' ratings

following testing were also at very low levels (see footnote 2). Again,

these very low reliabilities render findings on these measures questionable.
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Table 15

Mean Preliminary Teachers' Ratings
by Sex and Age

Subscale Total Prosocial
Empathy Helping Behavior Scale
Young
Male 15.5 16.5 34.1
Female 17.7 18.7 383
0l1ld
Male . 13.6 17.5 34.3
Female 15.5 18.3 36.2
Overall 15.7 17.8 35.6

Notes. Maximum score on each subscale = 25; maximum total scale score =
50. Higher scores indicate greater prosocial behavior.

The n for the young/male, old/male, and old/female groups = 1l;
n for the young/female group = 13.



Table 16

Summaries of 2 (Sex) X 2 (Age) ANOVA's
on Preliminary Teachers' Ratings

of Empathy, Helping, and Total Prosocial Behavior

52

Empathy

Source daf MS F P
A 48 1.94 ns
8 .48 1.94 ns
S XA .01 <1 ns
Error 42 24

Total 45 .25

Helping

Source df MS E P
A .80 <1 ns
S 27.70 5.90 .02
SXA 6.47 1.38 ns
Error 42 4.70

Total 45 5.15

Total Prosocial Behavior

Source daf MS E B
A 3.10 L ¢ s
S 75.41 €£.01 .02
S XA 4.56 <1 ns
Error 42 12.55

Total 45 13.59

Note. S = Sex

A = Age
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Whereas all prior analyses reported {with the exceptions of those
discussed in Footnote 8) were based on an N of 46, analyses of follow-up
teachers' ratings were based on an N of 32. (Fourteen cases are migsing
due to the closing of one preschool pricr to collection of teachers'
follow-up ratings.) As a result of this reduction in N, some cells for
the three-way analysis were empty; consequently, a 4 (Training Conditiom)
X 2 (Sex) X 2 (Age Level) ANOVA was considered inappropriate. Thus,
teachers' follow-up ratings on the subscales of empathy and helping as-
well as on the total scale of prosocial behavior were analyzed with
gseparate omne-way analyses of variance (1) by Training Conditiomn, (2) by
Sex, and (3) by Age Level. Means for each level of Training Conditiom,
of Sex, and of Age Level are shown for the two subscales and the total
scale in Table17; the analyses are summarized in Table 18.

Of the nine resulting ANOVA's, eight were nonsignificant. The main
effect of Sex on the empathy subscale did attain significance, however.

As with the results of preliminary teachers' ratings of helping and overall
prosocial behavior, girls (X = 18.33) received higher ratings than did boys
(X = 16.76). Although a main effect of Training Condition had originally
been predicted, given the lack of an effect of Training Condition on the
primary dependent measures, it would have been surprising at this point

to have attained a ''generalized" training effect in the everyday preschool
setting.

Inter-Relationships Among the Dependent Variables

Inter-correlations were computed among the dependent variables to
clarify the relationships among them. The complete matrix of these corre-

lations is provided in Table 19.



Mean Follow-up Teachers' Ratings
by Training Condition, By Sex, and By Age

Table 17
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Empathy Helping Total Prosocial
Factor n Subscale Subscale Behavior Scale
Training Conditicn
C 7 17.29 17.64 34.93
E 7 17.50 17.71 35.21
I 9 18.28 18.28 36.56
EI 9 16.89 17.28 34.17
Sex
Male 17 16.76 17.53 34.29
Female 15 18.33 17.97 36.30
Age
Young 14 17.29 17.32 34.61
0ld 18 17.67 18.06 35.72

Note. Maximum score on each subscale = 25; maximum total scale score
= 50. Higher scores indicate greater prosocial behavior.



Table 18

Summaries of One-Way ANOVA's
by Training Condition, by Sex, and by Age
on Follow-up Teachers' Ratings

Empathy
Source df Ms
Training Condition 3 3.04
Error 28 3.28
Total 31
Source df Ms
Sex 1 19.61
Error 30 2.71
Total 31
Source daf MS
Age 1 1.14
Error 30 333
Total 31
Helping
Source af MS
Training Condition 3 1.53
Error 28 3.60
Total 31
Source daf M8
Sex 1 1.52
Error 30 4.07
Total 1
Source af Ms
Age 1 4.25
Error 30 3.37
Total 31
Total Prosocial Behavior
Source af MS
Training Condition 3 8.88
Error 28 11.62
Total 31
Source af MS
Sex 1 32.06
Error 30 10.66
Total 31
Source df Ms
Age 1 9.79
Error 30 11.41
Total 31

=t

<1

=

<1
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Facial empathy ratings were not significantly correlated with any
other measure. The correlations among the four helping indices (highlighted
by a triangle in Table 19) were extremely high (all p's < .001), suggesting
that these separate helping-related ratings may all have measured a common
"helpfulness" dimension. The apparent similarity in the Sex X Age Level
pattern of results for these individual helping measures appears largely
attributable to this finding of high inter-relatedness of the measures,
both statistically and conceptually.

