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Abstract 

The present study sought to investigate the influence of parental characteristics on the 

development of Theory of Mind (ToM) in preschool children (3-8 years) . The 

research encompassed two distinct phases. The initial phase involved a pre-testing 

procedure designed to assess the parents' comprehension of the language utilized in 

the measurement instruments employed in the study. Subsequently, the main study, 

constituting the second phase, was conducted. This primary investigation aimed to 

exp lore the contributions of Parental Involvement, Parental Empathy, and Emotion 

Expressiveness to the development of Theory of Mind in children. Additionally, 

vatious demographic variables such as monthly family income, mother's age, and 

father's age were examined as potential moderators in several subordinate studies. The 

main study proceeded with a cross-sectional survey of 151 parents (M= L.23 , SD= 

.42). The parents were approached through the diaries of the preschoolers. After 

getting consent from the parents, 151 preschool children (M= 1.44, SD=.49) were 

assessed on the Theory of Mind tasks. Measures used in the study included Parental 

Involvement Scale (PIS) (Georgiou, 2007), Inter-personal reactivity index (Davis, 

1980), a two items scale Parenting that encourages children to take the perspective of 

others (Farrant, 2011), Self-Expressiveness in the Family Questionnaire (SEFQ) 

(Mizokawa, 2013), and Theory of mind scale (Wellman, 2004). The main findings of 

the study revealed that parental involvement, parental empathy, and positive emotion 

expressiveness positively predict the development of Theory of Mind whereas 

negation emotion expressiveness negatively predict the development of Theory of 

Mind among preschool children. FUt1hennore, it revealed significant differences in 

family system, monthly income, number of siblings, and number of adults in the 

family These findings hold the potential to infotm the practices and intervention 

strategies of developmental and child psychologists, pat1icularly in their efforts to 

provide psychoeducation to parents. Importantly, parents themselves can derive 

substantial benefits from these findings, enabling them to recognize the significance 

of Theory of Mind in influencing diverse life outcomes for their children, and 

equipping them with techniques and parenting styles conducive to fosteting this 

developmental aspect. 
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Chapter 1 

Introduction 

Children acqUlre an understanding of their emotions and thoughts as they 

develop. They gradually learn to recognize that others also possess feelings, beliefs, 

and thoughts distinct from their own. Distinguishing between personal perspectives 

and those of others emerges as they grasp the concept of Theory of Mind (ToM) . This 

cognitive ability shapes how they perceive the world, form ideas and make 

assessments about both themselves and others ' mental states. fn essence, Theory of 

Mind is the foundationa l ski ll that underpins children's emotional and cognitive 

growth, enabling them to navigate complex social interactions and comprehend the 

intricacies of human relationships . 

Theory of Mind 

Diverse exp lanations exist for the concept known as "theory of mind" . It 

encompasses chi ldren's comprehens ion of cognitive realm-encompassing concepts 

like thoughts, beliefs, desires and intentions (Vasta et aI. , 2004). Despite the variation 

in definitions, they share several key elements: 1- an emphasis on one's own inner 

mental state; 2- the mental state of other individuals; 3- the practical utilization of this 

capacity in understanding and predicting behavior. 

The tetm theory of mind (ToM), as outlined by Wimmer and Pemer (1983), 

pertains to the capacity to grasp that oneself and others possess mental state such as 

beliefs, intentions, and desires. The expression "Theory of Mind" underscores the 

notion that our common psychology involves both ourselves and others through the 

lens of mental state compromising desires, emotions, beliefs, intentions, and inner 

encounters that drive and become evident in human behavior. Additionally, the 

conventional comprehension of individuals within this framework is believed to 

possess a marked consistency. This is because individuals possess particular desires, 

pet1inent beliefs, prompting them to undet1ake deliberate actions, the outcomes of 

which trigger diverse emotional responses. Whether everyday psychology resembles a 

theory in any matter is a debate. Nevet1heless, the term ' theory of mind' highlights 

two fundamental aspects of everyday psychology: its logical consistency and its 

emphasis on mental state. 
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Social cognition pertains to the notions and convictions that individuals and 

co llectives harbor regarding the mechanisms and rationales behind human act ions. A 

crucial aspect of social cognitions is the proticiency in comprehending ones owns 

action and those of others in the context of internal and cognitive states that impel 

human conduct. A substantial body of previous research has highlighted noteworthy 

advancements in young childrens ' capacity, pat1icularly during the preschool phase, 

to employ psychological states for the purpose of foretelling, illustrating and 

elucidating behavior (Wellman, 200 I). 

The capacity of social cognition empowers children to interpret their 

sutToundings logically. Through this skill, they can attribute cognitive skills to not 

only themselves but also to others, encompassing notions like beliefs, concepts, 

intentions and wishes. By envisaging the inner mental landscape of other individuals, 

children strive to grasp and forecast the outward behavior of those around them. 

Typically, as children progress in the development of their theory of mind, they come 

to realize actions are steered by cognitive states rather than the objective reality within 

themselves (Wellman, 1990) . 

The actions taken by others and resulting consequences are vis ibly evident, the 

motivation behind those actions remain opaque. Despite numerous conceivable 

reasons for human behavior, the ones that are closest in proximity involve the 

cognitive states of the actors : their actions, beliefs, and intentions. Our conceptual 

grasp that these mental states lead to observable conduct denoted as the "Theory of 

Mind" (We llman, 1990). This theory is often labe led as a "theory" because, although 

we lack direct visibility into others mental state, we theOtize their existence and 

deduce likely assessments of their precise content grounded in an array of pet1inent 

ev idence. The mature theory of mind is also " representational" in nature, signifying 

that we comprehend that the mental states harbored by others are shaped by, yet not 

identical cop ies of, some veritable state of affai rs (Pemer, 1991). This representational 

theory of mind underpins our grownup like comprehension of subjectivity, allowing 

us to recognize that two individuals can possess distinct desires, beliefs, intentions or 

even interpretations of a given situation (Carpendale & Chandler, 1996). 

The significance of a representational theory of mind is intetwoven into every 

facet of social encounters where ~omprehending others' actions holds paramount 
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importance. For instance, the capacity of a jury to assess the degree of intention 

behind a specific crime influences their willingness to attribute responsibility to the 

individual for the act, and also shapes the severity of the appropriate penalty they 

deem fit to impose (Kaplan, 2001). In the realm of dramatic arts, the allure and 

suspense of both tragic and comedic nanatives hinge upon the audience's proficiency 

in following the subjective and varying cognitive states of the distinct characters as 

they evolve tlu"oughout the story. Take, for instance, the penultimate scene of Romeo 

and Juliet. At first glance, the unfolding events seem perplexing-Romeo arrives 

where he was told to find Juliet, discovers her apparently asleep, and then takes his 

own life. Yet, our theory of mind empowers us to grasp the tragedy's essence-while 

the audience is privy to Juliet consuming a potion that induces slumber, Romeo 

remains unaware due to prior circumstances, leading him to mistakenly believe that 

she is deceased. Instances like this, pervasive in everyday life, gain clarity only when 

we engage in reasoning about the concealed inner mental states that propel. 

Theory of Mind (ToM) holds tangible implications in real life due to its 

connection with social skills encompassing the comprehension of another person's 

cognitive predicament (T. L. Davis, 2001). Social interplay is notably shaped by 

social comprehension (McElwain & Volling, 2002) . The ability to handle conflicts 

through arguments directed towards others, such as with a sibling, has been con-elated 

with ToM (Foote & Holmes-Lonergan, 2003). Moreover, grasping second-order false 

beliefs has been linked comprehending self-presentation display rules, which involve 

the skill to manipulate how others perceive oneself (Baneljee & Yuill, 1999). 

Elevated levels of ToM have been linked with aspects like forming friendships 

(McGuire & Weisz, 1982), engaging in collaborative play on equal telms (McElwain 

& Volling, 2002), experiencing fewer conflicts with friends (Dunn & Cutting, 1999), 

providing care for brothers and sisters (Garner et aI. , 1994), and paliicipating in 

cooperative social exchanges (Brown et aI. , 1996) human conduct. 

Numerous studies have demonstrated the connection between Theory of Mind 

(ToM) and factors such as peer acceptance among girls (Braza et aI. , 2009) and the 

fame of preschool-aged children (Slaughter et aI. , 2002). ToM's ability to forecast 

peer status remains evident even when accounting for the language skills (Cassidy et 

aI., 2003). In a patiicular study, there was a noted con"elation between TOM 

perfonnance and engaging conversational interactions with friends (Slomkowski & 
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Dunn, 1996). The previously mentioned advantages of Theory of Mind (ToM) 

concerning social interactions can potentially stem from its correlation with helping 

and altruistic behavior (Denham, 1986; Gamer et al. , 2008), reduced instances of 

hostility that involves getting physical (Wemer et al., 2006), enhanced moral 

comprehension (Dunn et al., 1995), and improved social skill: (Watson et al., 1999). 

ToM's impact is not restricted to friendships alone; it extends to other facets of 

communal life as well. Sutton et al. (1999) discovered that individuals who are 

sufferers of bullying tend to exhibit lower theory of mind scores. Moreover, an 

adeptness in comprehending conflicting mental representations has been associated 

with an increased ability to resist suggestibility (Welch-Ross et al., 1997). 

Development of Child's Theory of Mind 

While theory of mind (ToM) researchers have primarily concentrated on 

preschool-aged children, their focus doesn't imply that ToM suddenly emerges at the 

age of 3 (Vasta et al., 2004). Astonishing social comprehension is observable even 

within a baby's first year of life. Abilities like joint attention, involving gestures such 

as pointing, tracking gazes, and social referencing (Carpendale & Lewis, 2006), 

manifest very early on, with certain skills that require collaborative attention even 

emerging prior to the age of 9 months (Striano & Bertin, 2005). Infants become 

capable of following gazes at around 10 months of age and can learn this skill as soon 

as 8 months of age (Corkum & Moore, 1998). 

Social referencing, which involves seeking information in unknown situations 

(Carpendale & Lewis, 2006), becomes evident as first year ends. Moreover, even 14-

month-old infants demonstrate the capacity to refrain from touching a toy (be it a 

dinosaur or a robot) until they have refened to their parents (Walden & Ogan, 1988). 

These skills sometimes receive a nuanced interpretation, such as infants 

showing comprehension of model's attention (Carpendale & Lewis, 2006). All skills 

that demand collaborative or joint attention are believed to illustrate an infant's 

comprehension of a person as an intentional and conscious entity (Legerstee & 

Barillas, 2003 ; Tomasello, 1999). Csibra and Volein (2008) proposed that as early as 

8 to 12 months old, infants follow gazes with referential expectations. Meltzoff et al. 

(1999) also emphasized that the chi Idren comprehend others through a "like me" 

hypothesis, asselting that "the 'like-me-ness' of others is the essential foundation for 
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all later social cognition-from attributing mental states, to empathy, to moral 

judgments" (p. 35). 

In a study when infants experienced obshucted vision through a blindfold, 

their tendency to adhere the stare of a blindfolded medium decreased. In contrast, 

eighteen-month-olds continued to follow the stare of a blindfolded medium after 

experiencing a trick blindfold (which didn't impede vision), highlighting the 

significance of self-experience in enhancing the comprehension of others (Meltzoff & 

Brooks, 2008). Tomasello (1999) further posited that infants perceive others as being 

like themselves, and the similarity to oneself lays the foundation for understanding 

others' intentions. Additionally, infants assign goals and attention solely to humans 

(Meltzoff, 1995). 

Substantiation for this comprehensive explanation is derived from studies that 

have demonstrated how 18-month-old infants not only comprehend but also replicate 

an intended action when an adult medium is not able to achieve the desired outcome 

(Meltzoff, 1995). Additionally, even at 9 months of age, infants exhibit an 

understanding of a medium's behavior that is goal-Oliented and respond distinctively 

when the actor is either hesitant or is not able to carry out the action that the infant 

desires (Behne et aI., 2005). 

FUlthermore, infants at nine months are more prone to anticipate and demand 

accurate labeling or tagging from a human medium, particularly when the infants 

have visual availability to the object in question; this anticipation isn't as pronounced 

when the speaker is nonhuman (Koenig & Echols, 2003). Taking a more significant 

leap, infants at the age of l8 months exhibit the ability to assess infOlmation that is 

conflicting, both social and perceptual, when they are making movements that are 

motor. They resort to referencing to social cues when the perceptual information 

available is not satisfactory (Tamis-LeMonda et aI., 2008). 

Thanks to extensive research, we are aware that the capacity for perspective

taking begins to emerge somewhere between the third and fifth year of life (Wimmer 

& Perner, 1983). Although this skill requires the involvement of other cognitive 

mechanisms like working memory and attention, studies have revealed that children 

as young as tlu'ee years old, and even younger under certain conditions, such as l5 



6 

months (Onishi & Baillargeon, 2005), can successfully navigate this assessment. By 

the age of 6, almost all typically developing individuals can pass this type of test. 

At a remarkably young age, typically around 6 months, a child begins to grasp 

the emotions of their caregiver and responds accordingly. They initiate mimicking the 

caregiver's facial expressions and employ their own emotional states to capture the 

caregiver's attention. For instance, when a baby is hungry, they cry to elicit a response 

from their caregiver and fulfill their needs. At this developmental stage, the child is 

also capable of interpreting the emotions and expressions of their caregivers. For 

instance, if the child observes their caregiver feeling sad, they might exhibit cheerful 

expressions to uplift their caregiver's mood (Sommerville, 2010). 

Research underscores that infants exhibit behaviors that lay the groundwork 

for the development of theory of mind (Sommerville, 2010). By the conclusion of 

their initial two years of life, infants have become skilled at comprehending 

fundamental goals, intentions, perceptions, emotional expressions, as well as basic 

preferences and tendencies. These socio-cognitive capabilities serve as the 

foundational components for more sophisticated aspects of social cognition, including 

theory of mind (Astington & Edward, 2010). FUlthermore, these early socio-cognitive 

abilities contribute to learning across a spectrum of domains, such as language 

acquisition (Tomasello , 2001), imitation-based learning (Meltzoff, 1995), causal 

reasoning (Sommerville & Woodward, 2005), and understanding representations 

(Gelman & Bloom, 2000). 

A fundamental component of social cognition involves the capacity to 

interpret actions as stemming from intentions and goals. As early as 6 months old, 

infants perceive basic actions like reaching for and grasping an object as being driven 

by specific objectives (Woodward, 1998). Over the subsequent 6 months, they 

progress in recognizing the goals of progressively intricate actions and sequences of 

actions (Sommerville & Woodward, 2005). By this developmental stage, infants can 

also differentiate between unintentional and intentional actions, disceming that only 

living agents (not inanimate objects) harbor intentions and goals (Woodward, 1999). 

Another pivotal facet of social cognition peltains to comprehending the 

significance of perceptual behaviors and emotional expressions. Commencing 

between 9 and 12 months of age, infants seem to grasp basic perceptual experiences 
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and can discern the import of various emotional expressions. For instance, infants 

perceive that an adult gazing at a toy with their eyes open signifies a perceptual 

experience, while an adult doing the same with their eyes closed does not (Brooks & 

Meltzoff, 2005). Furthermore, infants can utilize the emotional expressions of an 

experimenter or parent to determine whether to approach a novel toy or engage in a 

new activity (Adolph et al., 2008). 

Recognizing how individual traits shape behavior is another pivotal dimension 

of social cognition. Around the span of 12 to 15 months, infants embark on 

comprehending basic tendencies and inclinations. For instance, within this time 

frame, infants anticipate an agent to persist in a previous behavior or activity even 

when situated within a new context (Kuhlmeier et al. , 2003) . 

Furthelmore, infants grasp the notion that preferences and tendencies are 

individualistic: they grasp that distinct individuals can hold diverse likes and dislikes 

(Buresh & Woodward, 2007). By the age of 2, children unmistakably demonstrate an 

awareness of the distinction between thol1 ('"llts within the mind and tangible objects in 

the external world. In the realm of pretend play, such as envisioning a block as a car, 

toddlers exhibit their capability to differentiate between the physical object, like the 

block, and the conceptual thoughts about the object, namely the block being a car 

(Kavanaugh, 2006). Additionally, they grasp that people experience happiness upon 

achieving their desires and sadness when their desires remain unfulfilled (Wellman & 

Baneljee, 1991). At this stage, children also recognize the potential divergence 

between their own desires and the desires of others (Meltzoffet al., 1991). 

This burgeoning awareness is observable in children's language as well. Two

year-olds converse about their personal wants, preferences, and emotions, along with 

those of others. By the age of 3, their conversations expand to encompass discussions 

about people's thoughts and knowledge. 

An essential developmental milestone occurs around the age of 4 when 

children stmi to grasp that thoughts residing within the mind may not necessarily 

align with reality. This realization is exemplified when children are presented with 

scenarios where familiar items, such as a candy box, actually contain unexpected 

objects like pencils, needles, threads, or leftover food. They are then asked to predict 

what their friend will believe is inside the box, without seeing its contents firsthand 
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(Perner et a1., 1987). At the age of 3, children presume that their fliend will hold the 

same belief they now possess, thinking the box contains pencils, needles, threads, or 

leftover food. However, by the age of 4, they recognize that their fliend will be 

misled, mirroring their own experience of being misled. 

Furthermore, 3-year-olds do not recollect that their own beliefs have shifted 

(Gopnik & Astington, 1988). If the pencils are returned to the box and they are asked 

about their initial thought before revealing its contents, they would state "pencils" 

instead of "candy." However, 4-year-olds recall that they otiginally believed the box 

contained candy. This signifies that 3-year-olds are not simply driven by egocentrism, 

assuming everyone shares their knowledge; rather, they simultaneously develop an 

understanding of their own mental processes and those of others. Around the age of 4 

or 5, children come to comprehend that individuals communicate and behave based 

on their perceptions of the world, even when these perceptions deviate from reality. 

As a result, they will not be taken aback if their uninfotmed friend searches for candy 

in a box that the children themselves know contains pencils . 

Research underscores that the development of theory of mind has noteworthy 

implications for children's social functioning and academic achievements. Children 

with a more advanced theory of mind exhibit enhanced communication skills and an 

ability to effectively resolve conflicts with their peers (Dunn, 1998). Their 

engagement in pretend play becomes more intricate (Astington & Jenkins, 1995), 

teachers rate them as possessing greater social competence, they tend to be happier in 

school, enjoy higher popularity among peers, and demonstrate advanced progress in 

celiain aspects of their academic work (Astington & Pelletier, 2005). 

While these fmdings illustrate how sophisticated infant social cognition can 

be, they don't bring the ongoing debate to a close. Recent research has sparked new 

conversations about whether infants possess the ability to attribute false beliefs. These 

studies have employed tasks that capture infants' spontaneous responses, such as 

"violation of expectation tasks" (VOE) and "anticipatory looking tasks" (AL), 

shedding light on hints of understanding of false belief in infants. In VOE tasks, 

researchers observe whether infants show surplise, indicated by prolonged gazes, 

when an actor's actions go against their false belief rather than aligning with it. On the 

other hand, AL tasks explore how well a child can predict an agent's sear(;h actions 
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when the agent holds a false belief about where an object is located (Baillargeon et 

aI., 2010). These recent investigations have added new layers to the conversation. 

Advancements in theory of mind have been found to forecast children's 

cognitive abilities, including their metacognitive strategies, acquisition of reading and 

mathematics skills, and their willingness to accept feedback from educators. 

Researchers have delved into variations in upbringing to uncover both universal and 

culturally distinct facets of theory-of-mind conceptions and developmental pathways. 

Additionally, investigations have explored the interconnectedness with the languages 

being acquired during development (Wellman, 2017) . 

At the age of two, children often exhibit an understanding of desires, 

perceptions, and emotions (Bat1Sch & Wellman, 1995 ; Wellman et aI. , 2000). By 

three years old, children are capable of distinguishing between the realms of the 

mental and the physical, and at this point, they can also recognize the subjectivity 

inherent in thoughts (Flavell et aI., 1990; Watson et aI. , 1998; Wellman & Estes, 

1986). Three- and four-year-olds additionally differentiate between thinking and 

doing (Flavell et aI. , 1995). Mental states encompass not just the non-physical aspect, 

but they also serve as explanations for people's actions and experiences (Wellman & 

Lagattuta, 2000). 

First Order False-Belief 

Significant transformations unfold between the ages of 2 and 5 years in how 

children comprehend mental states (HatTis, 2006). Throughout this developmental 

phase, theory of mind (ToM) follows a consistent and foreseeable progression 

(Wellman & Liu, 2004). By the time they reach 2 years of age, children's ToM 

encompasses a foundational grasp of emotions, intentions, desires, and perceptions 

(Wellman, 2002). However, at this age, children exhibit limited understanding of 

knowledge and belief. They encounter challenges in recognizing that individuals can 

possess differing beliefs and knowledge states, and that someone might hold a belief 

that is not aligned with reality (Wimmer & Perner, 1983). 