The involvement scale was also significantly positively related  to
children's responses to post-experimental Question 3 ("How did you feel
when you saw Geri find out that her toys were gone?'); i.e., the sadder
the children reportedly became, the greater the involvement with the sad
other during the helping session. It cannot be determined from this result
if greater sadness produced increased involvement or if greater involvement
resulted in subsequent self report of greater sadness for the other.
Responses to post-experimental Question 4 ("How do you think Geri felt...?")
and preliminary teachers’ ratings on the helping subscale and the total
prosocial behavior scale were significantly correlated in the positive
direction. In other words, teachers' reports of prosoccial tendencies
were related to children's recognition of the distress of another. The
import of this finding is rather doubtful, however, in light of the inade-~
quate inter-rater reliabilities previously given {in footnote 1) for these
teachers' ratings.

Intercorrelations among teachers' preliminary empathy, helping, and
total sqales were all positive and significant, as were those among

teachers' corresponding follow-up ratings. Thus, mutual measurement by
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these scales of a common dimension is suggested. Furthermore, each of
the three preliminary ratings was significantly positively associated
with each of the three follow-up ratings at an acceptable level of test-
retest reliability.

DISCUSSION

Along with several secondary items, two primary issues must be
addressed with respect to the results for this study: (1) the lack of
a significant effect of Training Condition and (2) the obtained inter-
active effect of Sex and Age Level on the helping measures. Possible
explanations concerning the failure of Training Condition to affect
empathy and/or helpfulness in this experiment will first be thoroughly
explored.

Perhaps it is most logical initially to reexamine the theoretical
background which lead to the present design. As the introductory section
elaborated, empathy, defined as vicariously experiencing another's arousal,
has repeatedly been suggested as a motivator of helping behavior. The
theoretical view that an emphasis on empathizing increases prosocial
behavior has, furthermore, previously recelved some empirical support.
The "instrumentality" component, as this investigator has termed it, has
recelved far less experimental attention, at least within the context of
children's helpfulness. No prior attempts to directly influence it via
training have been made. The potential for successfully training this
skill, thus, involved more unknowns than that for successful empathy
training. Children in their preschool years might be capable of benefiting
readily from encouragement to identify with others cognitively and

affectively but not from having the relationship between another's state
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and self-initiated actions stressed. Empirical findings related to
instrumentality {(e.g., Keller, Ford, & Meacham, 1978) have indicated,
however, that even very young children do think of themselves in terms
of their capacities for effective actions. Furthermore, even if instru-
mentality were not amenable to training with young children, we would
still have expected to see an effect of empathy training for Groups E
and EI over Groups I and C. Such an effect was not obtained, however.
All in all, inappropriateness of the underlying theoretical concepts
does not seem to be an obvious explanation for the lack of significant
differences due to training.

With reépect to facial empathy ratings and teaéhers' ratings of
prosocial behaviors, low inter-rater reliabilities and, consequently,
questionable validity of the measures may have contributed to the
failure to find significant training effects on these measures. The
absence of significant training effects on the helping measures suggests,
however, that the following aspects of the design of the study may also
be suspect: (1) age of the subjects, (2) age of the confederate,

(3) duration and number of training sessions, (4) duration of the delay
from final training session to assessment session, and (5) manner of presen-
tation of training.

The subjects chosen for study were obviously quite young for this type
of experiment, the youngest being only 3 years and 1 month of age. 1t was
at least implicit in the earlier presentation of the proposed two-step
model (empathy + instrumentality), however, that the addition of the

instrumentality component within a training situation might be particularly

effective with such a young age level., This speculation was made on the

basis of the very young child's relative inexperience in social situations
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and resulting potential to benefit more dramatically from relevant training.
Therefore, the selection of this particular age level is not considered to
have been erroneous. The possibility remains, however, that the chosen
methods of training and assessment {yet to be discussed) were not ideally
suited to very young children.