For instance, when 3-year-olds possess accurate information about the content 

of a box (e.g. , crayons) , they often mistakenly assume that another person would 

possess the same knowledge even if the box is mislabeled (e.g., labeled as Band-Aids) 

(Gopnik & Astington, 1988). Additionally, they struggle with comprehending that 
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appearances can deviate from actuality (Flavell et aI. , 1983) and that people can 

possess distinct visual perspectives of the same scene or event (Flavell et aI. , 1981). 

By around 4 or 5 years old, children gradually attain a more mature understanding of 

these concepts (Harris, 2006). However, as will be detailed later, novel methodologies 

have brought to light early instances of false-belief reasoning even during infancy. 

The assessment of children's theory of mind (ToM) is typically conducted using a 

variety of established laboratory paradigms, including the well-known false-belief 

task involving locations, which was pioneered by Wimmer and Perner in 1983 . These 

paradigms have yielded a substantial body of data regarding the developmental shifts 

in the comprehension of mental states. Moreover, they serve as primary tools in 

exploring individual variations in research that seeks to establish connections with 

factors potentially influencing ToM development. These factors encompass executive 

function (Carlson & Moses, 2001), imaginative play (Taylor & Carlson, 1997), 

language proficiency (Milligan et aI., 2007), maternal mind-mindedness and the usage 

of mental state language (Meins, 2013 ; Ruffinan et aI., 2002) , family parenting styles 

(Pears & Moses, 2003), cultural influences (Callaghan et aI., 2005) , as well as 

potential consequences of ToM, like peer relationships (Dunn & Cutting, 1999) and 

academic attainment (Astington & Pelletier, 1996). 

The Theory of Mind Scale introduced by Wellman and Liu (2004) has 

significantly contributed to the field by providing researchers with a comprehensive 

tool to assess theory of mind across the preschool years. This scale facilitates the 

broader evaluation of theory of mind development, spanning from the recognition of 

intentions to desires, knowledge, beliefs, and eventually divergent emotions. 

Subsequent research on theory of mind development has predominantly 

focused on false belief comprehension within the age range of 3 to 5 years. This 

research investigates the role of false beliefs in predicting and explaining behavior, as 

well as in endeavors to influence behavior. Pioneering work by Wimmer and Perner 

(1983) demonstrated that a fully developed theory of mind doesn't fully emerge until 

around the ages of 3 or 4. They conducted a series of experimental assessments to 

detennine whether children aged 3 to 5 could attribute a false belief to another person. 

Grasping the concept of false belief stands as a distinct indicator of understanding a 

crucial aspect of the mind-its subjectivity and its susceptibility to being shaped by 

infonnation (Dennett, 1978; Wimmer & Perner, 1983). 
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A prevailing interpretation of the significant strides observed in theory of 

mind during the preschool phase is that children undergo a substantial shift in their 

conceptual understanding of the mind. This transfonnation, often reflected in the 

progression marked by the ToM Scale, entails a transition from a mechanistic

behavioral comprehension to a more comprehensive recognition of the mind as a 

representational mechanism prone to occasional elTors (Gopnik & Wellman, 1994). 

This shift is believed to occur as children continuously test their emerging theories 

against real-world experiences and adjust them accordingly, akin to the behavior of 

"little scientists" (Gopnik et aI. , 2000). 

However, there are additional developments beyond the preschool years that 

pose challenges for explaining solely through the lens of conceptual change. For 

instance, second-order false-belief tasks, which involve one person holding a false 

belief about another person's thoughts, are used to assess theory of mind in slightly 

older children. Interestingly, these tasks seem to measure not just a conceptual shift 

but also age-related improvements in working memory capacity (Miller, 2019). This 

suggests a more complex interplay of cognitive factors influencing theory of mind 

development. 

Second Order False Belief 

Theory-of-mind researchers have primarily focused on a significant 

developmental milestone, which involves children's ability to comprehend doubly 

embedded representations . This encompasses not only the recognition that individuals 

possess beliefs (including false beliefs) about the world but also the realization that 

individuals can hold beliefs about the thoughts of others (i.e., beliefs about others' 

beliefs), and that these secondary beliefs can also be different or elToneous. Such 

beliefs about beliefs are refelTed to as second-order beliefs. 

Pemer and Wimmer (1985) conducted pivotal research demonstrating that 

around the age of 7, children become capable of representing and reasoning from 

second-order beliefs. They presented stories using dolls and toys to the children. For 

instance, in one scenario, characters named Azlaan, Hajra, and the ice-cream man are 

situated in a park. Hajra leaves to fetch money for ice cream, and while she's away, 

the ice-cream man informs Azlaan that he's headed to the church to sell ice cream 

there. Meanwhile, Hajra encounters the ice-cream man on her way and receives the 
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same information. However, Azlaan remains unaware of this shared infolmation (and 

children participants are explicitly informed of Azlaan's lack of knowledge). Later, 

Azlaan visits Hajra's house, and her mother infolms him that Hajra has gone out to 

buy ice cream. Children participants are then asked, "Where does Azlaan think Hajra 

has gone?" and they are prompted to justify their response. Around the age of 7, 

children can reason from Azlaan's false belief about Hajra's belief and correctly infer 

that he believes Hajra has gone to the park. 

Undeniab ly, the stories utilized in these studies exhibit a certain level of 

complexity, requiring children to effectively process and retain a substantial amount 

of infonnation to appropriately represent the characters' beliefs . To streamline the task 

introduced by Perner and Wimmer (1985), Sullivan, Zaitchik, and Tager-Flusberg 

(1994) implemented modifications such as including probe questions with cOtTective 

feedback and furnishing a memory aid just prior to the crucial test question. These 

adjustments contributed to an enhancement in children's performance ; however, 

reliable accuracy was still not consistently achieved until around the age of 6. 

It's notew0t1hy that in both of these investigations, children were tasked with 

predicting a person's belief about another individual's action, rather than someone 

else's belief. The question posed was structured as "What does A think B does?', not 

"What does A think B thinks? ' . 

Nonetheless, the prediction demanded second-order belief reasoning, and in 

their justifications, some children explicitly attributed second-order beliefs, as 

ev idenced by responses like" Azlaan thinks Hajra thinks the ice-cream man's in the 

park'. The capability to construct a belief about a belief in this manner enab les 

children to delve into Azlaan's rationale for his belief, particularly his evidence behind 

it. They recognize that Azlaan is aware Hajra spotted the ice-cream man in the park 

but is unaware of her subsequent interaction with him. Consequently, Azlaan wi ll 

assume Hajra has gone to the park to procure ice cream, believing it's where she 

thinks the ice-cream man is. This logical deduction suggests that chi ldren's 

proficiency in managing second-order representations could potentially foster their 

comprehension of evidence. 
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Moral Judgement 

The acknowledgment of intentionality plays a pivotal role in shaping the 

foundation of moral judgments. The assessment of the ethical character of an action 

inherently demands a comprehensive comprehension of the underlying intentions 

accompanying interpersonal interactions (Turiel, 2002). For instance, a profound 

moral discernment emerges as children discern the virtue within an act of pushing an 

individual to avert severe harm, such as preventing an impending fall from an 

elevated structure. This recognition stems from the acknowledgment of the prevention 

of considerable harm inflicted upon another individual (Jambon & Smetana, 2014). 

Conversely, when considering an act of pushing driven by prejudiced motivations 

rooted in aspects like skin color or linguistic preference, a transgression of moral 

nOlms governing equitable treatment of fellow individuals becomes evident (Killen et 

at. , 2013). 

The comprehension of intentionality is not exclusive to the preschool 

developmental phase; its foundations can be discerned during infancy. Infants, within 

the inaugural and successive years of life, engage in an interpretive process that 

perceives human actions through the lens of agents' objectives and intentions, 

transcending the superficial spatial and temporal attributes of actions (Woodward, 

2009). FLllihermore, this early cognitive stage allows infants to discriminate between 

outcomes resulting from intentional actions and those arising from accidents, and to 

imitate actions intended by others even in instances of observed failure (Meltzoff, 

1995). Additionally, the second year of life ushers in an ability to grasp the subjective 

nature of desires (Repacholi & Gopnik, 1997), thereby encompassing agents' 

epistemic states within the calculus of deducing their intended actions. Notably, a 

significant development arises as infants, in their second year, begin to anticipate an 

agent's actions predicated upon the agent's false belief, contrasting with the actual 

state of affairs (Baillargeon et at. , 2010; Southgate et at. , 2007). 

What adds to the intrigue is that the depth of infants' comprehension of 

intentional actions not only attests to its inherent complexity but also serves as an 

early harbinger of subsequent explicit cognitive reasoning regarding mental states. In 

a comprehensive endeavor, Wellman et at. (2008) embarked on a longitudinal 

investigation that encompassed the trajectory from infancy to early childhood. This 
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longitudinal study entailed the evaluation of goal-directed action comprehension 

among infants aged 10 to 12 months through a habituation task. Subsequent to this 

initial assessment, the same cohort of children was revisited at the age of 4 years, 

where their theory-of-mind proficiency was gauged. The outcomes of this study 

unveiled an intriguing association: diminished attention during the habituation task 

emerged as a predictive factor for subsequent false belief understanding, a 

relationship that persisted even after controlling for variables such as IQ, executive 

function, and verbal competence. Remarkably, these findings substantiated and 

extended the prior findings put forth by Wellman, Phillips, Dunphy-Lelii, and 

LaLonde (2004) in a more confined sample size. ill a closely aligned trajectory, 

another longitudinal exploration involving a cohort of 70 participants unea11hed a 

compelling linkage. This study revealed that infants' proclivity for anticipatory 

looking during an implicit false belief task at 18 months held a significant predictive 

utility for verbal false belief reasoning at the juncture of 48 months, all while 

factoring in the influence of verbal IQ (Thoem1er et aI., 20 12). 

FUl1helIDore, the discourse has introduced a proposition delineating 

intentionality knowledge and moral knowledge as two discrete realms of reasoning

psychological and moral, respectively-entwined in the early stages of development. 

The challenges encountered by young children in accurately deciphering intentional 

states within morally pertinent contexts often underscore the intricate endeavor of 

reconciling moral judgments with the ascription of mental states, particularly when 

both dimensions coalesce within a multifaceted narrative (Killen et aI. , 2013; Smetana 

et aI., 2014). To elucidate, although young children exhibit an understanding that 

striking others is morally objectionable (Smetana, 2006), they frequently assign 

culpability to a peer who transgresses unintentionally. In this illustrative scenario, 

children apprehend the moral reprehensibility of the action but encounter 

impediments in extrapolating the intentions of the potential wrongdoer. This 

phenomenon points to an acumen for recognizing harm from the victim's perspective 

while concurrently grappling with the application of mental state comprehension to 

the contextual setting. 

Triadic Interaction 

The interaction characterized by tlu-ee components, often termed the triadic 

interaction or three-way interaction, exerts substantial influence over a chi ld's 
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progression m comprehending social dynamics. This interaction encompasses the 

child, the caregiver (playing the role of a social facilitator in introducing mental state 

concepts), and the surrounding environment. Within this dynamic interplay, the child 

incrementally acquires an understanding of the internal realm of thoughts, recognizing 

the divergence between their own beliefs and those held by others (Carpendale & 

Lewis, 2004). 

The existing body of literature highlights a correlation between the quality of 

preschool attachment and children's proficiency in recognizing emotions (de Rosnay 

& Ranis, 2002; Fonagy et al. , 1997; Greig & Howe, 2001 ; Laible & Thompson, 

1998; Repacholi & Trapolini, 2004) as well as their understanding of false beliefs 

(Arranz et al. , 2002 ; Fonagy et al. , 1997; Repacholi & Trapolini, 2004; Syn10ns & 

Clark, 2000). In essence, preschool children who are securely attached tend to exhibit 

superior capabilities in decipheting others' emotions and grasping the concept of false 

beliefs in comparison to those with insecure attachments to their caregivers. Early 

investigations propose that children who establish secure attachment with their 

mothers within the initial year of life often demonstrate elevated scores in both false

belief tasks (McElwain & Volling, 2004; Meins et al., 1998) and emotion 

comprehension tasks (Steele et al., 1999) during their preschool years. (It is pertinent 

to note that McElwain and Volling's study also encompassed fathers ; however, 

attachment to fathers did not emerge as a predictor of false-belief performance) . 

The continued significance of parental responsiveness to children's mental 

states during the preschool phase remains integral to the further development of 

theory-of-mind skills. An extensive body of research is dedicated to examining the 

specific influence of parental responsiveness toward children's emotional expressions 

on the progression of emotion comprehension. Children whose parents offer 

supportive responses to their negative emotions, encompassing encouragement, 

comfort, and instruction in coping strategies, exhibit heightened proficiency in 

understanding emotions (Denham et al., 1994; Fabes et al. , 2002). In contrast, 

dismissive reactions, including the minimization or punitive handling of emotions, 

correlate with diminished emotional acumen (Denham et al., 1997; Perlman et al. , 

2008). When parents provide empathetic and suppOltive reactions to their children's 

emotional displays, it is plausible that children develop a heightened curiosity and 

ope1U1ess to comprehending the cognitive processes, behaviors, and affective states of 
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others across diverse emotional scenarios. Furthermore, these children are likely to 

encounter more opportunities for exploring their own emotional landscape in contrast 

to those whose parents discourage the expression of emotions. This differential 

encouragement could potentially result in a more advanced grasp of emotions. 

Factors in the Development of The Theory of Mind 

When delving into the influence of familial factors on the evolution of theory

of-mind development, it becomes imperative to discern the specific dimensions of 

family life that contribute to the diversification of children's proficiency in this 

cognitive domain. Notab ly, family dynamics, including the composition of the family 

unit encompassing kin members (Lewis et al. , 1996) and the presence of siblings 

(Jenkins & Astington, 1996; McAlister & Peterson, 2007) , particularly elder siblings 

(Ruffman et ai. , 1998), have been associated with heightened false-belief 

understanding among preschoolers. The proposition forwarded by several scholars is 

that larger families, enriched by the presence of both sib lings and extended family 

members, furnish additional platfOlIDs for dialogues that scaffold the acquisition of 

theory-of-mind competencies (McAlister & Peterson, 2007) . These conversations are 

speculated to encompass frequent deliberations concerning false beliefs, elevated 

utilization of cognitive verbs and syntactic complements during familial 

disagreements, and a wider specttum of social interactions that collectively foster the 

maturation of theory-of-mind aptitude (Jenkins & Astington, 1996). 

Beyond the configuration of the family, specific demographic attributes within 

the family framew:ork can also exert influence on the trajectory of acquiring false

belief understanding. An illustrative factor in this context is family risk exposure. The 

telID "family risk" pertains to attributes intrinsic to the family unit, encompassing 

parental factors, which elevate the probability or intensity of challenges encountered 

by children. The existing corpus of evidence accentuates the cumulative nature of the 

effects stemming from risk factors, denoting that the presence of multiple such factors 

compounds their influence, thereby escalating the degree of disruption experienced. 

As exemplified by Rutter (1979), the coexistence of several risk factors substantially 

heightens the likelihood of behavioral disturbances in children. This cumulative effect 

underscores the pivotal role played by the overarching risk level in delineating 

unfavorable outcomes among children. 
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Regarding the development of theory of mind, there exist various explanations 

for potential developmental setbacks among children exposed to higher levels of 

family risk. Initially, it's noteworthy that children raised in precarious family contexts 

are susceptible to encounteling unfavorable life events and adverse circumstances 

(e.g., exposure to violence), factors intrinsically linked to socioemotional hurdles 

(McLoyd, 1998). FUlthermore, heightened levels of family lisk might exert inhibitory 

effects on children's cognitive and linguistic growth, consequently impeding the 

advancement of their comprehension of theory of mind. 

Socioeconomic status (SES), encompassing dimensions such as family 

income, parental educational attainment, and occupation, frequently serves as a 

prominent marker of family risk. Substantiated research consistently underscores a 

discemible correlation between diminished SES and the presence of developmental 

lags in theory-of-mind proficiency. Notably, studies have underscored that even when 

age is factored in, children hailing from middle-class backgrounds with mothers 

possessing higher levels of education exhibit a more advanced grasp of false-belief 

understanding in contrast to their working-class counterpatts (Cutting & Dunn, 1999). 

This pattern resonates with the effects exerted by family income and parental 

educational attainment, aligning with these trends by revealing that children 

originating from higher SES families outperform their peers from lower SES 

backgrounds on tasks involving false-belief comprehension (Cole & Mitchell, 1998). 

Such findings collectively underscore the correlation between diminished SES and the 

emergence of developmental delays in the realm of theory of mind. 

Several external factors within the social environment influence the typical 

rate of theory-of-mind development. For instance, children's early awareness of 

mental states is facilitated when their mothers engage in discussions about thoughts, 

wants, and feelings (Rutfman et al., 2002), as well as when parents provide 

explanations while correcting misbehavior (Ruffman et aI., 1999). Children with 

siblings also tend to exhibit earlier awareness of mental states compared to only 

children (McAlister & Peterson, 2007). Other factors that influence development rates 

include children's involvement in pretend play (Youngblade & Dunn, 1995), 

experiences of storybook reading (de Rosnay & Hughes, 2006), and engaging in 

conversations about past experiences with others (Nelson, 2007). Internal factors 

within the child, such as language abilities (Milligan et aI. , 2007) and cognitive 
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control functions (refelTed to as executive functions) that regulate behavior (Moses & 

Tahiroglu, 2010) , also shape the developmental trajectory. 

It is important to note that cross-cultural research has also observed 

developmental lags, where children from different cultural backgrounds show varying 

levels of theory-of-mind understanding. Even after accounting for linguistic 

differences in false-belief tasks, children from higher SES backgrounds consistently 

outperformed their peers from less advantaged backgrounds (Shatz et aI. , 2003). 

Theoretical Perspectives 

Various theoretical perspectives on theory of mind (ToM) have provided 

valuable insights into its development, shaping significant research endeavors. These 

theories offer diverse viewpoints conceming the nature, developmental trajectory, and 

the reasons behind the failure of 3-year-olds on fa lse-belief tasks . One such 

theoretical framework is the theory-theory perspective, which suggests that ToM is 

absent in infancy and is constmcted by preschoolers throughout development. This 

theory posits three fundamental elements: coherence, causal-explanatory nature, and 

ontological distinction. These constituents form a preliminary outline for discussion 

(Wellman, 1990). 

The attainment of the onto logical distinction in understanding mental states 

involves the differentiation between physical and mental phenomena, a capability 

within a child's repertoire. In a study involving 3-5-year-olds, about 90% recognized 

the visibility and tangibility of physical objects, while 75% acknowledged the 

inability to perceive or touch mental phenomena. Moreover, children demonstrated 

the capacity to differentiate between mental and intangible physical phenomena (like 

smoke) and mental and physical representations (like pictures). This differentiation 

ability suppotis the child's possession of the ontological distinction. Their distinction 

between physical and mental entities primarily hinges on tangibility and visibility, 

even when dealing with intangible and invisib le entities such as sound and smoke 

(Wellman, 1990). A study done by Wellman and Estes (l986)futiher substantiated 

preschoolers' ability to differentiate between mental and physical entities. Moreover, 

the functioning of children's Theory of Mind (ToM) adheres to a causal-explanatory 

stmcture, a correlation that is congment with the criteria delineated by Wellman. 
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The developmental trajectory of mental state comprehension advances through 

iterative refinements (Wellman, 1990), aligning with its nature akin to a theoretical 

construct. This progression unfolds across tLu'ee distinct stages: 'desire psychology,' 

'desire belief psychology,' and 'belief desire psychology' (Bartsch & Wellman, 1995). 

To encapsulate, Wellman's (1990) cognitive developmental theory posits that 

preschoolers construct mental state comprehension in a manner akin to theoretical 

frameworks. Emerging from an initial foundation in pretense understanding (Leslie, 

1987), children incorporate an appreciation of mental state tenninologies linked to 

desires by age 2, followed by an assimilation of the concept of thinking (plimarily 

tLu'ough lexemes like 'know') in the subsequent year. 

Social Constructivism Perspective 

Social constructivism, an influential social leaming framework conceived by 

the Russian psychologist Lev Vygotsky, asserts the active agency of individuals in the 

construction of their own knowledge. Vygotsky's tenets emphasize that the process of 

learning unfolds predominantly within communal and cultural contexts, transcending 

the confines of individual cognition (ScLu'eiber & Valle, 2013). The paradigm of 

social constructivism places particular emphasis on dyadic interactions (Johnson & 

Bradbury, 2015) and the dynamics of small-group configurations. Notably, the 

acquisition of knowledge is chiefly mediated through reciprocal engagements with 

peers, instructors, and caregivers, whereby educators facilitate discourse by adeptly 

channeling the organic cadence of dialogues within educational settings (Powell & 

Kalina, 2009). 

This perspective emphasizes the significance of both intra and inter-individuaL 

factors (Carpendale & Lewis, 2004). This view underscores the transition from dyadic 

interaction (child and caregiver) to triadic interaction (child, caregiver, and object). 

Chapman introduced the concept of an "epistemic triangle," encompassing the child, 

others (real or imagined), and objects in the world. This triangle integrates Piaget's 

focus on subject-object interaction and Vygotsky's emphasis on sociaL interaction, 

contributing to the understanding of social and physical knowledge acquisition 

(Carpendale & Lewis, 2006). 