The age of the confederate who suffered the loss of desired toys
could also be problematic in a design such as this. If the confederate
had appeared to be an obviously competent, mature adult, she would indeed
have been markedly discrepant from the potential training "recipients,'
who were portrayed as peers of the subjects. Although the actual confederate
was an adult (23 years of age), her dress, grooming, and manner were
ambiguous as to age (and sex). Indeed, several children were reported by
classroom teachers to have later referred to the confederate as a "boy" or
a "girl." TFurthermore, during the assessment session no child displayed an
attitude that the confederate's behavior was in any way inappropriate; they
apparently thought it natural that she enjoyed playing with toys and subse-
quently became quite distressed at her loss of them--not typical behaviors
for competent, mature adults.

Features of the training procedure which involved the timing and/or
spacing of sessions--e.g., duration and number of individual sessions--could
have altered the impact of the training itself. Individual training sessions
in all conditions lasted approximately five minutes; this period of time
seemed very "comfortable' for the children as well as for the experimenter
during both pretesting of the training procedure and the actual experiment.
Sufficient discussion of the training story (with particular emphases
dependent upon condition) was possible within this time span without boring

or tiring the children. While the duration of the individual training sessions
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appears to have been appropriate to the story completion task of the
training sessions and to the subjects' age level, the total number of
these sessions might have been insufficient to produce the desired
effects. Some studies (e.g., Feshbach, Note 1) have used extensive
cognitive and affective empathy training involving many more individual
sessions to achieve significant results. Increasing the number of
training sessions might, thus, have augmented the likelihood of finding
significant effects in this case as well.

This likelihood might have been further increased by a shorter delay
from training to assessment or by having the assessment session immediately
following training. Providing for immediate assessment in future studies
could reveal if training were effective in influencing immediate behavior,
regardless of whether longer term or more generalized effects were present.
(The possible disadvantage of demand characteristics, often problematic in
an immediate measure, would, of course, require attention.) Perhaps
numerous brief sessions and/or a very short delay from training to assessment
would be especially advantageous with very young children due to their
limited attention spans (Mussen, Conger, & Kagan, 1979). These issues
obviously demand empirical attention before further speculations can be
made.

The final aspect of the design to be considered is the manner of
presentation of training. The use of symbolic roleplaying with puppets
as opposed to more realistic, live roleplaying could have limited the
effects. Symbolic roleplaying was the chosen strategy due to its adapta-
bility to varying helping-related situations, the need for minimal props,

and the assumption that the use of puppets might heighten the preschoclers'’
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interest and particiéation in an imagined situation. (Incidentally,
children in the study did show interest in the use of puppets to act out
the hypothetical situations.) Despite these apparent advantages,

symbolic roleplaying did not affect helping as predicted in the 'live"
assessment session. Perhaps if an assessment which involved a similar
symbolic acting out of helping were used with this symbolic training, or
if live roleplaying during training were paired with the live assessment,
the predicted effects of Training Condition would have been obtained. 1In
fact, within the present study, there are data to provide some support for
the former position (symbolic training might increase helping in a symbolic
assessment). Ratings of empathic and instrumental expression, which are
described in greater detail in footnote 10, were made for each training
session with every child., Two separate one-way within-subjects analyses
of variance were carried out on these ratings, using Session (Days 1-4)

as the independent variable. The analyses revealed that: (a) for children
in Groups E and EI (N = 24), empathy ratings did indeed significantly
increase across successive sessions, F (3,69) = 5.96, p < .01, whereas

(b) for children in Groups I and EI (N = 24), instrumentality ratings
improved significantly over training sessions, F (3,6%9) = 4.34, p < .01.
As noted earlier, these ratings were somewhat subjective, but they do
provide tentative support for the potential effectiveness of both empathy
and instrumentality training. However, the study was not designed to
focus upon changes in such ratings across training sessions due to their
relative consérvativeness as an indicant of change compared with a measure
involving behavior in a new and "real life" situation (i.e., one involving

a live confederate).
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The final issue to be discussed is the unexpected interaction of
Sex and Age Level on the primary hélping measures. For latency to helping
and involvement ratings a significant Sex X Age Level effect was found.

On these measures, older girls obtained scores indicating greater helpfulness
than the remainiﬁg groups. While sharing and overall helpfulness ratings
achieved only borderline levels of acceptance (p < .08 and p < .06,
respectively), the pattern of results for these measures was identical to
that of the other two helping dependent variables. The literature relevant
to sex and age différences will be briefly outlined to provide a context

for our understanding of this effect.

While several investigators (e.g., lanotti, 1978; Rushton & Weiner,
1975; Staub, 1970; Whiting & Whiting, 1975) have found age to be positively
associated with altruistic acts, the nature of the developmental increase
is somewhat unclear. Explanations of age effects have centered on increases
with age in the level of moral reasoning about prosocial behavior (Eisenberg,
1976), competence for initiating helpful actions (Staub, 1970), and experience
with the norm of social responsibility (Krebs, 1970). In addition, the
tendency to experience empathic arousal has been frequently suggested as
an important mediator of altruistic behavior (as discussed in the intro-
duction) and has been found to increase during childhood (Hoffman, 1977).

0f these potential mediators of the developmental increase in helping,

a sex difference has been strongly indicated for empathy alome. In his
recent review, Hoffman (1977) concluded that females tend to empathize to
a greater extent than do males. Teachers involved in the present investi-
gation rated females as higher in both empathy (follow-up ratings) and

helping {(preliminary ratings). With respect to sex differences in actual
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helping, a recent review (Mussen & Eisenberg-Berg, 1977) revealed that
while females tend to be somewhat more helpful than males, the effects of
sex on prosocial behavior have been relatively inconsistent. This incon-
sistent pattern may be related to the use across studies of contrasting
helping situations and measures to which boys and girls may be differentially
responsive.
In the present study, older females responded more quickly to the
needs of a distressed confederate and received higher ratings on sharing,
involvement, and overall helpfulness scales than did males or younger
females.ll Another recent observational study {(Abramovitch, Corter, &
Lando, 1979), exploring the expression of prosocial behaviors between
young same-sex siblings, has yielded a similar pattern of findings. 1In
naturally occurring dyadic interactions, wherein each sibling's affective
state was presumably quite salient, older females demonstrated higher rates
of sharing, helping, and comforting than males or younger females. The
results of the Abramovitch et al. and present studies suggest a developmental
progression from lesser to greater helpfulness for young girls, but not for
young boys, in situations in which the other's affective state is salient.
Moreover, these findings suggest that it may not be until the later preschool
period that girls begin to demonstrate the heightened empathic tendency,
relative to their male counterparts, that is associated with enhanced helping.
Further replications and clarifications of the sex X age effect on
helping within the preschool age range are, of course, needed. To directly
assess the influence of empathy on prosccial behaviors in young boys and
girls, reliable and valid measures of empathy are greatly needed for this
age level (Sawin, Note 6). Moreover, future investigations should systemati-

cally vary helping situations as to their salience of empathy cues; the
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findings of such studies could serve to further clarify the role of
empathic arousal in sex and age differences in young children's helpfulness.

Concluding Comments

Despite the current failure to alter helpfulmess with empathy and/or
instrumentality training, attempts to positively influence helping behavior
via these strategies should be continued. Future studies with wvery young
children might attempt training with live roleplaying among peers, perhaps
in combination with symbolic roleplaying with puppets. Increasing the
number of brief training sessions may improve training effectiveness.

Also, incorporating an immediate assessment measure (in addition to later
assessments) would provide information about short-term training effects
which may or may not be apparent following a greater delay. Furthermore,
given the Sex X Age Level effect on helpfulness which was revealed in the
present project, further investigations might explore whether preschool
boys and girls at younger and older age levels are differentially influenced
by varying emphases on empathy and/or instrumentality. Future efforts will
hopefully clarify these issues for possible application in classroom and

parental attempts to enhance prosocial behavior.
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Footnotes

1Inter--rater reliabilities computed on preliminary teachers' empathy
and helping subscales and on the totél prosocial behavior scale were .15
(ns), .35 (p < .05), and .22 (us), respectively.

2Inter-rater religbilities on the teachers' ratings following testing
were .09 for the empathy subscale, -~.11l for the helping subscale, and -.03
for the total scale (all ns).

3The limited availability of this special equipment necessitated the
transgportation of some of the children from their regular preschool. All
but five of the transported children were familiar with the preschool where
the assessment session was carried out. None of the children who were
transported expressed concern about the change in surroundings.

4During pretesting sessions, children from the same preschool system
as most of the childrén in the actual study had no difficulty in following
these instructions and procedures.

5Pretesting of these play items (with the children mentioned in
footnote 4) indicated that they were of approximately equivalent attractiveness
to preschoolers.