As indicated by the epistemic triangle, the context of social interaction plays a 

pivotal role in cognitive skill development. This interaction involves cooperation and 
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reference to mental states, fostering social understanding (Carpendale & Lewis, 

2004). The progression of social understanding stems from shared experiences at a 

particular age rather than abmpt shifts or innate modules (Carpendale & Lew is, 2006). 

The phenomenon of "motherese" exemplifies the global commonality of such 

expenences. 

However, the child IS neither passively absorbing knowledge nor 

autonomously constmcting a theory. Instead, the child constmcts an understanding of 

the social world tlu'ough interactions (Carpendale & Lewis, 2004). 

Given that social understanding is grounded in everyday interactions, its 

development is gradual and influenced by social engagement. This gradual 

progression aligns with the influence of the testing context on ToM; studies conducted 

in home and laboratory settings have yielded inconsistent findings. Newton, Reddy, 

and Bull explained these inconsistencies by appealing to gradualism, suggesting that 

children's understanding of deceptive acts is incomplete at that developmental stage 

(Carpendale & Lewis, 2006). 

The relationship between ToM performance and social factors must be 

exp lored in any social understanding account. The epistemic triangle provides insights 

into how social factors impact social understanding. Other factors, such as parenting 

styles (Guajardo et ai., 2009) and attachment (Mcquaid et ai., 2008), must also be 

considered. The cooperative relationship concept introduced by Piaget offers an 

explanation for these factors. Cooperative relationships between equally empowered 

partners require mutual understanding, a dynamic that differs from imbalanced 

relationships (Carpendale & Lewis, 2006). Accordingly, if social understanding arises 

from triadic interaction, cooperative relationships between children and others should 

facilitate ToM development. 

Numerous studies corroborate the claims regarding the impOltance of social 

factors for ToM (Cutting & Dunn, 1999; LaBounty et aI. , 2008). FUlthermore, 

investigations have revealed that children with siblings who are close in age perform 

better on ToM tasks compared to only child (McAlister & Peterson, 2006; Peterson, 

2000) or children without similarly aged siblings (McAlister & Peterson, 2007). The 

presence of older siblings also contributes to ToM development (Ruffman et ai. , 

1998). Sib lings compensate for low language abilities in mental state understanding 
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(Jenkins & Astington, 1996). Similarly, children with non-twin siblings outperfolmed 

only children and twins without other siblings (Cassidy et aI. , 2005), further 

emphasizing the importance of sibling interaction. 

The findings of Wellman et a!. (2001), where children's perfOlmance on false 

belief tasks improved through explicit exposure to the protagonist's motives, align 

with the principles of active participation in social interaction (Carpendale & Lewis, 

2004). Adult interactions also fac ilitate children's pretend play (Fiese, 1990; Nielsen 

& Christie, 2008) , reinforcing the social nature of ToM. Data from children with 

disabilities, particularly those with sensory impairments, provide compelling evidence 

of the significance of social factors for ToM development (Carpendale & Lewis, 

2006). 

Ecological Systems Theory 

Bronfenbrenner's theory offers a perspective on child development that 

emphasizes the intricate interplay between a child's maturing biology, ilmnediate 

family and community enviromnent, and the broader societal context. This theory 

conceptualizes a child's enviromnent as a complex system of interacting layers, with 

changes or conflicts in one layer having reverberating effects throughout others. 

Unlike earlier unidirectional studies, Bronfenbrenner's approach recognizes the 

multidirectional nature of influences, highlighting the dynamic interactions that shape 

a child's development within their ecological context (Bronfenbrenner, 1974). 

To comprehensively study child development, one must examine not only the 

child and their immediate sunoundings, but also the interactions between the broader 

enviromnent and the child (Ryan, 2001). Bronfenbrenner's theory organizes these 

enviromnents into nested structures, each nested within the next, categorized by their 

varying impact on a child's development. These systems are interconnected, meaning 

the influence of one depends on its relationship with others. 

At the core of Bronfenbrenner's theory is the micro system, representing the 

immediate enviromnent with which the child has direct contact. This includes parents, 

siblings, teachers, and peers. These relationships are bi-directional, as the child's 

interactions can influence others and vice versa. The child's reactions to individuals in 

their micro system can also shape how they are treated in retum. Positive, nurturing 
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relationships within the micro system foster healthy development, while distant or 

unaffectionate relationships can have adverse effects (Guy-Evans, 2020). 

Bronfenbrenner emphasized the importance of examining proximal processes 

involving person, context, and developmental outcomes, as these processes vary and 

impact individuals differently (Bronfenbrenner & Evans, 2000). According to 

Bronfenbrenner, development and socialization are products of active interactions 

within various levels of the environment. This idea is founded on three assumptions: 

the individual influences their environment, the environment compels adaptation, and 

the environment comprises nested entities of different sizes, including micro-, meso-, 

exo-, and macrosystems (Bronfenbrenner, 1979; Saarinen et aI., 1994). 

In social interactions, parent-child interactions, for instance, are influenced by 

characteristics such as gender, family income, age, and educational level. Eco logical 

system theory underscores the impo11ance of these variables as contributors to social 

interactions and subsequently, child-related outcomes (Bronfenbrenner & Morris, 

2007). 

The Ecological Systems Theory offers a comprehensive approach that 

accounts for all the systems involving children and families, capturing the dynamic 

nature of real fami ly relationships (Hayes & O'Toole, 20 17). 

However, a limitation of the theory is the scarce research exploring 

meso systems, pat1icularly the interactions between neighborhoods and a child's 

family (Leventhal & Brooks-Gunn, 2000). Tllis lack of investigation makes it 

challenging to fully understand the extent to which these systems shape child 

development. 

Impact of Parental Involvement on the Development of Theory of Mind 

Parental involvement encompasses a wide array of parenting practices, such as 

shared book reading and communication with teachers, that contribute to a child's 

development (Fan, 2001; Grolnick et aI. , 1997; Raffaele & Knoff, 1999). Just as a 

child's understanding of mind shapes their social functioning, this understanding is 

shaped through social interactions (Hughes, 20 11 ). The family context holds 

pat1icular significance in this process, as it is where language and socialization begin. 

Children acquire vital knowledge, skills, and resources for their well-being tlu'ough 

interactions with parents, highlighting the crucial role of parental invo lvement 
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(Salmon & Shackelford, 2007). Recent research indicates a direct link between 

parents' and children's theory of mind, which can be attributed to both genetic factors 

and socialization practices (Sabbagh & Seamans, 2008 ; Hughes & Plomin, 2000) . 

The connection between quality of attachment and theory of mind becomes 

more complex when mediating variables are considered. Mothers' verbal references to 

mental states can mediate the relationship between attachment and emotion 

understanding, and the way mothers discuss past events predicts children's emotion 

understanding and false-be lief perfOlmance (Mcquaid et aI. , 2008 ; Ontai & 

Thompson, 2008). While secure attachment in early life has been associated with 

higher scores in false-belief and emotion understanding tasks during the preschool 

years, more recent studies suggest that the link between attachment and these skills is 

mediated by mothers' references to emotions in conversation (Raikes & Thompson, 

2006; Laranjo et at. , 2010; Meins et at. , 2002). 

Parental involvement has been linked to numerous positive child outcomes, 

such as academic skills , positive attitudes, and social competence in primary and high 

schools (Griffith, 1996; Hill & Taylor, 2004; Zel lman & Watelman, 1998). This 

involvement extends to school activities and encompasses a range of behaviors and 

practices that contribute to a child's education, motivating them to achieve better 

academically and develop positive attitudes toward learning (Bailey et aI. , 2004; 

Domina, 2005 ; Fia la & Sheridan, 2003 ; Flouri, 2004; Li, 2006). It is noted that 

parental involvement, especially for educationally and socially disadvantaged groups, 

acts as a fonn of social capital (Bourdieu, 1986; Coleman, 1988, 1992; Van & Lin, 

2005). 

In telms of parenting styles, overprotective parenting can hinder the 

development of autonomy and independence in children, leading to adverse effects on 

their social functioning, coping behaviors, and mental health (Bayer et aI., 2009; 

Edwards et at., 2010; Segrin et aI., 2012). Monitoring and authoritative parenting 

styles are pivotal during the preschool period, with wann and authoritative parenting 

positively correlated with children's perfOlmance on theory of mind tasks (Hughes et 

aI. , 1999). ill contrast, authOlitarian parenting styles that rely on power-assertive 

techniques and lack wam1th have been associated with lower emotion and belief 

understanding (Ruffman c:t ai., 2006; Pears & Moses, 2003). The evidence suggests 
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that strategies such as physical punishment and unexplained consequences do not 

effectively promote theory of mind development (Pears & Moses, 2003). 

Involvement in School Activities 

In various studies, parental involvement has been described as encompassing a 

range of actions and attitudes both at home and in school. This includes parents' 

hopes, expectations, attitudes, and beliefs about their child's education (Henderson & 

Mapp, 2002) . It's widely recognized that when parents actively engage in their 

children's education, it has a positive impact on their academic perfol111ance. Kids 

whose parents are involved tend to do better in reading, writing, and behavior (Bailey 

et aI. , 2004; Domina, 2005 ; Fiala & Sheridan, 2003 ; Flouri, 2004; Li, 2006) . Parental 

involvement isn't just about direct help with learning; it also encourages children to 

strive for success. This involvement boosts kids' self-perception of skills and 

independence, provides a feeling of safety and belonging, and helps them internalize 

the value of education (Gonzalez-DeHass et aI., 2005). 

When parents actively participate in their children's education, their positive 

influence can extend up to the high school years (Epstein, 2005). For those who face 

educational and social disadvantages, parental involvement acts as a type of social 

SUppOtt (Bow-dieu, 1986; Coleman, 1988, 1992; Yan & Lin, 2005). In essence, 

parents' active engagement plays a vital role in shaping their children's educational 

journey and achievements. 

Parental Anxiety and Overprotection 

The development of individuality, autonomy, and self-reliance holds in1mense 

importance in child growth, with appropriate parenting playing a clUcial role in 

nurturing these qualities throughout different life stages - from infancy through 

childhood and adolescence (Kins et aI., 2011) . However, when parents become 

excessively protective, it can have negati ve effects on children. This fOtm of parenting 

is marked by intlUsion, becoming overly involved, and limiting external influences. 

This can lead to a prolonged, and often inappropriate, dependence (Bayer et aI., 

2009), hindering the natural progression towards individuation, separation, and 

autonomy (Rubin et aI. , 2002; Segrin et aI. , 2012). 
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Various studies have shed light on the dettirnental outcomes of overprotective 

parenting on children's social skills, belief in their abilities, coping mechanisms, and 

their capacity to regulate their emotions. This style of parenting is linked to 

internalizing issues such as anxiety, depression, withdrawal, and separation anxiety 

during a child's early middle childhood (Bayer et ai. , 2009; Bayer et aI., 2011; 

Edwards et ai., 2010; Segrin et ai., 2012). Overprotective tendencies can limit 

children's exposure to necessary challenges, preventing them from gaining valuable 

experience in handling difficulties. This can result in reduced confidence, a lack of 

mastery, and an inability to tackle demanding social or academic situations, ultimately 

contributing to lower self-esteem, depression, and anxiety (Bayer et aI. , 2006; Bayer 

et ai. , 2009). 

Furthermore, there's a notion that this kind of intmsive parenting can also 

impede children's ability to explore their independence, potentially impeding the 

development of self-belief, assurance, and coping strategies (Hancock, 2012). All in 

all, while nurturing and safeguarding are essential, excessive protective behaviors can 

hinder children's healthy growth, both emotionally and in tenns of their self

sufficiency, which is vital for their overall development. 

Monitoring 

During a child's preschool years, the role of parenting emerges as one of the 

most potent influences on their self-regulation (Dennis, 2006; Calkins & Johnson, 

1998). [n this realm, two key parenting styles come into focus: Authoritative and 

Authoritarian approaches. Specifically for this study, we define Authoritative 

parenting as a blend of nurturing wmmth and film control over a child's conduct 

(Knight et ai. , 2000). What sets this style apal1 is that parents practicing it not only set 

expectations but also offer explanations behind their requests and actions. They even 

delve into how these actions might impact others in cases of missteps (Burl, 1991; 

Knight et aI., 2000). 

An intriguing discovery was made by Hughes, Deater-Deckard, and Cutting 

(1999) who established a positive link between the presence of walmth within 

Authoritative parenting and a child's performance in Theory of Mind tasks. The 

combined results from this study and others build a foundation for the argument that 

the Authoritative parenting approach, especially when it includes discussions about 
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emotions, fosters a child's comprehension of fee lings and beliefs. FUliherrnore, it 

plays a pivotal role in promoting cognitive development (Dunn et aI., 199 1; Pears & 

Moses, 2003; Bee et aI. , 1982). 

Conversely, Authoritarian parenting takes a more stringent stance, marked by 

the use of forceful tactics like physical punishment, commands, and raised voices. 

This style often lacks the warmth and open communication found in AuthOlitative 

parenting (Ruffman et aI. , 2006). Importantly, Authoritarian parenting tends to lean 

on punitive actions without giving adequate exp lanations, and it tends to avoid 

engaging in discussions that foster emotional understanding (Burl, 199 1; Ruffman et 

aI., 2006). 

Interestingly, Pears and Moses (2003) stumbled upon a concemmg link 

between the sole reliance on consequences as a disciplinary tool and a child's ability 

to understand emotions. This might be due to the fact that while consequences like 

removing privileges might temporarily modify behavior to evade future punishments, 

they often fai l to impali insight into the impact of actions on others. 

The same researchers also found that a power-centric, Authoritarian parenting 

style was significantly con-elated with a lack of belief understanding. This evidence 

underscores the potential negative impact of power-based, Authoritarian methods on a 

child's development on cognitive level (Pears & Moses, 2003). In its essence, relying 

on methods such as physical discipline, consequences lacking exp lanation, raised 

vo ices, and exp licit commands does not appear to yield efficacy in nurturing the 

development of Theory of Mind. 

Impact of Parental Empathy on the Development of Theory of Mind 

Parents who adopt the Authoritative parenting style not only make requests 

and anticipate specific behaviors from their children but also underpin these 

expectations with explanations. Furthermore, they elucidate the potential 

ramifications of actions, pariicularly in situations involving transgressions (Burl, 

1991; Knight et aI. , 2000). An alTay of studies has underscored that offspring of 

parents employing these communicative and rationale-driven methods are more 

inclined to manifest prosocial conduct, including assisting individuals in distress 

(Zahn-Waxler et aI., 1979). This effect is partly ascribed to the propensity of 

conm1Unicative and Authoritative parenting to cultivate secure attachment bonds 
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between children and their caregivers (Ruffman et aI., 2006). Worth noting is that 

children exhibiting secure attachments have historically displayed heightened 

performance in tasks assessing theory of mind and emotional comprehension (Meins 

et aI., 1998; Ontai & Thompson, 2002), underscoring their adeptness in adopting 

alternative perspectives. 

Supporting this idea, FitzGerald and White (Pears & Moses, 2003) revealed a 

positive association between children's performance in perspective-taking tasks and 

parents who emphasized the feelings of victims when addressing their child's 

misbehavior. Similarly, Ruffman et a1. (1999) found a positive relationship between 

children's perfOLmance on a false-belief task and a disciplinary approach that focused 

on the well-being of the victim (Pears & Moses, 2003). 

Impact of Parental Emotion Expressiveness on the Development of Theory of 

lVIind 

Infants possess an inherent sensitivity and responsiveness to the emotional 

expressions of others, which aids them in acquiring knowledge about both the social 

and internal aspects of their world, such as comprehending the reasons behind 

transgressions or the outcomes of various social actions (Trevar1hen & Aitken, 2001). 

These early expeliences are believed to contribute to the development of distinct 

categOLies or domains of social knowledge in preschoolers, encompassing areas like 

morality and social conventions (Smetana et aI. , 2013). 

The emotional context within which children are nuttllred catTies substantial 

consequences for their cognitive and emotional maturation (Halberstadt et aI., 1999). 

In the realm of theory-of-mind development, it is conceivable that parental 

manifestations of emotions function as exemplars for facial expressions and conduct 

linked to various emotional situations, thereby facilitating children's grasp of 

emotions. Significant findings emerged in the research conducted by Denham et a1. 

(2010) as they explored the equilibrium of expressive emotions, delineated as the 

difference between positive and negative expressiveness scores, when analyzed 

separately for fathers and mothers. The expressive equilibrium exhibited by mothers 

exhibited a negative correlation with children's emotional understanding, whereas 

fathers' expressive equilibrium demonstrated a positive association with children's 

emotiunal comprehension. This differentiation could potentially emanate from the 
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distinctive roles customarily undertaken by fathers and mothers in the context of 

emotion soc ialization. Fathers often adopt the role of "affectionate playmates," 

providing a foundational emotional framework for children, whereas mothers function 

as "emotion moderators," introducing children to a diverse spectrum of emotions that 

contribute to the enrichment of their emotional adeptness. 

FUl1hermore, the impact of parental emotional expressiveness on children's 

belief understanding is nuanced. Hughes et al. (1999) noted that parental emotional 

expressions dw-ing free play did not independently forecast 4-year-olds' 

comprehension of beliefs. However, a composite measure of parental warmth, 

encompassing positive affect expression, closeness, parental understanding of 

children, and enjoyment of the parental role, did predict false-belief performance, 

pat1icularly for girls. On the contrary, for boys, variables connected to parental 

discipline exhibited significant effects. These findings emphasize that parental 

behaviors can hold diverse implications for boys and girls. 

Exposure to heightened levels of negative expressiveness displayed by 

mothers could potentially yield unfavorable repercussions for the advancement of 

theory-of-mind in both boys and girls . For instance, Rolu'er et al. (2011) observed that 

5-year-olds whose mothers grappled with recuning depressive disorders or 

manifested negative emotions within structured interactions with their children 

exhibited comparatively lower performance in false belief tasks, in contrast to a 

COh0l1 whose mothers did not exhibit such negative emotional tendencies. 

Furthermore, children of mothers clinically diagnosed with depression also displayed 

deficiencies in recognizing and comprehending emotions, evident from an early 

developmental stage. Unlike infants raised by non-depressed mothers, these children 

failed to differentiate between a smiling countenance and a neutral expression at just 5 

months old (Bornstein et aI. , 2011). Moreover, during the preschool phase, they 

exhibited a generally less robust grasp of the origins and ramifications of emotions 

(Greig & Howe, 2001; Hughes & Ensor, 2009; Raikes & Thompson, 2006). 

Individual Differences in the Development of Theory of Mind 

Over the past decade, there has been significant focus on the initial phases of 

children's developing comprehension of the mind (Wellman et aI. , 2001) . Particularly 

intriguing is the age at which children start demonstrating an understanding of the 
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connection between others' mental states and their observable actions. A substantial 

pOltion of empirical investigation in this domain has centered around age- related 

disparities in performance on theory-of-mind tasks. Established tests of false belief 

have indicated that typically developing children can, by approximately the age of 4, 

deduce information about others ' beliefs and desires, employ this knowledge, and 

decipher their behaviors (Wellman, 1990, 1991; Wellman & Bartsch, 1994). Within 

the broader realm of children's comprehension of mental states, researchers have 

delved into individual differences concerning children's capacity to predict others' 

behavior based on their mental states. 

Research has scrutinized these individual differences by investigating the role 

played by early experiences, especially social interactions, in promoting the 

development of children's capability to conceive actions as originating from mental 

states like beliefs. For instance, fami ly conversations encompassing discussions about 

fee lings, beliefs, intentions, desires, and other mental states have been linked to 

enhanced performances on theory-of-mind tasks (Baltsch & Wellman, 1995; Dunn et 

aI. , 1991 ; Dunn & Hughes, 1998). Similarly, the presence of sib lings has been shown 

to contribute to children's advancement in succeeding on false-belief tasks (Jenkins & 

Astington, 1996; Peterson, 2000). Jenkins and Astington proposed that discussions 

involving different perspectives and disputes related to causality among siblings 

might foster children's comprehension of intentionality and the link between thoughts 

and actions. 

Researchers have begun exploring individual differences in children's theory

of-mind comprehension within the context of how they engage with others. For 

instance, studies evaluating early emotional comprehens ion and affective perspective

taking have suggested that adeptness in tasks requiring perspective-taking skills 

appears to correlate with cooperative play behavior as early as ages 3 to 4 (Dunn et 

aI. , 1991). The capacity to attribute mental states to others has also been associated 

with individual differences in early fantasy and pretense (Schwebel et aI., 1999; 

Taylor & Carlson, 1997). Links have also been observed between theory-of-mind 

proficiency and the quality of children's interactions with friends, encompassing 

levels of conSict and effective communication (Dunn & Cutting, 1999). Additionally, 

the amount of time spent in exp licit role assignment dUling pretend play and the 

ability to co llaboratively plan pretend play with peers are related to children's 
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understanding of mental states (Astington & Jenkins, 1995; Jenkins & Astington, 

2000) . Notably, children's comprehension of mental states also plays a role in their 

display of prosocial behavior and positive social skills (Dennis & Slaughter, 2000; 

Watson et aI., 1999). These studies underscore the close interrelation between 

competent interactive behavior and understanding of mental states. 

Theory of Mind Researches in Pakistan 

M. Abdullah in her research on ' Association between Theory of Mind and 

Peer Problems'. The study builds on intermediate approach of ToM development, 

according to which universalism and relativism are two ends of the continuum 

(Alivah-Naveh, 20 19) . It explores that the perfonnance of a 6 years and 6 months ' 

children and older was above chance on all false belief tasks, supporting the 

universality of ToM development with different age ranges in different cultures. Also, 

theory of mind negatively predicted peer relationship problems of this sample, 

revealing real life implication of mentalizing for interaction in social world. This 

research indicated that false belief comprehension is key to better social adjustment 

and the participants of this study also showed that a child's understand ing of mental 

state tetIDS is ctitical for better social adaptation (Abdullah et. aI. , 2021). 

Another study was conducted by S. Nawaz and R. Hanif which explored the 

role of language interaction in the development of Theory of Mind in preschool 

children. Role of language interaction; espec ially mental state talk and more recently 

causal mental state talk along with quality of the language interaction for TOM 

development is highlighted in many previous researches. The results of the present 

study lend support to the role of verbal interaction for children's concurrent and 

subsequent TOM perfonnance. maternal initiation of new topics was a significant 

correlate of the child 's subsequent ab ility to differentiate pretense from reality. In 

addition , mother's di sengagement was a significant negative correl ate of child 's 

concurrent ability to report the protago nist 's des ire and belief which are at odds with 

the current reality. 

Two main conclusions were drawn: (1) TOM development of the Pakistani 

children is significantly delayed and different developmental sequence is observed 

(acquisition of desire and pretense before a grasp of belief is not observed) (2) there 
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are factors in social linguistic environment contributing towards this delayed 

perfOlmance (Nawaz et al., 2014). 

Figure 1 

Conceptual Model of the Study 
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Rationale 

THEORY OF 
MIND 

Given the small number of TOM research available for non-Western cultures, 

the present study will be conducted with Pakistani preschool children aged between 3-

8 years to test, whether the parental psychosocial correlates playa role in the theory of 

mind development. Keeping in view the repol1ed importance of social factors e.g. , 

having sib lings (Peterson, 2000), and mother's education (Pears & Moses, 2003) for 

ToM development, these factors can be used to educate the families about its 

imp0l1ance. 

Studies reveal a significant relationship between empathy and the ToM 

(Taylor & Carlson, 1997, Jackson et al., 2006; Meltzoff & Decety, 2003) . The cutTent 

study will focus of the role of parental empathy and its inf1uence on the development 

on the child ' s ToM. 
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Chapter 2 

Method 

This research alms to explore the relationship of Parental Involvement, 

Parental Empathy and Emotional Expressiveness in the development of Theory of 

Mind (ToM) among pre-school children. 

Objectives 

Listed below are the main objectives of the study. 

I. To investigate the Theory of Mind development of Pakistani preschoolers (3-8 

years old). 

2. To investigate the association between parental (paternal/maternal) 

involvement and Theory of Mind development among preschoolers. 

3. To investigate the association between parental empathy (paternal/maternal) 

and Theory of Mind development among preschoolers . 

4. To investigate the association between parenting that encourages the 

perspective of others and Theory of Mind development among preschoolers. 

5. To investigate the association between parental expression of emotions and 

Theory of Mind development among preschoolers. 

6. To investigate the role of demographics in the development of Theory of Mind 

among preschoolers. 

Hypotheses 

Following are the proposed hypotheses of this study. 

1. Parental [nvo lvement is positively related to the development of the Theory of 

Mind among preschoolers. 

2. Parental Empathy is positively related to the development of the Theory of 

Mind among preschoolers. 

3. Parenting that encourages perspective-taking of others is positively related to 

the development of the Theory of Mind among preschoolers. 
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4. Parental Positive Emotion Expressiveness is positively related to the 

development of the Theory of Mind among preschoolers. 

5. Parental Negative Emotion Expressiveness is negatively related to the 

development of the Theory of Mind among preschoolers. 

6. Child ' s age will positively predict the development of the Theory of Mind 

among preschoolers. 

7. Number of siblings will positively predict the development of the Theory of 

Mind among preschoolers. 

8. Family System will moderate the relationship between Emotion 

Expressiveness and Theory of Mind. 

Conceptual and Operational Definitions of Variables 

The operational definitions of the variables included in the current study were 

as follows: 

Parental Involvement 

Parental involvement means that parents actively take part in various aspects 

of their children's growth - socially, emotionally, and academically. It covers a broad 

range of things, like what parents hope for their kids' academic future, how much they 

help with homework, how engaged they are in aiding their children's leaming or 

assignments, and how often they're present at school. Some of these ideas involve 

actions that can be encouraged or depend on each parent's choices (Castro et al., 

2015). 

Different studies define parental involvement in different ways, including the 

things parents do at home or at school. It's not just about parents supporting their 

children's learning at home, but also about how they get involved in school activities 

and the local community. A higher score on the scale means that parents are more 

engaged. This Parental Involvement scale has five subscales. 

Involvement in School Activities. It includes the participation of parents in 

their children's education within the family but also parental palticipation in schools 

and the local community. A higher score on involvement in school activities subsea Ie 

indicates higher involvement in school activities. 
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Anxiety and Over-Protection. Helping children become their own 

individuals, fostering their independence and autonomy, is a vital part of their growth 

from infancy to adole cence. Good parenting supports these goals at the right times as 

kids age. On the other hand, overprotective parenting involves being overly involved, 

not allowing outside influences, and promoting dependency that's not suitable for 

their age (Bayer et. aI., 2009). This happens at the cost of letting them develop their 

own identity and learn to be separate from their parents (Segrin et. aI., 2012). A 

higher score in this area shows that parents might be more anxious and overly 

protective. 

Monitoring. In the years before starting fOtmal schooling, how parents 

interact with their children holds a lot of sway over how well kids learn to manage 

themselves (Dennis, 2006). This involves how closely parents keep an eye on what 

their child does both at home and when they're at school. If the score is higher, it 

means parents are keeping a closer watch on their child's activities. 

Help With Homework. This subscale focuses on the parental activities which 

are directed at helping their child with school homework. Higher scores indicate 

parental helping attitude with school homework. 

Interest Development-Extra Curriculum Activities. This subscale indicates 

all those parental activities which are directed towards the interest development of 

their child apart from school-based activities. A higher score on this subscale 

indicates a higher parental attitude towards developing interest in extra curriculum 

activities in their child. 

Parental Empathy 

Being able to truly understand and connect with your child's emotions, 

thoughts, desires, and reasons is like a superpower for parents . This abi lity, known as 

parental empathy, is incredib ly important. It's not just about knowing what your child 

is going tlu'ough, but also about how you show care and understanding towards others 

in general. This empathetic parenting isn't just a nice touch - it's a crucial pmt of 

helping children learn how to fit in socially and adapt well to different situations as 

they grow (Abraham, 2018). 
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Think of it as a foundation for sensitive parenting. When parents score higher 

on this "empathy scale," it means they're good at understanding their child's 

perspective and showing that they truly care about how others feel. This kind of 

empathetic parenting is like a guiding light that supports children throughout their 

lives, helping them navigate various social situations and connect with others. 

Emotion Expressiveness 

It is described as the way parents express their emotions, demonstrating facial 

expressions and actions associated with various emotional situations. This helps 

children grasp and comprehend emotions more effectively. A high score on this scale 

indicates a higher levels of parental emotion expressiveness. It has 2 subscales. 

Positive Emotion Expressiveness. It represents the expression of positive 

emotions by the parents like hugging, kissing, snuggling the child. A higher score on 

this subscale indicates a higher expression of positive emotions. 

Negative Emotion Expressiveness. It represents the expression of negative 

emotions by the parents like ftightening, scolding, shouting at the child. A higher 

score on this subscale indicates a higher expression of negative emotions. 

Theory of Mind (ToM) 

Back in the 1970s, Premack introduced the term "Theory of Mind" or ToM. 

This idea revolves around the skill of attributing mental states - like thoughts, wants, 

knowledge, and intentions - to ourselves and others. It's kind of like understanding 

what's going on in someone's head to predict how they might act (Premack & 

Woodruff, 1978). 

The theory of mind isn't just some fancy term - it's our human ability to get 

that other people are more than just bodies. They have their own thoughts, desires, 

and intentions. This ability forms the basis for how we uniquely understand and 

engage with others, which is super in1portant for things like talking, teaming up, and 

creating a shared way of life (Rakoczy, 2022). 

To measure how well kids grasp this "Theory of Mind," researchers used 

something called the "Theory of Mind Scale" created by Wellman in 2004. This scale 

had five tasks that gradually got tougher, helping us see how children develop this 
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skill over time. A higher score on this scale indicates a higher level of ToM 

development in the child. 

Sample 

The data was collected using the purposive sampling technique. Sample (N 

= 151) comprised of parent-child dyads who were approached from the preschools. 

The sample include both mothers (n = 116) and fathers (n = 35) in parents and boys 

(n=84) and girls (n=67). The age range of the father's sample varied between 26 years 

to 53 years (M = 37.55, SD = 4.87) whereas the age range of mother' s sample varied 

between 22 years to 46 years (M = 33 .58, SD = 4.39). Similarly, the age range of 

children ' s sample varied between 3 years 1 month to 8 years (M = 5.73 , SD = 1.50). 

Table 1 

Descriptive Statistics afSample (N = 151) 

Demographics N % 

Parent's Gender 
Male 35 23.2 

Female 11 6 76.8 

Child 's Gender 
Boy 84 55 .6 

Girl 67 44.4 

Family System 
Nuclear 67 44.4 

Joint 82 54.3 

Monthly Family Income 
35000 and below 28 18.5 

35000-70000 4 1 27.2 

70000-150000 30 19.9 

150000 and above 52 34.4 

Number of Languages Spoken at Home 

1 55 36.4 

2 70 46.4 

3 and more 26 17.2 

Number of Adults in the Family 
0-2 47 3 1.1 

3-5 56 37. 1 

6 and more 48 3 l. 8 

Number of Children in the family 
0-2 37 24.5 

3-5 59 39. 1 

6 and more 55 36.4 
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Table I shows the descriptive statistics of the sample. It shows frequencies of 

different demographic variables. 

Inclusion Criteria 

The inclusion criteria for the parents ' sample of present study involved parents 

with at least 1 child aged between 3-8 years and the child must be enrolled in any 

kindergarten program. 

The inclusion criteria for the children sample of the present study involved 

children aged between 3-8 years. Children must be enrolled in any public or private 

education sector. 

Exclusion Criteria 

Parents with all the children older than 8 years of age were excluded as well as 

parents with any psychopathology. Children below 3 years of age and above 8 years 

of age were excluded. 

Table 2 

Descriptive Statistics of Fathers (N= J 5 J) 

Characteristics of Fathers 

Age 

19-40 

40-65 

Education 

Till Intermediate 

Graduate and Post-Graduate 

Occupation 

Plivate 

Government 

Business 

Quality Time Spent with Child 

0-2 hours 

2-4 hours 

4-6 hours and above 

n 

111 

40 

55 

96 

90 

27 

34 

11 8 

25 

8 

% 

73.5 

26.5 

36.4 

63 .6 

59.6 

17.9 

22.5 

78.1 

16.6 

5.3 
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Moreover, the frequencies of the father ' s characteristics were also measured. 

Findings showed that most of the fathers lies between the age range of 19-40 years 

i.e., 111 fathers. 96 of them had an education level of graduation and post-graduation. 

Looking at the occupation, 90 participants out of 151 participants repot1ed having a 

private job and only 27 participants had a stable government job. Out of 151 

participants, 118 reported spending around 0-2 hours with their child whereas, only 8 

reported spending 4-6 or more hours with their child. 

Table 3 

Descriptive Statistics a/Mothers (N= 151) 

Characteristics of Mothers 

Age 

19-40 

40-65 

Education 

Till Intennediate 

Graduate and Post-Graduate 

Occupation 

Working 

Housewife 

Quality Time Spent with Child 

0-2 hours 

2-4 hours 

4-6 hours and above 

N 

109 

42 

49 

102 

26 

124 

51 

71 

29 

% 

72.2 

27 .8 

32.5 

67.5 

17.3 

82.1 

33 .8 

47.0 

19.2 

Characteristics of mothers were also measured. Findings of Table 3 showed 

that the majority of the mothers lie between the age range of 19-40 years i.e., 109 

mothers. 102 of them had an education level of graduation and post-graduation and 49 

out of 151 had an education of intetmediate or below. Looking at the occupation, the 

maximum number of mothers were housewives i.e. , 124 out of 15 1 and only 26 

mothers were working mothers . Out of 151 participants, 51 reported spending around 

0-2 hours with their child, 71 mothers reported spending 2-4 hours with their child 

whereas, 29 repot1ed spending 4-6 or more hours with their child. 
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Table 4 

Descriptive Statistics afChildren (N=151) 

Characteristics of Children n % 

Gender 

Boys 84 55.6 

Girls 67 44.4 

Age 

5 and below 38 25.2 

5-6 years 37 24.5 

6-7 years 4 1 27.2 

7-8 years 35 23 .2 

Grade 

Playgroup 37 24.5 

Nursery 27 17.9 

Kindergarten 84 55.6 

Number" of Siblings 

0-1 59 39.1 

2 42 27.8 

3 and more 50 33.1 

Birth Order 

56 37.1 

2 49 32.5 

3 and above 44 29. 1 

Table 4 illustrates that 84 out of 151 chi ldren were boys and 67 of them were 

girls. Most of the children were aged between 6-7 years i.e. , 41 children and the least 

of them belonged to the 7-8 years of age group i.e., 35 children. 37 participants were 

enrolled in playgroup, 27 in nursery and 84 were enrolled in kindergarten. Parents of 

59 children repot1ed them having none or only 1 sibling, 42 of them having 2 siblings 

and 50 having 3 or more siblings. Whereas, out of 15 1 children, 56 were 1 sl born, 49 

were 2nd born and 44 were 3rd born or above. 
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Instruments 

The following instlUments were used to assess the study constlUcts. A detailed 

description of each scale is also given. 

Parental Involvement Scale (PIS) 

It is based on a self-repol1 inventory developed by Georgiou (2007). The scale 

consists of 30 items scored on a 5-point Likert scale where 1 represents not at all tlUe 

and 5 represents absolutely tlUe. The scale has 5 subscales namely involvement in 

school activities, anxiety and over protection, monitoring, help with homework and 

interest development-extra curriculum activities. The scale produces factors with 

reliable Cronbach alpha levels of .70-.90 (Georgiou, 2007). 

Inter-Personal Reactivity Index (IRI) 

Two subscales namely 'Empathetic Concern ' and ' Perspective Taking' of 

Inter-personal reactivity index (Davis, 1980) were used to measure parental empathy. 

Both the subscales consist of 7 items each totaling to a 14 item measure. The 

Cronbach alpha reliability of the empathetic concern subscale is .71 for males and . 75 

for females whereas the Cronbach alpha reliability of the perspective taking subscale 

is .68 for males and .73 for females. 

The scale has 5 reverse coded items. These items are item number 2, 3, 7, 8, 

and 9. 

Parenting that encourages children to take the perspective of others 

The extent to which parents encourage their children to take the perspective of 

other people was measured using two items. Mothers rated how well each statement 

describes them on a five-point scale ranging from 1, not like me at all, to 5, very much 

like me. Scores on the two items were summed to give a total score with a maximum 

possible of 10 (Farrant, 2011). 

Self-Expressiveness in the Family Questionnaire (SEFQJ 

The evaluation of mothers' exhibition of positive and negative emotions 

towards their offspring was conducted tlu·ough a self-report assessment of self

expressiveness within mother-child interactions, as detailed by Mizokawa (2013). 

This assessment represents a modified adaptation of the Self-Expressiveness in the 
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Family Questionnaire (SEFQ; Halberstadt et ai. , 1995). Parents were tasked with 

rating 19 items spanning ten positive dimensions (Cronbach's a = 0.77) and nine 

negative dimensions (Cronbach's a = 0.83) on a 4-point Likert scale, ranging from I 

(indicating infrequent occurrence) to 4 (indicating very frequent occurrence). The 

potential score range for this assessment encompassed values between 10 and 40 for 

parental positive emotional expressiveness and between 9 and 36 for parental negative 

emotional expressiveness . 

The positive subscale was used as an index of parents ' positive emotional 

express ions towards their chi ldren (e.g. , ' Praising your chi ld for good work', 

' Express ing excitement about your child's future plans ', and 'Demonstrating 

admirat ion about your child to him/her' ). Items include item number 3, 9, 10, II , 12, 

14,15,16, 18 , and 19. 

The negative subscale was used as an index of parents' negative emotional 

express ion towards their chi ldren (e .g. , ' Expressing dissatisfaction with your child's 

behavior' , 'Expressing anger at yo ur chi ld's carelessness ', and ' Showing contempt for 

your child's actions') . Items include item number 1,2, 4, 5, 6, 7, 8.13 , and 17. 

Theory of Mind Scale (ToM) 

Theory of mind scale (Wellman, 2004) was used to measure the ToM of 

children. The scale comprised of 5 tasks in increasing order of difficulty stalting from 

diverse desire (DD), diverse belief (DB), knowledge access (KA), false belief (FB), 

and hidden emotion (HE). Every correct response to the tasks gets 1 score and every 

incorrect response gets a score of O. A higher score on this scale indicates a higher 

level of ToM development in the child. The Cronbach alpha reliability of this scale is 

.92. 

Procedure 

13 different preschools were approached for the purpose of data collection. 

After getting permission from the respective preschool principals, 288 fOlms were 

attached on the students' diaries to get parental consent. Out of 288 fOlms 182 forms 

were returned and out of those 182 fOlms, 31 fonns were discarded, and 151 forms 

were retained for the fina l study analyses. 
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Informed consent and the parental forms were attac hed to the students ' diaries 

to get pern1ission to perform tasks. The topic, aims, objectives and significance of thi s 

research were highlighted in the informed consent so that the parents could get a 

better insight into the tasks which were performed with the children. Only those 

students were selected whose parents provided pennission and who also filled and 

returned the parental forms through the student ' s diaries. 

The participants were informed that they have the right to quit participation in 

research at any stage during data collection. They were also assured that their and 

their child 's information would be kept confidential and would only be used for 

research purposes only. The participants were appreciated for their time and 

cooperation and were thanked for providing genuine infOlmation on their part. 
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RESULTS 
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Chapter 3 

Results 

In the study, SPSS Version 26 was used for statistical analyses. Descriptive 

statistics and Cronbach alpha reliability coefficients were calculated to summarize the 

study variables and assess measurement scale reliability. To examine relationships 

among the variables, Pearson Product Moment Con-elation was employed. Multiple 

regression analyses, including hierarchical regression, were conducted to identify 

significant predictors of theory of mind (ToM) from the study variables. Additionally, 

moderation analyses were performed to explore how ce11ain relationships might be 

influenced by other variables. FUl1hermore, the study investigated group differences 

using independent sample t-tests and ANOVA to compare mean values among 

different groups. These analyses provided valuable insights into the study's fmdings 

and relationships between the variables. 

Theory of Mind Assessment of Preschool Children 

The Theory of Mind Scale developed by Henry Wellman was used to gauge 

the theory of mind abilities the preschoolers. The scale consists of five tasks presented 

in increasing order of difficulty. Each task is either scored as con-ect or I or as 

incorrect or 0 depending on the preschoolers ' responses. FUl1her details regarding the 

tasks are given in chapter two under the scales. 

To cany out the Theory of Mind tasks, the following props were used. For 

task one a small figurine of a man and a printed and laminated drawing of a can-ot and 

a cookie was used. For task two a small figurine of a girl and a printed and laminated 

drawing of a bush and garage was used. For task three a plain white box was used 

with a small elephant toy. For task four an empty bandage box along with a small toy 

turtle was used. For the last task a printed and laminated drawing of the back of a boy 

was used along with an emotion strip showing happy, sad and okay emotions. 

Task one assesses the Diverse Desires (DO) of the preschoolers by presenting 

them with a simple situation. Task two assesses the Diverse Belief (DB) of the 

preschooler; how the preschooler is able to differentiate between his or her own 

beliefs and the beliefs of other people around them. Task three measures Knowledge 

Access (KA) . Task four focuses on the False Belief (FB) possessed by the 

preschoolers whereas, task five assesses the Hidden Emotion (HE) of the 

preschoolers. 



Table 5 

ToM Tasks Assessment of Preschoolers (N= 151) 

ToM Tasks 

No Task Passed 

Diverse Desire 

Diverse Belief 

Knowledge Access 

False Belief 

Hidden Emotion 

f 

18 

24 

27 

28 

53 

% 

.7 

11.9 

15.9 

17.9 

18.5 

35.1 
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Table 5 shows that there was only I preschooler who was not able to answer 

any task cOlTectly. 18 preschoolers were only ab le to answer the first task cOlTectly, 

24 were able to answer two tasks COtTectly. 27 preschoolers passed the first 3 tasks 

and 28 were able to clear the first 4 tasks. Whereas 53 preschoolers answered all five 

tasks correctly. A hi gher score on this scale indicates a higher leve l of ToM 

development in the child. 