6Training the child as to the use of this scale at this point eliminated
the delay such training would have imparted at a more crucial point, i.e.,
immediately following the manipulation of affect and the opportunity to help
and prior to the answering of manipulation check questions.

7The two raters for the facial empathy measure, a professor and a
graduate student in the Department of Speech and Communication at Kansas
State University at the time of rating, were experienced researchers in

the area of communication of affect via faclal expressions. Despite the
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raters' familiarity with this area of research, the inter-rater reliability
for this 7-point scale reached a significant but unacceptable level, r = .51,
p < .001.

8The two raters for the helping measure were a professor and a senior
undergraduate in the Department of Psychology at Kansas State University.
Their inter-rater reliabilities on these measures were: Latency to Helpful
Response, r = .99; Sharing Scale, r = .94; Involvement Scale, r = .83;
Overall Helpfulness Scale, r = .90 (all p's < .001).

9An a priori assumption was that the results obtained would not be
related to (1) the experimenter assigned to the child for the assessment
situation or (2) the preschool attended by the child. To substantiate
this assumption, the effects of Experimenter (3) and of Preschool (5) were
tested by separate one-way analyses of variance on each of the empathy and
helping measures. In no case was a significant effect of either factor
obtained. These two factors were not assessed as part of the higher order
analyses due to the relatively small sample size.

10Although the predicted effects of Training Condition were not found
in anmalyses of the total sample, it was speculated that certain factors
might have attenuated training effects for some members of the sample.
If this had indeed been the case, analyses of the data without those
subjects might yet have revealed significant effects of Training Condition.
Consequently, such analyses on partial samples were carried out with respect
to each of two potentially attenuating factors. These two factors were
(1) duration of delay from final training session to assessment session and

(2) the subject's responsiveness to training over sessions.
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With respect to the first factor, it was felt that a very lengthy
delay between the final training session and testing could have obscured
any shorter term effects of training. To explore effects of Training
Condition without the influence of an inordinately lengthy delay to
assessment, eight children whose delay from final training to assessment
exceeded three days were excluded from analyses. Three children were
members of Group C; two, of Group E; and three, of Group I. Even with
these subjects eliminated, a significant Training Condition effect was
not found on any of the primary dependent measures.

The second speculation was that children who were relatively unre-
sponsive throughout the course of the training sessions might not be as
likely to change their subsequent helping behavior as a function of Training
Condition. Responsiveness to tralning procedures was assessed via ratings
made by the major experimenter following each training session. Ratings
reflected (on 1 to 5 scales) both (1) the child's degree of involvement in
roleplaying and (2) the child's apparent understanding of the concept(s)
stressed (i.e., empathy and/or instrumentality) in his/her condition. These
ratings were admittedly somewhat subjective in nature. However, the rater
did keep in mind some objective guidelines. For example, a child received
the highest rating for understanding of the concept(s) stressed only if
he/she spontaneously--without having first been questiomed by the experi-
menter--gave an obviously appropriate empathic or instrumental response to
the story situation. The lowest rating was reserved for those children who
did not supply an answer om their own, merely nodding in agreement to a

suggestion finally provided by the experimenter.
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Looking at the pattern of ratings over four sessions, a male rater
blind to the children's assessment behavior made a judgment for each child
in the experimental groups as to the effectiveness of training. Five
children were subsequently eliminated from analyses on the basis of
consistently low ratings across sessions on both (1) involvement in role-
playing and (2) understanding the training dimension(s) involved in their
respective conditions. Of the five, two were in Group E, one in Group I,
and two in Group EI. Analyses of the 41 remaining children yielded, once
more, no significant effects of Training Condition on any primary dependent
measure,

llIt is possible, of course, that sex of the confederate was an
influential factor in this result; had the confederate been male rather
than female, different results might have been cbtained. TIn light of
teachers' reports that the children referred to the confederate both as
a "girl" and as a "boy," her sex is assumed to have been ambiguous and,

consequently, this is not considered to have been a critical factor in

the present findings.
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Department of Psychology

Anderson Hall
Manhattan, Kansas 66508
913-532-6850

" Dear Parent:

The staffs of Child Development Laboratory, Infant and Child
Care Center, and Stonehouse Preschool have agreed to cooperate during
the next few weeks with the faculty of the Psychology Department at
Kansas State University in studying aspects of children's social de-
velopment. Now we are asking for your help, as well, by allowing
your child to participate.