It was revealed in the data that there were 84 boys (i'vf= 3.45, S.D.= 1.46) out 

of the total 151 preschoolers and 67 girls (A1=3.49, S.D.=4.41). The mean value shows 

that there is no notable difference between both groups. 

Descriptive Statistics 

The mean scores, standard deviation, Cronbach alpha reliability, skewness 

and kurtosis along with range of the data were tabulated. The potential range in the 

Table 6 indicates the score range obtained by the sample while the actual range is the 

range of the scale between which scores can fall. Skewness and kut10sis were 

calculated for the nonnality assumptions. 

The most widely accepted value for Cronbach ' s alpha is .70 and above (Hair 

et aI., 2006). Table 6 shows the Cronbach alpha reliability of all the scales and 

subscales fall in an acceptable range, indicating that the scales accurately measure the 

constlUcts and are internally consistent. 

The perspective-taking scale has a Cronbach alpha reliability of .66. DeVellis 

(2012) suggests that alpha values of .60 and above may be acceptable in some 

instances. So, the alpha value of .66 of the perspective-taking scale is also within the 

acceptable range. 
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Table 6 

Descriptive Statistics and Cronbach 's Alpha of the Scales (N= 151) 

Scales k a M SD Skew Kurt 
Range 

Potential Actual 

PIS 30 .95 11 4.77 24. 11 -1.1 0 .83 30-150 43- 144 

IRl 14 .9 1 47.46 L3.58 -. 15 -.71 14-70 14-69 

PPT 2 .66 7.89 2. L5 -.91 .05 2-10 2-10 

SEFQ 19 

Positive 10 .93 35 .05 6. 11 -2.20 4.96 10-40 13-40 

Negative 9 .9 1 15.98 6. 16 .82 .22 9-36 9-33 

ToM 5 .71 3.47 1.44 -.44 -1.09 0-5 0-5 

Note. PIS= Parenta l In vo lvement Sca le; IRl= Interpersonal Reacti vity Index; PPT= Parenting that 

encourages Perspecti ve taking, SEFQ= Self-Exp ressiveness in the Fam il y Questionnaire ; ToM= 

T heOIY of Mind; k= Number of Items of the Scale; M= Mean; S.D.= Standard Deviation; Skew= 

Skewness; K urt= K Uliosis 

Furthermore, both skewness and kurtos is can be analyzed through descriptive 

statistics. Acceptable va lues of skewness fa ll between - 3 and + 3. The standard 

deviation of the scales indicated that the variability of the data is normally distributed. 

The score range of the scales and subscales fa lls between the actual ranges of the 

scales . The scores on Self-Expressiveness in the Family Questionnaire (SEFQ) were 

showing a high value of positive ku110sis which suggest a pointy and heavy tailed 

distribution in which most scores are lying close to the average (Field, 2013) 

Results in Table 7 indicate the cOlTelation pattern among the variables under 

investigation. 

Results show that Parental Involvement is significantly positively correlated 

with the development of Theory of Mind among children, this means that as Parental 

Invo lvement increases in children, the development of Theory of Mind among 

children also increases. Hence, HI is confumed. Parental Empathy is significantly 

positively related to the development of the Theory of Mind among children. So, H2 

is also proven. Perspective Taking in parents has a significant positive correlation 

with the development of the Theory of Mind among children. This confi lIDs our 3rd 

hypothesis H3. Positive Emotion Expressiveness of parents is pos itively correlated 

with the Theory of Mind among children and Negative Emotion Expressiveness of 
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parents is negatively associated with the Theory of Mind among children. Hence, H4 

and H5 are supported by the data. 

Table 7 

Pearson Product Moment Correlation Among Study Variables and Demographic 

Variables (N = 151) 

Sr. 
Variable 2 3 4 5 6 7 8 

No. 

PI .77** .70** .76** -.62** .54** .24** .24** 

2 PE .73** .63** -.6 1 ** .64** .34** . l 4 

3 PT .65** -.64** .57** .2 1 ** .25** 

4 EEPos -.59** .47** .20* .29** 

5 EENeg -.55** -.2 1 ** -.29** 

6 ToM .38** .27** 

7 CA -.03 

8 MI 

Note: PI= Parental Involvement; PE= Paren tal Empathy; PT= Perspective-Taking; EEPos= Positive 

Emotion Exp ressiveness; EENeg= Negative Emotion Expressiveness; ToM= Theory of Mi nd; CA= 

Child 's Age; MI= Mo nthly income 

*p < .05 **p < .OJ 

Results in Table 7 indicate the con-elation pattern among the study variables 

and the demographic vari ables. The results reveal that the child 's age is pos itive ly 

con-elated with the development of the ToM among children. Similarly, monthly 

income is also positively cOlTelated with the development of the ToM among 

children. 

Regression Model Predicting the Development of Theory of Mind 

Multiple hierarchical regression was perfonned to assess the variance caused 

by the variables in predicting the development of the theOlY of mind of preschool 

children. In the first model, the effect of the demographic variables was controlled. 

Table 8 presents the impact of Parental Involvement, Parental Empathy and 

Emotion Expressiveness on children's development of the theory of mind. 

In step 1, predictors that are the child 's age, monthl y income, number of 

siblings and mother' s age account fo r 26% vari ance in the Theory of Mind. In step 2, 

the value of R2 revealed that predictors i. e., parental involvement, parental empathy, 
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perspective-taking, positive emotional expreSSiveness and negative emotion 

expressiveness along with the demographic variables explain 53% variance in 

predicting the ToM. 

Table 8 

Multiple Hierarchical Regression Analysis Predicting Theory of Mind (N = 151) 

Variable 

Constant 

Child ' s Age 

Monthly Income 

No. of Sib lings 

Mother' s Ed ucation 

Parental Involvement 

Parental Empathy 

Perspective taking 

Emotion Expressiveness 

Positive 

Negative 

Step L 

B 

L .85** 

.5 5*** 

.37*** 

-.29** 

-.13 

.26 

12.99*** 

12.99 

Step 2 

B 

L.21 

.31 *** 

.2 1 ** 

-.2 1 * 

-.06 

-.002 

.04*** 

.07 

-.01 

-.04* 

.53 

.26 

17.68*** 

16.07 

Note: C[= Confidence Interval ; LL= Lower Limit; UL = Upper Limit 

*p < .05 **p < .01 ***p < .001 

Moderation Analyses 

Theory of Mind 

LL 

-.65 

.13 

.05 

-.42 

-.47 

-.01 

.02 

-.04 

-.05 

-.07 

95% CI 

UL 

3.08 

.48 

.38 

-.00 

.35 

.01 

.06 

.20 

.03 

-.00 

SPSS (PROCESS macro) was used to perform the moderation analysis among 

various demographic variab les and predictors and outcome variable. 

Moderating Role of Family System for Predicting Theory of Mind from Negative 

Emotion Expressiveness 
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The family system significantly moderates the relationship between the 

negative emotion expressiveness of the parent and the development of theory of mind 

among children. Table 9 shows the moderating role of the family system. Table 9 

illustrates noteworthy primary impacts of Negative Emotion Expressiveness, along 

with non-significant primary effects of the Family System, in relation to the 

development of Theory of Mind in preschool-aged children. The major effect of 

negative emotion expressiveness is significant (fJ = -.24, p < .00), indicating that high 

negative emotion expressiveness predicts low development of the ToM among 

children. Major effect of family system lS not related with the development of the 

ToM in children (fJ = -.20,p > .05). 

Table 9 

Moderating Role of Family System for Predicting Theory of Mind from Negative 

Emotion Expressiveness (N= 151) 

Variables 

Constant 

Negative Emotion Expressiveness 

Family System 

Negative Emotion Expressiveness X Family 

System 

R2 

LlR2 

F 

f3 

3.75*** 

-.24*** 

-.20 

.07* 

.34 

.02 

25.12 

95% CI 

LL UL 

3.11 4.39 

-.35 -. 13 

-.60 .18 

.0 1 .14 

Note. B = Unstandard ized Beta; CI= Confidence Interval ; LL= Lower Limit; UL = Upper Limit 

*p. < .05. ***p < .00 1. 

The findings presented in Figure 1 shed light on the role of family system in 

predicting the development of ToM among preschoolers. The graph reveals a negative 

relationship between negative emotion expressiveness and theory of mind 

development in preschoolers. This suggests that when parents display more negative 

emotions, it may hinder the chi ldren's capacity to comprehend and interpret the 

mental attributes of other people. 
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However, the graph also indicates that this negative relationship is influenced 

by the type of family system: joint family system versus nuclear family system. In 

joint families where multiple generations and extended family members live together, 

the negative relationship between negative emotion expressiveness and ToM 

development is more pronounced. 

Moreover, the interaction of negative emotion expreSSIveness and family 

system is significant (fJ = .07, p < .05), which indicates moderation is significant. The 

interaction effect of these two variables is significantly positive and has added 34% 

variance. Therefore, it can be inferred that the family system has a significant role in 

predicting the development of ToM in children in the context of family system. Thus, 

the eighth hypothesis (i.e., the family system will moderate the relationship between 

Emotion Expressiveness and Theory of Mind) has been supported in case of the 

family system. 

Figure 2 

Interaction Effect 0/ Negative Emotion Expressiveness with Family System on the 

Development o/Theory o/Mind. 
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Figure 2 shows the moderating effect of the family system for the relationship 

between negative emotion expressiveness and the development of ToM among 

preschoolers. X-axis represents negative emotion expressiveness and Y-axis 
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represents the development of ToM. The mod graph demonstrates that the steeper line 

represents the nuclear family system. The more negative emotion expressed in this 

family system, the lower will be the development of ToM of the child. 

Whereas the less steep line represents the joint family system. Here the more 

negative emotion expressed in this family system, the ToM development of the 

children will be better as compared to the other family system. 

Hence the family system acts as a moderator between the relationship of the 

predictor variable i.e. , negative emotion expressiveness and the outcome variable i.e., 

Theory of Mind. 

Moderating Role of Number of Languages Spoken at Home for Predicting 

Theory of Mind from Positive Emotion Expressiveness 

Number of languages spoken at home significantly moderates the relationship 

between the positive emotional expressiveness of the parent and the development of 

theory of mind among children. Table 10 shows the moderating role of the number of 

languages spoken at home. 

Table 10 

Moderating Role of Number of languages Spoken at Home for Predicting Th eory of 

Mindfrom Positive Emotion Expressiveness 

Variables fJ 95% CI 

LL UL 

Constant 3.49*** 3.28 3.69 

Positive Emotion Expressiveness .10*** .06 .13 

Number of Languages .01 -.27 .29 

Positive Emotion Expressiveness X Number of 
-.05* -.11 -.00 

Languages 
R2 .24 
LlR2 .02 

F 15.87 
Note. B = Unstandardized Beta; CI= Confidence Interval; LL= Lower Limit; UL = Upper Limit 

*p. < .05 . ***p < .001. 

Table 10 depicts significant main effects of Positive Emotion Expressiveness 

and non-significant main effect of Number of Languages Spoken at Home on 

preschoolers' Theory of Mind development. The major effect of positive emotion 

expressiveness is signiiicant (f3 = . 10, p < .00) , indicating that high positive emotion 
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expreSSiveness predicts high development of the ToM among children. The major 

effect of number of languages spoken at home is not related with the development of 

the ToM in children (fJ = .01 , p > .05) . Moreover, the interaction of positive 

emotion expressiveness and the number of languages spoken at home is significant (fJ 

= -.05 , p < .05), which indicate moderation is significant. The interaction effect of 

these two variables is significantly positive and has added 24% variance. Therefore, 

it can be inferred that the number of languages spoken at home has a significant role 

in predicting the development of ToM in children in the context of positive emotion 

expresslveness. 

Figure 3 shows the moderating effect of the number of languages spoken at 

home for the relationship between positive emotion expressiveness and the 

development of ToM among preschoolers. X-axis represents positive emotion 

expressiveness and Y-axis represents the development of ToM. The mod graph 

demonstrates that the steeper line represents only 1 language spoken at home. The less 

the number of languages spoken at home, the more it will influence the development 

of theory of mind among preschoolers. 

Figure 3 

Interaction Effect of Positive Emotion Expressiveness with the Number of Languages 

Spoken at Home on the Development of Theory of Mind. 
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Figure 3 demonstrates the significant moderating role of number of languages 

spoken at home in predicting the theory of mind among preschoolers. The graph 

reveals the positive re lationship between the number of languages spoken at home and 

the development of ToM among preschoolers. Preschoolers living in fami lies where I 
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language is spoken show a greater development of ToM as compared to preschoolers 

who were living in families where 2 or more languages were spoken. Therefore, 

moderation analysis interaction tenn suggests that after interaction preschoolers living 

in families where only 1 language is spoken show remarkably more development in 

their theory of mind. 

Moderating Role of Father's Education for Predicting Theory of Mind from 

Parental Involvement 

Father's education significantly moderates the relationship between parental 

involvement and the development of the theOty of mind among children. Table 12 

shows the significant moderating role of the father ' s education. 

Table 11 depicts the significant main effects of Parental Involvement and the 

non-significant main effect of father 's education on the development of the Theory of 

Mind among preschoolers. The major effect of father ' s education is not significant (jJ 

= .17, p > .05) . The major effect of parental involvement is significant and is related 

with the development of the ToM in children (j3 = .06, p < .00). 

Table 11 

Moderating Role of Father 's Educationfor Predicting Themy of Mindfrom Parental 

Involvement 

Variables 

Constant 

Parental Involvement 

Father's Ed ucation 

Parental Involvement X Father's education 
R2 

LlR2 

F 

fJ 

3.18*** 
.06*** 

.17 

-.01 * 
.32 
.01 

23.26 

95% CI 

LL UL 
2.50 3.86 
.03 .09 
-.22 .57 
-.03 -.00 

Note. B = Unstandardized Beta; C]= Confidence Interval ; LL= Lower Limit; UL = Upper Lim it 

*p. < .05. ***p < .001. 

Moreover, the interaction of parental involvement and father's education is 

significant (fJ = -.01 , p < .05), which indicates moderation is significant. The variance 

caused in the outcome variable i.e., ToM due to the interaction effect of the predictor 

variab le i.e. , parental involvement and the moderator variab le i.e., father 's education 

is 32%. Therefore, it can be inferred that father's education has a significant impact 
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in predicting the development of ToM in preschool children in context of parental 

involvement. 

Figure 4 demonstrates the significant moderating role of father's education in 

predicting the theory of mind among preschoolers. The graph reveals the positive 

relationship between father ' s education and the development of ToM among 

preschoolers. 

Figure 4 

Interaction Effect of Parental Involvement with Father's Education on the 

Development of Theory of Mind. 
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Moderating Role of Mother's Age for Predicting Theory of Mind from 

Perspective Taking 
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Mother ' s age significantly moderates the relationship between parental 

perspective taking and the development of the theory of mind among children. Table 

13 shows the s ignificant moderating role of the father' s education . 

Table 12 depicts the significant main effects of Perspective Taking and the 

non-significant main effect of Mother's age on the Theory of Mind development 

among preschooler children. The major effect of mother' s age is not significant (fJ = -

.17, p > .05) . The major effect of perspective- taking is significant and is related with 

the development of the ToM in children (fJ = .73 , p < .00). Moreover, the interaction 

of mother' s age and perspective-taking is significant (f3 = -.01 , p < .05), which 

indicate moderation is significant. The variance caused in the outcome variable i.e., 

ToM due to the interaction effect of the predictor variable i. e., perspective taking and 

the moderator variable i.e., mother's age is 36%. 

Table 12 

Moderating Role of Mother '5 Age for Predicting TheofY of Mind from Perspective 

Taking 

Variables 

Constant 

Perspective Taking 

Mother' s Age 

Perspective Taking X Mother' s age 

R2 

LlR2 

F 

f3 

3.69* ** 

.73 *** 

-.17 

-.29*** 

.36 

.03 

27.62 

95% C[ 

LL UL 

3.13 4.26 

.46 l.01 

-.59 .24 

-.50 -.08 

Note. B = Unstandardi zed Beta; CI= Confidence Interval; LL= Lower Limit; UL = Upper Limit 

*p . < .05. ***p < .001. 

Therefore, it can be inferred that mother's age has a significant role tn 

predicting the development of ToM in children in the context of perspective taking. 
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Figure 5 

Interaction Effect of Perspective-Taking with Mother 's Age on the Development of 

Theory of Mind. 
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In Figure 5, a discernible pattern emerges, underscoring the substantial 

moderating influence of a mother's age on the prediction of Theory of Mind (ToM) 

development among preschool-aged children. The graph conspicuously portrays a 

negative correlation between maternal age and the progression of ToM acumen within 

the preschooler cohOlt. 

Specifically, the data reveals that offspring born to mothers aged between 19 

and 40 years exhibit a more pronounced advancement in ToM capabilities m 

compa11son to those with mothers aged between 40 and 65 years. 

Elaborating on the interaction dynamics, it becomes evident that an intricate 

interplay exists between the age of the child and the age of the mother. This 

interaction is clUcial in influencing the trajectory of ToM competence in these 

children. Notab ly, the interaction telm analysis signifies that within this intricate 

interplay, the cohOlt of children whose mothers fall within the age range of 19 to 40 

years exhibits a notably augmented progression in ToM proficiency. 

In summary, the interaction dynamics between the age of the child and the age 

of the mother intricately shape the developmental trajectory of Theory of Mind 

competence in preschool children. This interplay is characterized by a notable 

augmentation in ToM proficiency among children whose mothers are aged 19 to 40 
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years . Understanding these dynamics helps shed light on the complex factors 

influencing cognitive and socio-emotional development in children. 

Moderating Role of Number of Adults in the Family for Predicting Theory of 

Mind from Parental Involvement 

The quantity of adults within the family unit serves as a significant moderator 

in influencing the association between parental engagement and the advancement of 

Theory of Mind in children. This significant moderating function of the number of 

adults in the family is presented in Table 13. 

Table 13 

Moderating Role of Number of Adults in the Family for Predicting Theory of Mind 

from Parental Involvement 

Variables 

Constant 

No. of Adults in the Family 

Parental Involvement 

No. of Adults in the Family X Parental 

Involvement 

R2 

LlR2 

F 

f3 

3.42*** 

-.07 

.03*** 

-.01 ** 

.33 

.02 

24.29 

95% CI 

LL UL 

3.22 3.61 

-.32 .17 

.02 .04 

-.02 -.00 

Note. B = Unstandardi zed Beta; CI= Confidence Interval; LL= Lower Limit; UL = Upper Limit 

*p < .05 . **p <.01 ***p < .001. 

Table 13 depicts the significant main effects of Parental Involvement and the 

non-significant main effect of Number of Adults in the Family on the development of 

the Theory of Mind among preschoolers. The major effect of the number of adults in 

the fami ly is not significant (j3 = -.07, p > .05) . The major effect of parental 

involvement is significant and is related to the development of the ToM in chjldren (j3 

= .03,p < .00) . 



59 

Moreover, the interaction of number of adults in the family and parental 

involvement is significant (fJ = -.Ol , p < .01), which indicate moderation is significant. 

The variance caused in the outcome variable i.e., ToM is due to the interaction effect 

of the predictor variable i.e., parental involvement and the moderator variable i.e., 

number of adults in the family is 33%. Therefore, it can be inferred that the number 

of adults in the family has a significant role in predicting the development of ToM in 

children in the context of parental involvement. 

Figure 6 

Interaction Effect of Parental Involvement with Number of Adults in the Family on the 

Development of Th eory of Mind. 
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Figure 6 demonstrates the significant moderating role of the number of adults 

in the family in predicting the theory of mind among preschoolers. The graph reveals 

the positive relationship between the number of adults in the family and the 

development of ToM among preschoolers. Preschoolers living in fami lies with 1-2 

adults show a greater development of ToM as compared to preschoolers who were 

living with 3 or more adults in the family. Therefore, moderation analysis interaction 

telm suggests that after interaction preschoolers living in families with only I to 2 

adults in the family show remarkably more development in their theory of mind. 
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Moderating Role of Number of Father's Age for Predicting Theory of Mind from 

Perspective Taking 

Father's age significantly moderates the relationship between perspective

taking and the development of the theory of mind among children. Table 14 shows the 

significant moderating role of the father 's age . 

Table 14 

Moderating Role of Father 's Age for Predicting Theory of Mind from Perspective

Taking 

Variables 

Constant 

Father's age 

Perspecti ve-taking 

Father ' s age X Perspective-taking 

R2 

LlR2 

F 

fJ 

3.75*** 

-.21 

.82*** 

-.37*** 

.37 

.04 

29.27 

95% CI 

LL UL 

3.18 4.31 

-.63 .20 

.53 1.10 

-.61 -.14 

Note. B = Unstandardized Beta; C[= Confidence Interval ; LL= Lower Limit; UL = Upper Limit 

*p. < .05 . ***p < .001. 

Table 14 depicts the significant main effects of Perspective Taking and the 

non-significant main effect of Father's age on the Theory of Mind development 

among preschoolers. The major effect of father's age is not significant (j3 = -.21, p > 

.05). The major effect of perspective-taking is significant and is related with the 

development of the ToM in children (j3 = .82,p < .001). 

Moreover, the interaction of father's age and perspective-taking is significant 

(fJ = -.37, p < .001), which indicate moderation is significant. The variance caused in 

the outcome variable i.e. , ToM due to the interaction effect of the predictor variable 

i.e., perspective taking and the moderator variable i.e., father 's age is 37%. 

Therefore, it can be infened that father's age has a significant role in predicting the 

development of ToM in children in context of perspective taking. 
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Figure 7 

Interaction Effect of Perspective-Taking with Father 's Age on the Development of 

Theory of Mind. 
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Figure 7 demonstrates the significant moderating role of father ' s age in 

predicting the theory of mind among preschoolers. The graph reveals the negative 

re lationship between father 's age and the development of ToM among preschoo lers. 

Children with fathers aged between 19-40 years of age show a greater development of 

ToM as compared to the children whose mothers aged between 40-65 years. 

Therefore, moderation analysis interaction term suggests that after interaction children 

with fathers aged between 19-40 years of age showed a greater development of ToM 

with respect to perspective- taking. 

Differences Across Family System on Study Variables 

Tab le 15 shows significant mean differences across family system on parental 

involvement, parental empathy, perspective-taking, positive emotion expressiveness, 

negative emotion expressiveness, and theory of mind. Nuclear family system exhibits 

high scores on parental involvement eM = 119.2, SD = 23.38), parental empathy eM = 
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51.19, SD = 13 .88), perspective-taking (M = 8. 18, SD = 2.20), positive emotion 

expressiveness (M= 35.99, SD= 5.29), and theory of mind (M= 3.76, SD= 1.43). 

On the other hand, in comparison to the nuclear family system, joint family 

system scored high on negative emotion expressiveness (M = 16.94, SD =6.34). 

Table 15 

Differences Across Family System on Study Variables (N= 151) 

Nuclear Joint Cohen's 
Variables 95% CI 

(n=67) (n=82) d 

M SD M SD p LL VL 

PI 119.2 22 .38 110.55 25.14 2.24 .02 1.06 16.65 0.35 

PE 51.19 13.88 44.44 12.78 3.08 .00 2.42 11.08 0.50 

PT 8.18 2.20 7.68 2.12 1.39 .16 -.20 1.19 

EE 

EEPos 35.99 5.28 34.22 6.70 1. 75 .08 -.22 3.75 

EENeg 14.63 5.71 16.94 6.34 2.31 .02 -4.28 -.33 0.38 

ToM 3.76 1.43 3.23 1.40 2.26 .02 .06 .99 0.37 

Note. PI= Parental Involvement; PE= Parental Empathy; PT= Perspective-Taking; EEPos= Positive 
Emotion Expressiveness; EENeg= Negative Emotion Expressiveness; ToM= Theory of Mind; M= 
Mean; SD= Standard Deviation; C[= Confidence Interval ; LL= Lower Limit; UL= Upper Limit 
*p < .05. **p <.01 ***p < .001. 

Differences along Monthly Income in Study Variables 

Monthly income consisting of four categories: 35 ,000 and below, 35 ,000 to 

70,000, 70,000 to 150,000, and 150,000 and above was assessed by means of a one

wayANOVA. 

It is evident from Table 16 that mean differences among different categories of 

monthly income in most study variables are significant. The only non-significant 

between-group difference can be observed in parental empathy. 

The post hoc analysis presented in Table 17 reveals that preschool-aged 

children residing in households with a monthly income of 35000 or below tend to 

experience comparatively lower levels of parental involvement as compared to 

preschoolers who are residing in households with a monthly income between 35,000 

to 700,000. Similarly, preschoolers residing in families with monthly income more 
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than 150,000 get more parental involvement as compared to those settled in fami lies 

with monthly income of 35,000 or below. 

[t can also be observed that preschoolers residing in families with monthly 

income 35000 and below get less perspective taking from their parents as compared to 

preschoolers who are residing in households with a monthly income between 35,000 

to 70,000. Similarly, preschoolers settled in families with monthly income between 

70,000 and 150,000 get more perspective taking from their parents as compared to 

those living in fami lies with monthly income of 35,000 or below. The preschoolers 

living in families with monthly income more than 150,000 get more parental positive 

emotion expressiveness as compared to those living with families with monthly 

income of35,000 or below. 

Table 16 

Differences Along Monthly Income in Parental Involvement, Parental Empathy, 

Perspective-Taking, Positive Emotional Expressiveness, and Negative Emotional 

Expressiveness (N= 151) 

35,000 and 
35,000-70,000 70,000-150,000 

150,000 and 

below above 

(n = 28) 
(n=41) (n = 30) 

(n = 52) 

Variables M SD M SD M SD M SD F p 

PI 100.50 28.49 11 7.59 20.33 11 3.7 24.76 120.87 2 1.23 4.94 .00 

PE 42. 18 15.39 49.29 12.20 46.47 13. 16 49.42 13.38 2.12 .10 

PT 6.68 2.37 8.07 l.95 7.73 2.43 8.50 1.75 4.83 .00 

EE 

EEPos 3 1.07 9.55 35.07 3.60 35.77 5.36 36.75 4 .80 5.96 .00 

EENeg 20.29 7.63 15.4 1 5.09 15.60 5.32 14.33 5.57 6.62 .00 

ToM 2.36 1.47 3.78 1.37 3.47 1.43 3.83 l.20 8.32 .00 

1',2 

0.09 

0.04 

0 .08 

0 .10 

0.11 

0.14 

Note. PI= Parental Invo lvement; PE= Parental Empathy; PT= Perspecti ve-Taking; EEPos= Positive Emot io n 

Expressiveness; EENeg= Negat ive Emotion Express iveness; ToM= Theory of Mind; M= Mean; SD= Standard 

Deviation. 
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Preschoolers living in families with monthly income 35000 and below 

receives less positive emotion expressiveness form their parents as compared to those 

preschoolers living in families with monthly income between 35 ,000 and 70,000. 

Table 17 

Post Hoc Analysis of the Difference Among Monthly Income 

Post 
I Category J Categories D 95% C] 

hoc 

V31iable 
i>j (i-.;) LL UL 

s 

PI 
35,000 and 

35,000-70,000 1<2 -17.08* -31.88 -2.29 
below 

150,000 and 
1<4 -20.37* -34.5 1 -6.22 

above 

PE 

PT 
35,000 and 

35,000-70,000 1<2 -1.39* -2.72 -.07 
below 

150,000 and 
1<4 -1.82* -3 .09 -.56 

above 

EE 

EEPos 
35,000 and 

35,000-70,000 1<2 -4.02* -7.72 -.29 
below 

70,000-150,000 1<3 -4 .69* -8 .68 -.71 

150,000 and 
1<4 -5.68 * -9.23 -2.13 

above 

EENeg 35,000 and 
35,000-70,000 1>2 4.871 * U5 8.59 

below 

70,000-150,000 1>3 4.68* .70 8.68 

150,000 and 
1>4 5.95* 2.40 9.52 

above 

ToM 
35,000 and 

35,000-70,000 1<2 -1.42* -2 .28 -.57 
below 

70,000- 150,000 1<3 -1. 11 * -2.03 -.19 

150,000 and 
1<4 -1.47* -2.29 -.65 

above 

Note. PI= Parental Invol vement; PE= Parental Empathy; PT= Perspecti ve-Taking; EEPos= Positive 

Emotion Expressiveness; EENeg= Negative Emotion Expressiveness; ToM= TheOlY of Mind; C]= 

Confidence Interval; LL= Lower Limit; UL= Upper Limit 

*p < .05 
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Preschoolers living in families with monthly income 35000 and below receives 

less positive emotion expressiveness fOlm their parents as compared to those preschoolers 

living in families with monthly income between 70,000 and 150,000. Same is the case 

with preschoolers who are living in families with monthly income 35000 and below 

receives less positive emotion expressiveness fonn their parents as compared to those 

preschoolers living in families with monthly income of 150,000 and above. 

Preschoolers living in families with a monthly income of 35000 and below 

receives more negative emotion expressiveness from their parents as compared to those 

preschoolers living in families with a monthly income between 35,000 and 70,000. 

Preschoolers living in families with a monthly income 35000 and below receives more 

negative emotion expressiveness fOlm their parents as compared to those preschoolers 

living in families with a monthly income between 70,000 and 150,000. Same is the case 

with preschoolers who are living in families with a monthly income 35000 and below 

receives more negative emotion expressiveness fonn their parents as compared to those 

preschoolers living in families with a monthly income of 150,000 and above. 

Differences Along Number of Siblings in Study Variables 

The number of siblings consisting of tlu'ee categories: 0-1 , 2, and 3 and more 

was assessed by means of a one-way ANOV A. 

It is evident from Table 18 that mean differences among different categories of 

number of siblings in most study variables are non-significant. The only significant 

between-group difference can be observed in parental empathy and perspective

taking. 

Post hoc analysis in Table 19 shows that preschoolers living in families with 2 

siblings get less parental empathy as compared to preschoolers who are living in 

families with 3 or more number of sib lings . Similarly, preschoolers living in families 

with no or 1 sibling get less perspective-taking from their parents as compared to 

those living in families with 2 siblings. 

Table 19 suggest that there are significant differences in the levels of parental 

empathy and perspective-taking experienced by preschoolers depending on the 

number of siblings in their families. Specifically, it appears that the number of 

siblings in a family can have an impact on the quality of parent-child interactions, 

particularly in teims of empathy and perspective-taking. 
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Table 18 

Differences Along Number of Siblings in Parental Involvement, Parental Empathy, 

Perspective-Taki ng, Positive Emotional Expressiveness, and Negative Emotional 

Expressiveness (N= 151) 

0-1 2 3 and more 

(n = 59) (n = 42) (n = 50) 

Variables M SD M SD M SD F p 112 

PI 11 9.54 22. 15 109.55 22.55 11 3.54 26.85 2.24 .11 0.02 

PE 48 .73 14. 19 42.45 10. 13 50. 16 14.47 4.28 .0 \ 0.05 

PT 8.27 2. \0 7.2 \ 2.05 8.02 2.20 3. 16 .04 0.04 

EE 

EEPos 36.00 5.47 33.55 5040 35. \8 7.17 2.0 1 .13 0.02 

EENeg 15. 17 6.05 17.38 4.57 15.76 7.27 1.64 . \9 0.02 

ToM 3.46 1.50 3.26 1.23 3044 1.52 .87 A l 0.0 1 

Note. PI= Parental Invo lvement; PE= Parental Empathy; PT= Perspecti ve-Taking; EEPos= 

Positive Emotion Expressiveness; EENeg= Negat ive Emotion Expressiveness; ToM= Theory 

of M ind; M= Mean; SD= Standard Deviation. 

Table 19 highlights the potential impact of family size on parental empathy 

and perspective-taking among preschoolers. It suggests that fami ly dynamics, 

resource allocation, and social interactions within the family context are facto rs that 

may contribute to these differences. Further research and exploration of these 

dynamics can provide valuable insights into the development of empathy and 

perspective-taking skills in early childhood and help parents and educators better 

understand how to support these critical aspects of social and emotional development. 
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Table 19 

Pos t Hoc Analysis of the Difference along Number of Siblings 

Variables 

PI 

PE 

PT 

EE 

EEPos 

EENeg 

ToM 

I Category 

2 

0-1 

J Categories 

3 and more 

2 

Post 

D 95% CI 

hoc 

i>j (i-j) LL UL 

2<3 -7.70* -14.29 -l.12 

1<2 l.05* .04 2.07 

Note. PI= Parental In volvement; PE= Parental Empathy; PT= Perspecti ve-Taking; EEPos= Positi ve 

Emotion Express ive ness ; EENeg= Negat ive Emotion Expressiveness; ToM= Theory of Mind; C/= 

Confidence Interval; LL= Lower Limit; UL= Upper Limit 

*p < .05 

Differences Along Number of Adults in the Family in Study Variables 

The number of adults in the family consisting of three categories: 0-2, 3-5, and 

6 and more was assessed by means of a one-way ANOV A. 

rt is evident from Table 20 that mean differences among different categories of 

number of adults in the fami ly in most study variables are not significant. The only 

significant between-group difference can be observed in parental empathy and 

positive emotion expressiveness. 

Post hoc analysis in Table 21 shows that preschoolers living in families with 

no or 2 adults in the family get more parental empathy as compared to preschoolers 

who are living in families with 3-5 adults. Similarly, preschoolers living in families 

with no or 2 adults in the family get more parental empathy as compared to those 

living in families with 6 or more adults present. 
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Table 20 

Differences Along Number of Adults in the Family in Parental Involvement, Parental 

Empathy, Perspective-Taking, Positive Emotional Expressiveness, and Negative 

Emotional Expressiveness (N= 151) 

0-2 3-5 6 and more 

(n = 47) (n = 56) (n = 48) 

Variables M SD M SD M SD F p 112 

PI 12 1.66 17.69 111 .50 28.7 1 Ill. 85 22.70 2.85 .06 0.03 

PE 52.5 1 11 .72 45.04 15 .71 45.33 11.30 4.98 .00 0.06 

PT 8.53 . 1.67 7.59 2.53 7.63 1.98 3.07 .04 0.03 

EE 

EEPos 37.19 2.68 34.04 7.68 34. 13 6.04 4.39 .01 0.05 

EENeg 14.68 5.26 16.86 7. 18 16.23 5.57 1.66 .19 0.02 

ToM 3.8 1 1.31 3.36 1.6 1 3.27 1.3 I 1.95 .14 0.02 

Nole. PI= Parental Involvement; PE= Parental Empathy; PT= Perspective-Taking; EEPos= 

Positi ve Emotion Expressiveness; EENeg= Negative Emotion Expressive ness; ToM= Theory of 

Mind; M= Mean; SD= Standard Deviation. 

It is evident from Table 21 that preschoolers living in families with no or 2 

adults in the family get more positive emotion expressiveness as compared to 

preschoolers who are living in families with 3-5 adults. Similarly, preschoolers living 

in families with no or 2 adults in the family get more positive emotion expressiveness 

as compared to those living in families with 6 or more adults present. 

Table 21 provides clear evidence that preschoolers who reside in fami lies with 

either no adults or only two adults tend to exhibit greater levels of positive emotion 

expressiveness when compared to their counterparts living in larger households with 

3-5 adults or 6 or more adults. This fmding underscores the influence of family size 

and adult composition on the emotional development of preschool-aged children. The 

findings from Table 2 1 underscore the significance of family size and adult 

composition in shaping the emotional development of preschoolers. Smaller families 

with fewer adults appear to create an enviromnent where children fee l more 

comf0l1abie and expressive of positive emotions. 
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Table 21 

Post Hoc Analysis of the Difference Along Number of Adults in the Family 

Variables 

PI 

PE 

PT 

EE 

EEPos 

EENeg 

ToM 

I Category 

0-2 

0-2 

J Categories 

3-5 

6 and more 

3-5 

6 and more 

Post 

hoc 

i>j 

1>2 

1>3 

1>2 

1>3 

D 

(i-.;) 

7.47* 

7.17* 

3.15* 

3.06* 

95% C1. 

L.L. 

l.28 

.75 

.35 

.16 

UL. 

13.67 

13.61 

5.96 

5.97 

Note. PI= Parental Involvement; PE= Parental Em pathy; PT= Perspective-Taking; EEPos= Positi ve 

Emotion Expressiveness; EENeg= Negative Emotion Express iveness; ToM= Theory of Mind; C]= 

Confidence Interval; LL= Lower Limit; UL= Upper Limit 

*p < .05 
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Chapter 4 

Discllssion 

The present research is aimed to find out the influence of Parental 

Involvement, Parental Empathy and Emotional expressiveness in the development of 

Theory of Mind (ToM) among pre-school children. Basing understanding on the 

social constructivist and ecological approach, research hypotheses were formulated on 

the assumption that home environment and social interaction with parents playa role 

in developing a preschooler' s ToM. After a thorough review of the literature , 

following predictors were selected: Parental involvement, parental empathy, 

emotional expressiveness, encouragement of perspective taking of others by parents. 

Additionally, demographic variables like the age of the child, number of siblings, and 

family system have been explored as well in terms of their influence on ToM. 

The research proceeded with a cOiTelational survey design involving the 

administration of a questionnaire booklet to test the hypotheses. The sample 

comprised of 151 parent-child dyads solicited through preschools. Parents were 

handed over questionnaire fOims containing scales measuring predictors and 

demographic sheet. The children were orally asked to perform five sets of tasks in 

order to measure their ToM. Results indicated that majority of the children were able 

to accomplish all five tasks or skills associated with the theory of mind: diverse 

desires, diverse beliefs, knowledge access, false beliefs, and hidden emotions (Etel & 

Yagmuriu, 2015). Since these five skills develop sequentially (Wellman & Liu, 2004) 

so it can be infened that majority of the sample had passed the final stage of ToM 

development. 

Scores on ToM tasks and responses from parents on other measures were 

scored and analyzed with the help of SPSS Version 26. The discussion of these 

findings are presented below: 

Descriptive Statistics 

Majority of the instruments used in the research possessed sufficient alpha 

reliability estimates with the exception of the measure assess ing parenting that 

encourages perspective taking (see Table 6). However, this measure only consisted of 
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two items and there is evidence suggesting that Cronbach alphas are dependent on 

number of items in a scale. 

NOlmality indicators for the data distribution were tested as well (see Table 6) 

and while most of the kurtosis and skewness values were within the prescribed range 

of -2 to +2 (George & Mallery, 2010), the scores on Self-Expressiveness in the 

Family Questionnaire (SEFQ) were showing a high value of positive kUltosis which 

suggest a pointy and heavy tailed distribution in which most scores are lying close to 

the average (Field, 2013). Since the average score on the positive subscale ofSEFQ is 

high, it is thus evident most parents in the samp le engage in high positive 

expressiveness of emotions towards their children. Negative skew values of all other 

scales apart from negative subscale of SEFQ indicate the same trend of high scores 

thereby indicating that parents were more invo lved, empathic, expressive and 

encouraged perspective taking. 

Relationships among Study Variables 

The various signi ficant relationships were III I ine with the proposed 

hypotheses (see Table 7) . High Parental invo lvement along with its vatious facets, 

such as school activities, anxiety and over protection, monitoring, help with 

homework, and interest development-extra cuniculum activities, was associated with 

high scores on ToM. Parental involvement in such activities not only int1uences 

children' s educational success but it also nurtures their social and emotional skills (EI 

Nokali et al., 2010; Goleman, 1998). Sabagh and Seamans (2008) have already linked 

parents and children ' s theory of mind. 

As for the significantly positive link between parental empathy and children's 

ToM, it must be understood empathy and ToM are psychologically and neurologically 

associated phenomenon (Wang, & Wang, 2015). Numerous research endeavors have 

illuminated the pivotal role played by parents who actively engage in sharing their 

child's feelings , thoughts, motives, and desires. This active parental involvement has 

demonstrated a pronounced positive impact on multiple dimensions of a child's 

psychological, social, and cognitive development. Tlu·ough this engagement, 

children's abilities in socialization, regulating emotions, grasping symbolic concepts, 

cognitive processing, and even their capacity to internalize moral values and 

empathize with others experience notable enhancement. 
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The insights from research studies by Feldman (2007), Strayer and Roberts 

(2004), Feshbach (1990), Landry et al. (2006), Psychogiou et al. (2008), and 

Eisenberg and McNally (1993) collectively underscore this phenomenon. By sharing 

in their child's inner world, parents foster an environment conducive to the refinement 

of the child's social ski lls, which is pivotal for effective interaction within their social 

sphere. Additionally, this active involvement aids children in learning to manage their 

emotions, a foundational skill that contributes to their emotional well-being and 

overall development. 

Furthennore, this parental engagement is shown to enhance a child's symbolic 

competence - their capacity to understand and use symbols, paving the way for more 

sophisticated communication and cognitive growth. Cognitive functioning, too, 

receives a boost, leading to an enriched ability to process infonnation, think critically, 

and problem-solve. 

Perhaps most intriguingly, this practice of shared emotional expenences lS 

linked to the child's gradual internalization of a moral compass and their capacity to 

empathize with others . These studies collectively unveil the profound impact that 

parents' active participation in their child's emotional world has on the development of 

their ethical and interpersonal dimensions. 