Each three-and-a-half- to five~year-old child will be asked to
help by giving us a total of about 45 minutes of his or her time
during the next several weeks. Every child taking part in the study
will be read brief stories about children similar to themselves and
will then "act out' the stories with puppets. In a final session the
child will be given an opportunity to play with another individual,
At this time observations will be made of the extent to which the
child initiates play and conversation with the other. It is hoped
that the findings obtained will increase our understanding of inter-
personal behavior in very young children.

The great majority of preschool children who have participated
in studies we have conducted in the past have found them quite enjoy-
able., The names of the children will not be used in reporting the
results of the study.

Please indicate on the form below whether you will or will not
allow your child to take part in this study and return the permission
slip to the classroom. If you have any questions about the nature of
this study, please feel free to telephoune Dr, Mark Barnett or Laura
King (graduate student) at 532-6850 (Psychology Department, Kansas
State University).

Thank you for your assistance,

PERMISSION SLIP

I will allow my child,

(child's name)
I will not allow my child,

to participate in the study ocutlined above,

(signature)



76

APPENDIX B

Child's Name Birthdate

Rater

This rating scale is designed to assess some specific aspects of a child's
behavior. Please mark how well each statement characterizes the child, in
your opinion, using the scale below.

Your responses are strictly confidential and will be seen only by the Kansas
State University Department of Psychology personnel conducting this study.
Thank you for your assistance.

1 2 3 4 5
extremely uncharacteristic neutral characteristic extremely
uncharacteristic : characteristic

(E-) 1. This child acts as though people who cry are being silly.
1 2 3 4 5

(E+) 2. This child appears sad when he/she sees another child who does not
have anyone to play with.

1 2 3 4 5

(H+) 3. When other children are unhappy, this child tries to make them feel
better.
1 2 3 4 5

(F) 4. When this child does not do weel on something, he/she gives up
right away.

1 2 3 L 5

(H-) 5. This child interacts with other children in a selfish manner.
1 2 3 4 5

(E+) 6. This child seems unhappy when something unpleasant happens to some
other child.
1 2 3 4 5

(E-) 7. This child acts as though it's funny when someone else gets picked
on by a bigger child.
B 2 3 4 5

(B+) 8. This child gives help or assistance to another child without being
asked.
1 2 3 4 5



(F) 9.
(E+) 10.

(H-) 11.

(E+) 12.

Note:

This

This

This

need.

This

child
child

child

child

The letter in

the item was used to

as a filler (F) item.
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gseems organized in his/her manipulation of play materials.
2 3 4 5

shares materials and play objects with other children.
2 3 4 5

is hesitant to offer help to another child who is in

2 3 4 5

expresses concern for other people's feelings.
2 3 4 . 5

parentheses to the left of each item indicates whether
indicate empathy (E) or helping (H) or was simply used
The signs paired with the letters E and H denote the

direction of scoring ("+" meaning positive and "-'" meaning negative);
positively scored items received the value of the number circled, whereas
the scale was reversed to assign values for negatively scored items (i.e.,

a circled "1" received an actual score of "5"; a "2" received a score of "4'";

etec.).
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APPENDIX C

Role-Taking Training Stories for Experimental (E, I, and EI) Conditions

(2) Pat has just moved to town with his/her family. Since they got here,
he/she has met no one his/her own age. He/she tells his/her parents that

he/she misses the friends he/she knew before. His/her new school is much

larger than his/her old one. On his/her first day there, Pat doesn't know
%here to find anything, and he/she has no one to talk to. The teacher

gives him/her a seat beside (child's name), a boy/girl in Pat's class.

{(Child's name) has gone to this school for a long time.

(3) (Child's name) and Terry are good friends. They go to the same school

together, and they live in the same neighborhood. One day Terry gets very
sick. The doctor who comes to see Terry says that he/she must stay home

for at least a week. When (child's name) goes to school that day and asks

for Terry, the teacher tells him/her that Terry is sick and has to stay

home for a long time.

(4) (Child's name) and Jamie are two boys/girls who play together often.

One afterncon they decide to take some snacks outside for a little pienic.