Similarly, scores on two items assessing parents who encouraged their 

children to take perspectives of others were positively related with development of 

ToM among children. Perspective taking is the main hallmark of ToM (Birch et al. , 

20 17). There is evidence linking the role of parents with this phenomenon. In the 

study conducted by FitzGerald and White (Pears & Moses, 2003), it was found that 

children's performance in tasks related to perspective-taking exhibited a positive 

con-elation with parents who prioritized the emotions of the victim in situations where 

their own child had engaged in misbehavior. FUlthetmore, it has been observed that 

parents' use of elaborative discourse, which entails offering detailed and contextually 

rich infOimation, posing open-ended inquiries, and affording children oppottunities to 

finish their sentences, holds a notably favorable inf1uence on the development of 

Theory of Mind (ToM) in children. This phenomenon has been extensively examined 

in studies like those conducted by Pavarini et al. (2012) . 
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Elaborative discourse, as a communication style employed by parents, goes 

beyond mere conversation and delves into a more intricate and comprehensive sharing 

of ideas and infOlmation. By furnishing children with a wealth of contextual details 

and information, parents effectively create an environment that encourages their 

children to explore, question, and understand concepts on a deeper level. The habit of 

asking open-ended questions, rather than closed ones that elicit simple answers, 

stimulates children's critical thinking, imagination, and their ability to contemplate 

diverse viewpoints. 

The investigations led by Pavarini et al. (2012) resonate with these 

observations, demonstrating that parents who embrace elaborative discourse in their 

interactions with their children significantly contribute to the development of their 

Theory of Mind. This communication style serves as a catalyst for honing chi ldren's 

capacity to comprehend others' perspectives, discern intentions, and ultimately 

enhance their social cognition. 

In essence, the nuanced practice of elaborative discourse within parent-child 

interactions emerges as a potent facilitator in nurturing the cognitive and socio

cognitive growth of children, with a particularly positive resonance in the realm of 

Theory of Mind development. 

Positive emotional expressiveness of parents has also been shown to be linked 

with various facets of ToM. For instance, aspects of positive emotional 

expressiveness, positive remarks and high quality of re lationship are associated with a 

ch ild ' s emotional development and trust judgment (Woolfolk, 2019; Tang et aI. , 

20 18). Furthelmore, parental discourse characterized by elaboration, including the 

provision of comprehensive and contextually nuanced infOlmation, posmg open

ended inquiries, and atTord ing children the chance to finish their mothers' sentences, 

exerts a beneficial influence on the development of theory-of-mind. 

In contrast, negative parental emotional expression was observed to have a 

negative association with the development of theory of mind in both boys and girls. 

This finding aligns with the research conducted by Rohrer et al. (201 1), which 

highlighted that 5-year-old children with mothers suffering from reCUlTent depressive 

disorders or displaying negative emotional expressions during stlUctured child-mother 

interactions tended to exhibit lower performance in tasks involving false beliefs 
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compared to children whose mothers did not exhibit such negative emotional 

tendencies. Additionally, children of mothers diagnosed with clinical depression often 

demonstrate deficits in recognizing and understanding emotions, which become 

apparent at a remarkably early stage. Unlike infants raised by non-depressed mothers, 

these children, as early as 5 months of age, struggle to differentiate between a smiling 

expression and a neutral countenance (Bomstein et aI. , 2011). Furthermore, during 

their preschool years, they tend to exhibit a generally diminished understanding of the 

factors contributing to and consequences arising from emotions (Greig & Howe, 

2001; Hughes & Ensor, 2009; Raikes & Thompson, 2006). Among demographic 

variables, age was shown to be positively linked with a chi ld ' s ToM. This is simply 

because ToM skills develop in stages which are assessed by Wellman and Liu 's 

(2004), Theory of Mind Scale, the measure used in this study. It is assumed that older 

children received higher scores because they are in the more advanced developmental 

stages of ToM. 

Another demographic variable tested was monthly income which was not only 

positively associated with chi ldren ' s ToM but also with all the parental factors studied 

including parental involvement, parental empathy, emotional expressiveness, and 

encouragement of perspective taking of others by parents. Monthly income is an 

indicator of the socioeconomic status of a family. Research conducted thus far has 

consistently revealed a steadfast correlation between lower socioeconomic status and 

the lagging progression of theory-of-mind development. In a comprehensive study 

encompassing a substantial and diverse socioeconomic spectrum, even after 

controlling for the influence of age, it was observed that socioeconomic status, as 

assessed through maternal education and occupational class, emerged as a predictive 

factor for children's perfolmance in false-belief assessments (Cutting & Dunn, 1999). 

Specifically, children from middle-class backgrounds with highly educated mothers 

demonstrated a more advanced understanding of false beliefs compared to their 

counterpalts from working-class families . Notably, when examining the impact of 

family income and parental educational attainment, similar patterns of associations 

were revealed. In essence, children from families with higher income and higher 

parental education exhibited significantly better perfOimance in false-belief tasks in 

contrast to their less privileged peers (Cole & Mitchell, 1998). The cumulative 

findings of these studies emphasize the connection between lower socioeconomic 
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status and developmental delays in children's theory-of-mind comprehension. 

Evidence links also parental empathy with socioeconomic status. For instance, high 

parental socioeconomic status results in mothers forwarding more compassionate 

messages to their children (Wray-Lake et al. , 20 12) 

Predictors of Theory of Mind 

Results of regression analysis (see Table 8) revealed that various demographic 

factors and study variables of parental empathy and negative parental emotional 

expressiveness were significant predictors of children' s ToM. 

Child 's age was the strongest pred ictor out of al l variables tested. Increase in 

age increased the scores on ToM. As discussed before, theory of mind is a skill that is 

acquired over time in five developmental stages with the ability to understand diverse 

desire occurring early and the ab ility to grasp false emotions being the last task to 

master (Wellman & Liu, 2004). Therefore, older children are more likely to be in the 

advanced stages of ToM. 

Similarly, monthly income, an indicator of socioeconomic status, is another 

positive predictor of ToM as evidence already links performance of three to four year 

old children on cognitive tasks with their socioeconomic background (Shatz et al. , 

2003). There are multiple studies providing evidence for the association between high 

soc ioeconomic indicators and chi ldren's ToM deve lopment (Babu, 2011; Ruffman et 

al. , 2006; Shatz et al. , 2003; Wellner & Guajardo, 2005). Evidence for the link 

between monthly income and ToM of children also exists (Guajardo et al. , 2009). 

This positive relationship between soc ioeconomic status and theory of mind 

can be elucidated by language ability (Pluck et al., 2021. Researches show that the 

probability of children experiencing opportunities to exchange language and ideas 

about other people with their family members affects their ToM development (de 

Rosnay & Hughes, 2006, Slaughter & Peterson, 20 12). These opportunities 

experienced by children vary by their family 'S socioeconomic status (Brad ley & 

COlwyn, 2002, Huttenlocher et al. , 2010; Rowe, 2008; Vasilyeva & Waterfall, 2011). 

Recent research consistently demonstrates a clear correlation between lower 

socioeconomic status and the delayed progression of theory-of-mind development. In 

a comprehensive study encompassing a substanti al and diverse socioeconomic 

spectrum, even after controlling for the influence of age, it was observed that 
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socioeconomic status, as assessed through maternal education and occupational class, 

emerged as a predictive factor for children's performance in fa lse-belief assessments 

(Cutting & Dunn, 1999) . Specifically, children from middle-class backgrounds with 

highly educated mothers demonstrated a more advanced understanding of fa lse beliefs 

compared to their counterparts from working-class families. Notably, when 

examining the impact of family income and parental educational attainment, similar 

patterns of associations were revealed. In essence, children from families with higher 

income and higher parental education exhibited significantly better perfOlmance in 

false-belief tasks in contrast to their less privileged peers (Cole & Mitchell, 1998). 

The cumulative findings of these studies emphasize the connection between lower 

soc ioeconomic status and developmental delays in children's theory-of-mind 

comprehension. These co llective fmdings indisputably highlight the 

interconnectedness between reduced socioeconomic status and the emergence of 

developmental lags in children's theory-of-mind understanding. 

However, there is convincing ev idence that might explain the finding that high 

number of siblings negatively influence ToM. As delineated by the confluence model 

formulated by Zajonc and Markus (1975), a noteworthy proposition arises in the 

context of family dynamics and its potential influence on cognitive development. The 

model posits that an augmenting number of siblings within the familial framework 

leads to a gradual diminishment in the depth and complexity of stimuli afforded for 

cognitive maturation during familial interactions. This diminution is attributed to the 

inherent nature of siblings, who, in comparison to adult parents, are perceived as less 

efficacious and intricate role models in engendering cognitive enrichment. 

The ClUX of this model lies in its postulation of an inversely propol1ional 

relationship between the quantity of siblings and the traj ectory of cognitive 

development. In simpler terms, an increase in the number of siblings cOITesponds to a 

decline in the cognitive stimuli that a child is exposed to within the family milieu. 

Zajonc's asse11ion (2001) substantiates this theory with empirical validation 

derived from an extensive corpus of over 50 empirical studies. The co llective findings 

of these investigations underscore the alignment of empirical evidence with the 

confluence model's propos itions. This concurrence between theory and empirical 

research reaffirms the premise that the presence of siblings, as opposed to auult 



78 

parental figures , in the family context may indeed contribute to a nuanced modulation 

of cognitive developmental trajectories. 

In conclusion, the confluence model designed by Zajonc and Markus (1975) 

introduces a salient perspective that encapsulates the interplay between sibling 

composition within the family and its potential impact on cognitive development. The 

underpinning tenet of this model finds resonance in empirical investigations, lending 

credence to the notion of an inverse relationship between the number of siblings and 

the depth of cognitive enrichment experienced during family interactions. 

Another explanatory framework that merits consideration is the resource 

dilution theory, which has garnered recent attention from scholars and elicited some 

corroborative findings. This theoretical construct finds its roots in the seminal work of 

Blake (1981), wherein he posited that parents' material, educational, and interactive 

resources are inherently finite. Consequently, an augmentation in the number of 

sib lings within a family context precipitates a gradual diminution, or dilution, of these 

parental resources . Of notewOlthy pertinence is the concurrent spotlight on the 

confluence model and the resource dilution theory. The confluence model, as earlier 

elucidated, underscores the premise that an increase in the number of siblings 

potentially compromises the richness of cognitive stimuli within family interactions. 

This dovetails into the resource dilution theory's framework, which proffers a 

complementary perspective. This theory asselis that the purpOlied impoverishment of 

the cognitive stimulus environment, as proposed by the confluence model, is 

predicated on the gradual dilution of parental resources, a conceptually symbiotic 

relationship. Freijo et al. (2008) navigate this theoretical terrain by harnessing the 

resource dilution theory to expound the potentially deleterious ramifications of 

expanding family size on children's cognitive prowess. By invoking this framework, 

the researchers allude to the notion that the proliferating number of siblings could 

indeed wield a negative impact on the cognitive acumen of the offspling. 

It is imperative to underscore that these theoretical constructs collectively 

propel an in-depth exp loration into the interplay between family composition, parental 

resources, and cognitive development. While the confluence model implicates the 

family'S cognitive stimulus environment, the resource dilution theory nuances this 

understanding by atttibuting the obscived impoverishment to the dilution of parental 
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resources. These frameworks, when analyzed conjointly, illuminate the multifaceted 

dynamics underpinning the relationship between family structure and cognitive 

outcomes, inviting nuanced scholarly inquiries into this intriguing intersection. 

Among study variables, parental empathy was one of the only two significant 

predictor and it was positively influencing ToM, thereby, supp0l1ing the fmdings of 

previous studies which state that parental empathy encourages parental attention and 

acknowledgement of their chi ldren's needs and desires , thereby leading to hi gh 

quality of caregiving and higher engagement, which in tum impacts social and 

emotional functioning in children (e.g., Pastorelli et al. , 20 16; Zhou, Eisenberg, & 

Fabes, 2002). 

The connection between socioeconomic stahlS and children's development can 

be elucidated through the lens of authoritative parenting and the resulting 

establishment of secure child-parent attachments. Authoritative parenting involves 

parents providing rationales for their requests and expectations from their children, as 

well as elucidating how their actions might impact others in cases of transgressions 

(Burl, 1991; Knight et al., 2000). Several studies suggest that children whose parents 

engage in discussions with them about the consequences of their actions on others are 

more likely to exhibit pro social behavior, particularly when assisting individuals in 

distress (Zahn-Waxler et al. , 1979). These observations are partially attributed to the 

propensity of communicative and authoritative parenting styles to foster secure 

attachn1ents between children and their parents (Ruffman et al. , 2006). FUl1hennore, 

historically, securely attached children have demonstrated superior perfonnance m 

Theory of Mind (ToM) and emotion-related tasks (Meins et al., 1998; Ontai & 

Thompson, 2002). 

Another notew0l1hy predictor of Theory of Mind (ToM) that warrants 

attention is negative parental emotional expressiveness. This variable has been found 

to wield a substantial influence on the development of ToM, a phenomenon 

previously discussed. The research conducted by Rohrer et al. (20 11) cOlToborates 

this perspective. Notably, their study highlights that children at the age of 5, whose 

mothers grapple with depressive disorder that is recurrent or exhibit negative 

emotional expressions during child-mother interactions, exhibit comparatively lower 

perfolmance in tasks assessing raise belief comprehension. 
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The implications of these findings are profound, shedding light on the intricate 

interplay between maternal emotional well-being and a child's cognitive development. 

Specifically, the presence of negative emotional expressiveness in mothers appears to 

significantly influence their children's capacity to grasp the nuanced dynamics of false 

beliefs. 

A shiking parallel emerges when exammmg the work of Bomstein et al. 

(2011), which underscores that children of mothers experiencing clinical depression 

showcase notable deficits in recognizing and comprehending emotions from a tender 

age. This deficiency is apparent as early as 5 months of age when these infants 

stmggle to distinguish between facial expressions, such as a smiling visage and a 

neutral countenance. Such outcomes underscore the potential repercussions of 

maternal depression on the cognitive and emotional development of offspring in their 

earliest stages of life. 

As children transition into their preschool years, the consequences of negative 

maternal emotional expressiveness appear to persist. Multiple studies (Greig & Howe, 

2001 ; Hughes & Ensor, 2009; Raikes & Thompson, 2006) underscore that children of 

depressed mothers continue to display a diminished understanding of the causal 

underpinnings and consequences of emotions. This prolonged impact during the 

fonnative years of childhood implies a broader influence of maternal emotional 

dynamics on the child's socia-cognitive development. 

Co llectively, these insights illuminate the intricate threads that bind parental 

emotional expressions, maternal depression, and the developmental trajectory of ToM 

in children. This nexus underscores the significance of early emotional experiences in 

the family context and its lasting implications for cognitive and emotional growth. 

Moderation Relationships 

Moderation analyses were done to assess the moderating role of various 

demographic variables and study vatiables in the relationships being examined in the 

study. These moderators are discussed below. 

Family System 

It was discovered that increasing negative emotional expressiveness of parents 

decreases the ToM development of children. This decreasing effect is more 
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pronounced in nuclear fami lies than joint families . Even though children in nuclear 

families start out with higher ToM scores than children from joint families, increasing 

negative emotional expressiveness of parents in nuclear family system decreases their 

ToM to a level lower than the decrease observed in joint fami lies due to the same 

effect. 

The predictive relationship displaying the significantly negative effect of 

negative parental emotional expressiveness on ToM has already been discussed. 

There is varying evidence about the effect of family size on children ' s ToM. Most 

studies SUpp011 the notion that larger family size can positively influence ToM (e.g., 

Jenkins & Astington, 1996; McAlister & Peterson, 2007; Pemer et al. , 1994). Within 

the South Asian context, research outcomes indicate that children raised in joint 

family setups exhibit superior levels of social cognitive and language development 

compared to their counterpat1S from nuclear family environments. (Ourav & 

Vageriya, 20l9). However, the initial lower ToM scores for joint families could be 

due to the fact that, the increasing size of family decrease the richness of stimuli 

required for cognitive development as postulated by the confluence model (Zajonc & 

Markus, 1975). 

As for the moderation effect, it is possible that the larger family size in joint 

families , with higher number of adults, by providing children with more oppol1unities 

to develop their ToM (Jenkins & Astington, 1996; McAlister & Peterson, 2007) 

buffers the negative impact of negative pat'ental emotional expressiveness. 

Number of Languages Spoken at Home 

Findings revealed that preschoolers living in families where only 1 language is 

spoken show remarkably more development in their theory of mind when positive 

emotion expressiveness increases. Even though ToM scores are initially higher in 

multilingual families than monolingual families . 

Language is not only an important tool by which cultures convey a particular 

theory of mind to children but it also enables complex reasoning required in ToM 

(Villiers & de Villiers, 2014). Moreover, language allows an individual to express 

their emotions by means of words that describe various fee lings (Bloom, 1998). 

Consequently, more languages spoken at home are thus likely to positively influence 

ToM. Evident impacts, primarily beneficial, manifest on a child's cognitive and socio-
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emotional advancement when they acquire a second language during their early years 

(Dewaele & Wei, 2012; Kroll et al. , 20 l2 ; Kwon et al. , 2021; Morales et al. , 2013). 

Bilingual speakers have been known to outperform wlilingual peers when it comes to 

processing of emotional infolmation (Barker & Bialystok, 2019) . Even in context of 

ToM, bilingual cllildren possess an advantage (Goetz, 2003). 

Nonetheless, certain evidence introduces the prospect of multilingualism 

potentially exel1ing adverse effects on socio-emotional development or, conversely, 

yielding no discernible impact at all. [t is imperative to acknowledge that, at the very 

least, the acquisition of multiple languages during early stages does not appear to 

impede socio-emotional growth; rather, it remains neutral in its influence (McLeod et 

al., 20 l5). Research findings also unveil that some scholars have unearthed that the 

integration of supplementary languages does not correspond to alterations in 

developmental trajectories. 

Dewaele's investigation ill 2019, delving into the intersection of 

multilingualism and emotional intelligence, intriguingly reveals that the proficiency in 

multiple languages does not con-elate with heightened levels of emotional 

intelligence. Tills finding underscores the complexity of the interplay between 

language acquisition and emotional acumen, hinting at the potential disconnect 

between multilingualism and emotional intelligence enhancement. 

Prior studies have consistently shown that multilingualism itself does not 

engender delays in socio-emotional development. However, it's noteworthy that the 

influence of multilingualism on emotional development could be contingent upon the 

cillld's irnn1ediate environment. Depending on the prevailing circumstances and 

sun"oundings, children who are exposed to multiple languages may encounter varied 

experiences in telms of their emotional growth. 

In essence, the panorama of multilingualism's influence on socio-emotional 

development appears multifaceted. Wllile the available evidence underscores the 

absence of delay in socio-emotional progress due to multilingualism, the potential 

ramifications on emotional intelligence and emotional development wan-ant fU!1her 

exploration, acknowledging the contextual nuances that may mediate these effects. 

Turning our attention to the moderating effect identified within the scope of 

tills study., it would be understandable if the effect 0 f parental expression of emotions 
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on ToM development was more pronounced in multilingual or bilingual households, 

based on the evidence mentioned above. However, the opposite result points towards 

an underlying factor in monolingual households that is causing such a noticeable 

positive impact. Parental emotional expressiveness might be having a more positive 

impac t on children' s ToM in monolingual households because factors like language 

consistency, lack of language complexity, and decreased burden of code switching 

might allow for easier processing of positive emotional infOlmation. Overall there is 

less cognitive overload on such children. 

Another aspect deserving consideration revolves around the influence of 

cultural nonns and practices on emotional expression. This influence is particularly 

pertinent in bilingual and multilingual households, where parents may hail [rom 

distinct cultural backgrounds. This divergence in cultural origins can give rise to a 

spectrum of emotional expression styles that might pose challenges for children in 

deciphering and comprehending. This chaUenge is compounded when contrasted with 

the relatively unifOlm emotional expression style prevalent in monolingual 

households. 

In bilingual and multilingual settings, the amalgamation of diverse cultural 

noDUS and practices can culminate in a mosaic of emotional cues, rendering the 

process of interpreting and understanding emotions more intricate for children. Unlike 

the comparatively consistent emotional expression styles found in monolingual 

households, the variation stemming fro m multicultural influences in bilingual and 

multilingual environments may require children to navigate a broader spectrum of 

emotional cues. For instance, a child growing up in a bilingual household where one 

parent exhibits emotional expression in a manner aligned with their cultural 

background, while the other parent adheres to distinct cultural practices, may 

encounter challenges in reconciling these divergent emotional displays. This complex 

interplay necessitates heightened cognitive efforts on the child's part to decode 

emotions and discern their meanings within differing cultural contexts. 

In essence, the influence of cultural diversity on emotional expression styles in 

bilingual and multilingual households underscores the intricate tapestry of emotions 

that children are exposed to. This diversity, while enriching in many ways, can 

potentially pose challenges to children's emotional understanding due to the inherent 
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complexity arising from the convergence of multiple cultural norms within a single 

familial setting. 

Father 's Education 

Findings revealed that parental involvement was more strongly associated 

with chi ldren ' s development of ToM for fathers with matriculation level of education 

than fathers having a bachelor' s degree. Th is finding suggests that quality of parental 

interaction overrides the impact of father ' s education on ToM development. Parental 

education, an indicator of socioeconomic status, is known to be associated with 

chi ldren's ToM in the fo llowing way: children from higher income families with 

higher parental education performed significantly better on fa lse-belief tasks when 

compared with their less advantaged peers (Cole & Mitchell, 1998). It is likely that 

low parental education negatively impacts ToM development by hampering parent

child interactions as such parents maybe overburdened by their jobs. However, 

increased parental involvement buffers this effect by positively int1uencing ToM of 

children. 