(Child's name) and Jamie both like picnics, and they love cookies. They

take the last of the cookies that they have and go outside. Just as Jamie
is unwrapping his/her cookies, he/she accidentally drops them all in the

dirt and they are ruined.
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APPENDIX D

Role-Taking Training Stories for Control (C) Condition

(2) Pat and (child's name) do lots of things every day in school. They

come to school at the same time every morning. They sit in a big circle
with the other children when it's time to listen to stories. They draw
pictures of the people and things they hear about in stories. Sometimes

Pat and (child's name) paint the pictures that they have drawn. They

paint pictures of animals and people and buildings.

(3) (Child's name) and Terry are classmates. One day in school they

decide to make puzzles. Each of them takes a piece of cardboard and draws
a picture on it. Then they use their paint to paint the pictures in
different colors. When the paint dries, they get a pair of scissors to
cut their pictures into large pieces that are different shapes. Finally,

they put together the puzzles that they have made.

(4) (Child's name) and Jamie are two children who do things together

often. One afternoon they decide to go for a walk. They go outside and
walk to a park in their neighborhood. They follow the path that goes by

a small lake. (Child's name) and Jamie watch the ducks swimming on the

lake. They they notice that it is just starting to get dark so they turn

around and follow the same path back to their houses.
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APPENDIX E

Smiley Face Affect Scale

The experimenter presented a card on which were depicted line
drawings of five faces whose expressions varied along a happy-sad
continuum. These faces are shown in the actual size used on the
following page. The experimenter explained what each of the faces
expressed (e.g., "This face with the really big smile is very happy")
and then asked the child to answer some questions by putting his/her
finger on the appropriate'face. The experimenter had the child
answer two practice items (How would you feel if today were your
birthday and your friends were giving you a birthday party? How
would you feel if you were running outside and you suddenly fell
down and hurt your knee?) prior to soliciting responses to questions

of interest.
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(reduced 30% of actual size)
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APPENDIX F

Facial Affect Rating Scale

Prior to the rating of each child’'s filmed facial expression, the
primary investigator briefly explained the assessment session procedure
to the raters (see footnote 7) who were then shown the videotape of the
confederate at the time of the loss of her toys. (This tape was the
stimulus for the children's filmed facial responses.) As a basis for
the ratings of each child's facial affect matching, raters were instructed
to observe the following components of a sad facial expression (Ekman &
Friesen, 1975):

(1) The inner cormers of the eyebrows are drawn up.

(2) The skin below the eyebrow is triangulated with the inner

corner up.

(3) The upper eyelid inner corner is raised.

(4) The corners of the lips are down or the lip is trembling.
The raters were further directed to assign a value from 1 (does not apply,
or absence of evidence for matching the confederate's sadness) to 7 (strongly’
applies, or extremely sad) to each child, taking into consideration the
combinative influence of Ekman and Friesen's components.

Three "'practice tapes' were independently rated and thoroughly discussed
prior to rating of actual subject tapes. The average of the two raters'
judgments was used as the child's empathy score. Ratings were collected in

two one~hour sessions on the same day.
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APPENDIX G

Helping Scales

Raters (see Footnote 8) were given the following instructions for
rating each child and discussed the content of the scales prior to making
any judgments. After the rating procedure was explained, two ''practice
tapes' and five verbal scenarios were independently rated and then
discussed in detail. The helping ratings were completed in five sessions
over a period of approximately two weeks.

Instructions to raters. Please view each videotape carefully. On

the basis of its content, rate the child on each of the following scales.
The scale points generally range from 1 to 5 (or 1 to 6) with 5 (or 6)
representing the high or positive end of the scale. As you view the video-
tape, look for examples of each level of the dimensions. Naturally, the
child may change from time to time. We are interested in your evaluation
of the overall pattern and predominant direction of the child's behavior.
Select the rating most descriptive of the child. Do not be afraid to use
a full range of scores rather than sticking conservatively to the middle.
After rating a few videotapes you may want to go back and revise earlier
ratings based on broader experience with more children in the group. Your
ratings must be completely independent. If you do have any strong reser-
vations after you have done your ratings, make a note of these concerns on
your coding sheet.

Latency to Helping Measure

The length of time (in seconds) to the child's first clearly helpful
response, either verbal or nonverbal, should be observed and recorded. Each

rater was given a stop watch for this purpose.



(1)
(2)

(3)

(4}

(5)

(6)

(1)

(2)

(3)

(4)
(5)

B4

Sharing Scale

The child makes no effort to share any of his/her toys with Geri.

The child shows evidence of contemplating sharing with Geri (e.g.,
picks up or looks at toy(s) and looks at or moves toward Geri) but
does not explicitly offer to share.

The child offers a toy or toys following Geri's first "reminder" (that
she doesn't have any toys) but does not specifically offer the favorite
toy.

The child specifically offers the favorite toy (by itself or with
others) following Geri's first 'reminder."

The child spontaneously offers a toy or toys (i.e., before Geri's
first "reminder") but does not specifically offer the favorite toy.
The child spontaneously and specifically offers the favorite toy

(i.e., before Geri's first "reminder").

Involvement Scale

The child makes no attempt to involve Geri in conversation or play

(but may respond to questions asked by Geri).

The child talks to Geri (not only in response to questiomns).

The child talks to Geri and suggests things that Geri could do instead
of sitting and being unhappy. (These other alternatives do not involve
the child's participation with Geri.)

The child participates in or inquires about Geri's play.

The child makes suggestions for mutual play.
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Qverall Helpfulness Scale

Taking into consideration the combinative influences of the
components of helpfulness assessed separately with the preceding scales,
rate each child on a 1 (not at all helpful) to 5 (extremely helpful)
scale of general helpfulness. A high rating on any other individual
measure does not necessitate an equally high rating on this scale. TFor
example, a child might share Geri's favorite toy but fail to make any
apparent attempts to ascertain Geri's feelings or insure her subsequent

happiness, and thereby receive only an average rating of overall helpfulness.
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APPENDIX H

Post-Experimental Questionnaire

The experimenter explained the post-experimental questionnaire by

telling the child that she had a few questions that she would like to

ask before concluding the session.

She then asked the following questions

and recorded the answers made by the child. (Questions 3 and 4 were

answered with the smiley face scale described in Appendix E. As Footnote &

explains, the children had experience using this scale earlier in the

assessment session to avoid the need for training as to its use at this

time.)

(1)

(2)

(3)

(4)

(5}

Who did we watch o

n TV?

Can you tell me what happened on the TV?

How did you feel when you saw that Geri didn't have any

toys to play with?

How do you think Geri felt when she found out that her toys

were gone?

What did I tell you you were supposed to do while I was in the

other room and you and Geri were in here?

(a) Did I tell you
yourself?

(b) Did I tell you
with Geri?

(c) Did I tell you
your toys?

(d) Or can you not

that you

that you

that you

remember?

had to keep your toys and play by

had to share your toys and play

could do whatever you wanted with
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Note. Tra?ning ratings of empathy and instrumentality are shown only for
subjects for whom they are condition~relevant (i.e., empathy ratings

are provided for Groups E and EI; instrumentality ratings are given
for Groups I and EI).
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Helping behavior may be viewed as a two-step process: (1) recognizing
and vicariously experiencing the distress of another, i.e., empathizing, and
(2) instrumentalizing this affective arousal by generating and performing an
appropriate action with anticipated positive consequences for the other,

The current training project was designed to test this two-component model
of altruistic behavior with preschool-aged children; more specifically,
differential role-taking experiences were examined as to their effects om
the expression of empathy and subsequent prosocial activity.

Role-taking experiences varied as to whether (1) empathic concern,

(2} instrumentality, (3) both empathic concern and instrumentality, or

(4) neither was stressed to individual children during roleplaying with
puppets. Subsequent individual assessment sessions yielded the primary
dependent measures of empathy and helpfulness. Empathy ratings were deter-
mined on the basis of the child's videotaped facial response to a confederate's
obvious sadness; four aspects of helpfulness, including latency to initial
helping, sharing, involvement, and overall helpfulness, were rated on the

basis of videotapes of the child's behavior during private interaction with

the confederate.

Contrary to predictions, no significant effects of Training Condition
were found on any measure, although ratings of empathy and instrumentality
made during training sessions did improve across four individual training
sessions for conditioms in which those aspects were emphasized. Several
agspects of the design which might be altered in future investigations to
increase the likelihood of achieving significant effects of training on
subsequent helping were discussed in detail. These aspects included number
of training sessions, duration of delay from training to assessment, and

manner of presentation of training.



An unexpected interaction of Sex and Age Level was revealed (p < .05

" on latency to helping and involvement ratings, p < .10 on sharing and overall
helpfulness ratings) such that older females responded more quickly to the
needs of the distressed confederate and received higher ratings on sharing,
involvement, and overall helpfulness scales than did males or younger
females. It was suggested that these findings indicate a developmental
progression from lesser to greater helpfulness for preschool girls, but

not for preschool boys, in a situation wherein the needy other's affective

state is salient.