Mother's and Father's Age 

Children with mothers aged between 19-40 years of age showed a greater 

development of ToM as compared to the children whose mothers aged between 40-65 

years when their mothers engaged in perspective taking (see Table 13). It is possible 

that younger mothers are more likely to employ interaction strategies that stimulate 

ToM, like perspective taking. Similar results were obtained for younger fathers (see 

Table 15). It should be noted that modern parents are likely to employ authoritative 

parenting style than older parents (Kashahu et ai., 2014) . 

Number of Adults in the Family 

Findings revealed that parental involvement strongly improved preschoolers ' 

ToM when they were living in families with 1-2 adults as compared to preschoolers 

who were living with 3 or more adults in the family. Confluence model (Zajonc & 

Markus, 1975) can help explain this finding because it postulates that increasing 

family size decreases the opportunities of interaction and richness of stimuli required 

for cognitive development. Therefore, the opposite must hold true for families with 

fewer adults . 
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Limitations, Suggestions, and Implications 

Although the present study has revealed the significant effects of parental 

involvement, parental perspective taking, parental empathy, and parental emotional 

expressiveness on preschoo lers ' theory-of-mind development, there are quite a few 

limitations. 

Firstly, present research has focused on children at the preschool stage using 

cross-sectional research so conclusions of ToM development lack temporal evidence. 

Hence, in terms of fo rthcoming research directions, it holds notable importance to 

focus on children in middle childhood, employing a longitudinal approach. This 

approach is aimed at investigating whether parenting practices can serve as predictive 

indicators of subsequent Theory of Mind development. 

Secondly, cultural factors were not considered m the study. Factors like 

parenting styles are heavily influenced by cultural context (Liang, 202 1). Therefore, 

future studies must consider the ro le of indigenous parenting styles by employing a 

qualitative approach. FUl1hermore, comparisons across various ethnic groups in 

Pakistan can generate richer perspectives. 

Lastly the parental sample consisted of mothers majorly. It heavily contributed 

to gaining insight regarding the maternal predictors playing a role in the development 

of child ' s ToM. For future prospects , paternal predicting variables can be explored. 

Despite these sh0l1comings, the present study is the first of its kind to 

empiri cally test parenta l fac tors that influence preschoo lers' ToM in Pak istan. 

Understanding gained by this study ful1her cements the importance of parental and 

fami ly factors on cognitive, social, and emotional development of children. Insight 

gleamed by this study can aid developmental and child psychologists infOim their 

practices and intervention plans. However, the chief beneficiaries of these findings are 

parents who can evaluate the impol1ance of ToM on various life outcomes of children 

and learn teclmiques and parenting styles that can further this development. 

Conclusion 

The CUlTent research has made significant strides in unraveling the intricate 

web of influences that shape preschoolers' Theory of Mind (ToM) development. 

Notably, the study has meticulously examined the impact of parental involvement, 

parental empathy, emotional expressiveness, and perspective taking on the 
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progression of ToM skills in young children. One key revelation is the substantial role 

of parental empathy as a robust positive predictor of ToM. When parents exhibit 

empathy, they create an emotionally attuned environment that encourages children to 

comprehend and connect with the emotions and perspectives of others. This emotional 

resonance not only nurtures children's empathetic capacities but also provides a 

foundation for the intricate dance of understanding diverse mental states-essential 

components of ToM. Conversely, the study underscores the potentially detrimental 

influence of parental negative emotional expressiveness as a negative predictor of 

ToM. Children exposed to frequent negative emotional displays without proper 

context might struggle to grasp the nuances of emotions and their relevance in social 

interactions. Intriguingly, the research brings to light the crucial role of moderating 

variables in this context. Variables such as father's education levels, family system, 

parental age, and the number of adults residing in the family serve as pivotal 

moderators that can sway the impact of the aforementioned factors . These vat1ables 

highlight the multifaceted nature of ToM development, indicating that family 

dynamics, parental characteristics, and diverse social structures play pivotal roles in 

shaping children's cognitive and emotional growth. [n essence, this research 

illuminates the significance of fostering empathetic interactions, managing emotional 

expressiveness, and considering the broader familial context as pivotal factors in 

cultivating preschoolers' ToM skills-skills that lay a foundation for their adept 

navigation of the intricate tapestry of human social cognition. 
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Appendix At 

Informed Consent 

For Parents 

Respected Parents, 

I am M.Phil. scholar at National Institute of Psychology, Quaid-i-Azam 
University, Islamabad. As a researcher, I am interested to exp lore the ro le of parental 
characteri stics on the deve lopment of your child 's abili ty to comprehend other 
people ' s as we ll as their own perspectives. In this regard your valuable co llaboration 
is highly apprec iated. 

It is ensured that data provided by the esteemed respondent will be exclusively 
used fo r research purposes. The information you would provide would be kept 
anonymous and will never be used for any purpose other than research. Any personal 
infonnation shared by you will be kept confidential and will not be disclosed in any 
forum or publication. 

There is no time limit fo r the completion of questionnaires. However, while 
fill ing out the quest ionnaire, if it ' s inconvenient for any reason you have the ri ght to 
quit and may discontinue at any stage. 

Please return this page with the survey. This page will be removed from the 
questionnaire booklet immediately after it is received by the researcher and will not 
be associated with your responses in this survey. If you like to share any feedback, 
suggestions, or comment, please feel free to cones pond through the email address 
given below. 

If you are willing to provide the relevant information, kindly provide your 
consent with your initials in the specified area given below. 

Thanking you in anticipation! 

Regards, 

Rabia Malik 

National Institute of Psychology 

Quaid-i-Azam University, Islamabad 

E mail: rabiamalik.f2 1@nip .edu.pk 

Participant' s Signature _ _______ _ 
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Informed Consent 

For Children 

Respected Parents, 

I am M.Phil. scholar at National Institute of Psychology, Quaid-i-Azam 
University, Islamabad. As a researcher, I am interested to explore the role of parental 
characteristics on the development of your child ' s ability to comprehend other 
people ' s as well as their own perspectives . In this regard your valuable collaboration 
is highly appreciated. 

Children will be shown some pictures along with a story and at the end they 
will be asked questions regarding the story. No children will be hatmed physically or 
emotionally during the process. 

The infOimation collected will be kept confidential and in no way will be used 
to bully or stigmatize your child. You hold the right to withdraw the information at 
any time of the research. 

Kindly allow your child to take part in this research. Any suggestions, 
opinions or complaints are welcomed on the email address given below. 

Thanking you in anticipation! 

Parent 's Signature: ________ _ 

Regards, 

Rabia Malik 

National Institute of Psychology 

Quaid-i-Azam University, Islamabad 

Email: rabiamalik.f21 @nip.edu.pk 
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Appendix A2 

Demographic Sheet 

You are child's: Mother 0 

Father 0 

Child 's age : __ years __ months 

Father's age: ------

Father' s education: -------

Marital status: Man-ied 0 

Divorced 0 

Widow 0 

Widower 0 

Single parent 0 

Family System: Nuclear 0 

Joint 0 

Extended family 0 

Father' s Occupation/ Working status: 

Mother 's age: _____ _ 

Mother ' s education: 

Mother 's Occupation/ Working status : _______ _ 

Monthly Family Income in PKR: _______ _ 

Father' s Ethnicity: Punjabi 0 

Sindhi 0 

Balochi 0 

Pashtoon 0 

Kashmiri 0 

Gilgiti 0 

Other: -----

Mother' s Ethnicity: Punjabi 0 

Sindhi 0 

Balochi 0 

Pashtoon 0 

KashmiriD 

Gilgiti 0 

Other: - --
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Number of siblings (excluding the child): 

Age of siblings: _______________ _ 

Number of adults in the family (including grandparents, aunts e.t.c.): ___ _ 

Number of children in the family (including cousins): -----

Is the child an only child? YeslNo 

Birth order of the child (child 's place among the siblings e.g. 151 born or 3rd born): 

Grade in which the child is enrolled: --------

Mother tongue of the child: ________ _ 

Number of languages spoken at home (specify which ones): ______ _ 

Does the child has any interaction with the screen: 

Number of minuteslhours spent in front of the screen: __ hrs __ mins 

What kind of content does he/she watch: --------

Do you or any other adult watches with the child (co-view): _ _____ _ 

If someone watches with the child, specify who: _________ _ 

How much time (approximately) does the mother spends actively with the child (time 

spent playing games, talking or doing any other activity) : 

hrs millS 

How much time (approximately) does the father spends actively with the child (time 

spent playing games, talking or doing any other activity) : 

hrs millS 
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Appendix A3 

Parental Involvement Scale (PIS) 

Please mark what you do and not what you think you should do. 

Not at Slightly True 
Very 

Absolute 
S no . 

all true true 
true 

ly true 

1. 
I v isit my child 's schoo l to talk to 

teachers. 

2. 
I attend events organized by my child 's 

school. 

3. I vo lunteer for school activ ities . 

4. 
I often get invitations to go see my 
~hi ld 's teachers. 

Every time I am ca lled at my chi ld' s 
5. school I make an effort to respond. 

6. 
I am in c lose contact with my child 's 
schoo l. 

7. I WOlTy when my child is not with me. 

8. 
I worry that something bad may happen 

to my child. 

I am reluctant to let my child play with 
9. other children because I am afraid (s)he 

may be hutto 

10. 
I call many times when my child is on a 

trip v:ith the school. 

11. I am concerned about my child 's hea lth 
and wellbeing. 

12. People think that I am over-protective. 

13. I monitor my chi ld's outings. 

14. I check what my child watches on TV. 

15. I set boundaries for my child 's behavior. 

16. 
I want to know who my chi ld' s fr iends 
are. 

17. I want to know my chi ld' s secrets. 
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I allow time to talk to my child on a I 18 . daily basis. 

19. I help my child with homework. 

I sit with my child for many hours in the 
20. evening while he/she does his/her 

homework. 

2 1. 
I examine my child after he/she finishes 

his/her homework. 

22 . 
I keep track of the time my child 
devotes for studying at home. 

23 . 
I go over the cOlTected tests or papers 

I he/she brings home from school. 

24. 
[ follow my child 's school-work 
systematically. 

25. 
I send my child to special classes for 
interest development (music, dance etc) . 

26. 
I encourage my child to develop new 
hobbies. I 

27. 
I offer books and educational 
toys/activities to my child for presents. 

28. 
I encourage my child to read for 
pleasure. 

29. 
I offer to my child opportunities for I 

personal development. 

30. 
ExtraCUlTICular activities are important 
for me as a parent. 
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Appendix A4 

Inter-Personal Reactivity Index (IRI) 

The fo llowing statements inquire about your thoughts and fee lings in a variety of situations. For 
each item, indicate how well it describes you by choosing the appropriate number on the scale a t the 
top. When you have decided on your answer, tick mark the box on the answer sheet next to the item 
number. READ EACH ITEM CAREFULLY BEFORE RES PONDING. Answer as honestly as 
you can. There are no right or wrong answers. 

S 
Does not Somewhat 

Descr ibe Describe 
Describe 

describe describe 
me well 

me very 
no. me 

well me me 
l. I o ften have tender, concerned feelings 

for people less fortunate than me. 
2. I sometimes fmd it difficult to see 

things from the "other guy's" point of 
Vlew. 

3. Sometimes I don't fee l very sorry for 
other people when they are having 
problems. 

4. I try to look at everybody's side of a 
disagreement before I make a 
dec ision. 

s. When r see someone being taken 
advantage of, I feel kind of protective 
towards them. 

6. I sometimes try to understand my 
friends better by imagining how things 
look from their perspecti ve. 

7. Other people's misfOttunes do not 
usually disturb me a great deal. 

8. If I'm sure I'm right about something, I 
don't waste much time listening to 
other people's arguments. 

9. When I see someone being treated 
unfairly, I sometimes don't fee l very 
much pity fo r them. 

10. I am often quite touched by things that 
I see happen 

It. I believe that there are two sides to 
every question and try to look at them 
both. 

12. I would describe myself as a pretty 
soft-hearted person. 

13. When I'm upset at someone, I usually 
try to "put myself in his shoes" (try to 
understand what he fee ls/empathize 
with him) fo r a while. 
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14. Before criticizing somebody, I try to 
imagine how 1 would feel if I were in 
their place. 
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Appendix AS 

Parenting that encourages children to take the perspective of others 

Read the following statements and mark the most appropriate option which suits you. 

S Not at 
Slightly Somewhat 

Very 
no. all like 

like me 
Neutral 

like me 
much 

me like me 

l. When my child has a disagreement with 
another child, I encourage her/him to 
try and 'see things ' from the other 
ch ild ' s perspective. 

2. If my chi ld is ' picked on' by another 
child, I encourage my child to try and 
work out why the other chi ld is ' picking 
on' her/him. 



S 

no . 

1. 

2. 

3. 

4. 

5. 

6. 

7. 

8. 

9. 

10. 

11. 

12. 

13. 

14. 

15 . 

16. 

17. 

18. 

19. 

123 

Appendix A6 

Self-Expressiveness in the Family Questionnaire (SEFQ) 

The following statements inquire about your thoughts and feelings in a variety of situations. For 
each item, indicate how well it describes you by choosing the appropriate number on the scale at the 
top. Answer as honestly as you can. There are no right or wrong answers. 

Not at 
Rarely Frequently 

Very 
all frequently 

Showing contempt (disrespect/hate) for your 

child 's actions. 

Expressing dissatisfaction with yo ur child 's 

behavior. 

Praising your child for good work. 

Expressing anger at your child 's care lessness. 

Sulking (to be in a bad mood) over unfair 

treatment by your child. 

Blaming your child for family troubles. 

Putting down your chi ld 's interests. 

Showing dislike for your chi ld. 

Express ing excitement about yo ur chi ld 's future 

plans. 

Demonstrating admiration about your chi ld to 

him/her. 

Expressing deep affection or love for your child. 

Spontaneously hugging your child. 

Expressing momentary anger to your child over 

trivial (minor) initation. 

Snuggling (to hug) up to your child. 

Trying to cheer up your chi ld when he/she is sad. 

Telling your child how happy you are. 

Threatening your child. 

Expressing gratitude (respect) for a favour from 

your child . 

Surprising your child with a little gift or favour. 

-

III 
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Appendix A7 

Theory of Mind Scale 

These tasks are presented in order of least to most difficult (for preschoolers). Those 

five tasks constitute the standard 5-item scale, typically used with children 3 to 6 or 7 

years of age. 

Diverse Desire (DD) 
Props: Small figurine of man. Plus 8.5xl1 piece paper (laminated) with co lored 
realistic drawing of carrot on one half and cookie on the other. 

Story: Here ' s Mr. Ali (p lace figurenext to picture, midway between two items). [t is 
his snack time. So, Mr. Ali wants a snack to eat. Here are two different 
snacks: a canot (point) and a cookie (point) . 

Own Desire: Which snack would YOU like best? Would you like a carrot (point) 
or ... a cookie (point) best? 

Question: 

If carrot: 

If cookie: 

Well, that ' s a good choice, BUT . . . Mr. Ali REALLY 
LIKES cookies (don ' t point) . He doesn' t like carrots. 
What he likes best are cookies. 

Well , that ' s a good choice, BUT . .. Mr. Ali REALLY 
LIKES carrots (don ' t point) . He doesn ' t like cookies. 
What he likes best are canots. 

So, now it's time to eat. Mr. Ali can only choose one snack, just one. 
Which snack will Mr. Ali (point to Mr. Ali) choose? .. A carrot or. . . a 
cookie? 

can-ot 
Diverse Belief (DB) 

cookie 

Props: Small figurine of girl. Plus 8.5xl1 piece paper (laminated) with colored 
realistic drawing of bushes on one half and garage on the other. 

Story: Here's Sara (place figure on table next to picture midway between two items) . 
Sara wants to find her cat. Her cat might be hiding in the bushes (po int) or. . . it 
might be hiding in the garage (point). 

Own Belief Where do YOU think the cat is? In the bushes (point) or . . . in the 
garage (point)? 

Ifbushes: Well , that's a good idea, BUT .. . Sara TIDNKS her cat 
is in the garage (don ' t point). She thinks her cat is i.n 
the garage. 
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_ If garage: Well , that 's a good idea, BUT . .. Sara THINKS her cat 
is in the bushes (don't point). She thinks her cat is in 
the bushes. 

Question : So ... where wi II Sara (point to Linda) look for her cat? .. In the bushes 
or ... in the garage? 

bushes _ garage 
Knowledge Access (KA) 
Props: Small nondescript rectangular box. Toy elephant to fit in the box. Small 
figurine of girl. 

Experimenter: Here ' s a box (keep finger over box). 

Question to child: What do you think is inside the box (point to box)? 
(If child gives an answer): ______ _ 

Experimenter: (With drama) Let ' s see . . . it ' s really an Elephant inside! 
(open the box to show the 

elephant) 
(Close the box to restrict view again after a pause) 

Post-view Question: Okay ... what is in the box? ______ _ 
(If child makes an error here, show contents inside again until 
child gets this question cOlTect) 

Experimenter: Sara has never ever seen inside this box. (Take Sara out) Now 
here comes Sara. 

Question : So ... does Sara KNOW what is in the box? 

_ yes no 

Did Polly see imide this box? 

_yes no 

Contents False-Belief (CFB) 
Props: standard Band-aid box with picture of band-aid prominently on front. Toy 
turtle to fit in box. Small figure of a boy. 

Experimenter: Here is a Band-Aid box. 

Question to child: What do you think is inside the Band-Aid box? 

(Prompt child to say Band-Aids if necessary: for example, 
first prompt, "Does it look like there would be Band-Aids inside?" 
second prompt, "What kind of box is this? What should be in hereT' 
third prompt, "Should there be Band-Aids in here or books in here?") 

Experimenter: (With drama) Let's see . .. it ' s really a Turtle inside! 
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(Pour the turtle out) 
(Close the lid to restrict view again after a pause) 
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Post-view Question: Okay .. . what is in the box? ______ _ 
(If child makes an error here, show contents inside again until 
child gets this question correct) 

Experimenter: Harnza has never ever seen inside this Band-Aid box. (Take 
Hamza out) Now here comes Hamza. 

Question: So .. . what does Hamza THINK is in the box? Band-Aids or a Turtle? 
(Reiterate choice again if child still does not answer) 

Band-Aids Turtle 

Did Hamza see inside this box? 

_ yes no 

Hidden-Emotion (HE) 

Pre-training 
Props: Picture (about 3x3) showing draw ing of back of a boy's head (not face or 
express ion). Emotion scale: a strip (about 3x 10) of three simple "faces" (bare-bones 
"smiley"-type black-and-white faces of just circular outline plus simple eyes and line
like mouths): one happy, one sad, and (in middle of strip) one neutral. 

Experimenter: Now, I' m go ing to tell yo u a story about a boy. (Take out emotion 
scale) ill this story, the boy might feel happy (point). He might feel sad (point). Or 
He might be not fee l happy or sad, just OK (point). 

Can you point to the face that is: 
Sad? 
OK? 

_ Happy? 

(Train child again if child makes a mistake) 

Experimenter: Okay, now about the story: After I've fini shed the story, I' m go ing to 
ask you about how the boy really feels, inside (pat own chest), AND how he looks on 
his face (pat own cheek). How he really feels inside (pat own chest) may be the same 
as how he looks on his face (pat own cheek), or they may be different. 

(At this point the emotion scale is pushed to one side. The child does not have to 
answer the target questions by pointing at the scale. The scale remains in sight but 
out of the way just to provide a visual reminder of the warm up, unless child is 
unusually nonverbal. ) 
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Hidden-Emotion (HE) (Negative) (X) 

Experimenter: This story is about Ali (show picture). Ali ' s aunt just got back from a 
trip. She promised that she would buy Ali a toy car. But, she got Ali a book instead. 
Ali doesn't like books (slow pace). What Ali really wants is a toy car. But .. . Ali has 
to hide how he feels, because if his aunt knows his real feelings, she ' ll never buy him 
anything again. 

Memory Check.: What did Ali ' s aunt buy for him? 

Question: 

(Correct answer: a book . .. if the child gets the answer wrong, 
tell the story again) 

What will Ali's aunt do, if she knows how Ali really feels? 

(Con-ect answer: she will never buy anything for Ali 
anymore ... if the chi ld gets the answer wrong, tell the story 
again) 

So .. . how did Ali really feel (pat own chest) , when his aunt gave him 
the book-Happy, Sad, or Okay? (Note: the examiner should not 
show any feelings) 
(Reiterate choice again if child still does not answer) 

_Happy Sad _ Okay 

How did Ali try to look on his face (pat own face), when his aunt gave 
him the book-Happy, Sad, or Okay? (Note: the examiner should not 
show any feelings) 
(Reiterate choice again if child still does not answer) 

_Happy Sad _Okay 
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