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The task,group report presented in the following pages is .

one of a series prepared by eminent psychelogists who have served )
N

4 as consultants in the U. S, Of?ice of Education sponsored grant

study to conduct a Critigyl Appraisal of the Personality- 4

~ .

’Emotions-Hotivation Domain. The studf was planned with the
advzce of an advisory committee including Professors Raymond B.
Cattell and J. ieV. Hunt (University- of Illinois), Donald W.

y Machinnon (University of California, Berkeley), Warren T, Norman i '
A
(Univer51ty of Michigan). and Dr. Robert H, Beezer (USOE) and

follows a topical ohtline included as an appendix to the present ) .

report. In order to achieve the goal of identifying important-

-

: " problems and areas for new research and methodological issues

) related to them, an approach was followed in. whicéh leading
. ' ;

investigators in specialized areas were enlisted as members of f
/

‘task groUps and asked to reflect on their current knowled%e of

» s /

ongoing research and Lo identify the resgarch needs in their

respective areas. The general plan is to publish the? report
as akollection with integration contributed by the’ ditors. ‘It

- . is hoped that these reports will prove to be valuablée to resé;rcm'

%cientists and administrators., . - /

. - . . . ‘e ’ N l‘S ’ . ) a ' . ‘ -
o ‘ ' . $. .S. B. Sells, PhoDo .

. s - , = Principal,Investigator --, N

. . . 4 ’
] ‘e " J' . v . , B




_ THE EMOTIONS AS VARIABLES IN TEAcuING, LEARuxhé, -
e ) AlD THE DEVLLOPMENT OF SOCIAL SKILLS .,

. o . . ‘Carroll L. Izard ) ‘ /o
i o Vanderbilt University “ S

with the coTlaboration'of C-

Silvan S. Tomkins[
Rutgers Universrty

Yo ) o ' " Jerbme L. ‘Singer,
, : - Yale University <

2 . and

A : ~ Jeffrey C. Savitsky,

! Purdue University

) A number of impOSing forces have imdeded the study of the )
emotions as variables in teaChing, learning, and social develop-

ment., The lack ofasmotion research is by no.means peculiar to

LI 1

r 7/

‘education. It applzes to all fields equally. Discrete emotion '

)variables are just beginning to find their way into the mainstream

st
‘<1 - of "behavioral sciences." . .
. . » Y » 4

We call attention to the. name ("behavioral sciences') that
is now the most popular deszgnation for the group of disciglines /
which -focus on the indiVidual and social‘runttioning‘of human ' LS ' ‘
beings. We call attention to it because the name itself epito-
"mizes the,problem we‘face in attempting to call attention to the.,‘
‘Q?eed for-research in the area of the emotions. Behavior as it
" is most commonly understood and behavioral seience as it is seen.,
by ,such eminent leaders as B. F. Skinner, precludes emotional

experience as a variable. Although an ermotion has other inportant

- components, bé rejecting the phenomenological component or

v . . . . . . .
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subjective erperience, the,behavioristic~tradition has jeopar-
dized'the meaning and significance of all emption'variables.,
- ‘ Of the many fbrces which have militated against the study
. \of emotions, three stand out. '”he first of’ these, and perhaps_
the most inportant, is the lack of a viable conceptual frame-,
work for the study of emotions. Such a framework not-oniy has
to be sufficiently. complex and fleXible to be adequate/scien- e
tifically, it has to be acceptable to the investiaators who are’
motivated to study the "emotions., One of the chief aims of this
paper will be to presen;da’way of conceptualizing the emotions )
which will be explicit enough to offer the possibility of con-
- siszency in defining crucial variables, yet simple and general :
. enough ‘to be dcceptable to investigators with different theoretif'
- " ] ¢ .y : . \

cal orientations. .

.
~ ’ -

- . The secqnd factor impeding” emotion research is the over-

riding concern of psychological and social scientigts with per-

Ceptual'and cognitive de elopment. , These are legitimate and

< -
highly worthwhile areas qgf investigation. "Even'if it .were

: R possihle, there would be ittle gain in turning 1nvestigators

away from these importan areas and focusing only on the emotion’

) ,‘domain. Another aim of this paper will be to show how the
. emotions interact‘with rceptual and cognitive processes, i “;v/}
iﬂﬁluencing then in important ways. ’ '
The third force impeding’ the study of the emotions is the

attitude on the part of many that the enotions cannotfbe studied . .

- 'obJectively or systematically, and tbat they do not yield to -
|: . Ly f ' C . \

PR
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' 1nvestigat::on”’oy’ the usual methodolog:.es am. procedures of

science.“ A related attitude held by some isj that, wLile it a N
/

.may be possible to study the emotions, thei? very#nature makes‘ ' \
the underta‘kmg highly expensive and time-consuming. And‘ther - .
aim of 'this pape#r will be to xndicate some methods of studying ‘_ .

the emotions that ‘are. quite £easible and probably no .mor.e exd }
pensive than a number of other types of educatigxal research, ‘ S

In the final s‘ection of this paper, wve shall discuss some of

-° t.

. the core problems' in educational research an_d suggest some

+ .

approaches and techniques for the.study Of the role of the emo~ '

tiong in leagxin'g,/ me'm'ovry, and the development qf 'social skills.
> ' !

-~ I, A ‘Conceptual Framewor\ for the - - S0

o S Study of the Emotions - _ . R
. / . ) ' \ ) ) . .
- ) We waht to emphasize that we.are not trying to present a.

» .o o .

.

. - ) . . )

< . rigorous theory of the emotions or to impose any-theoretical _ .
orientatibn upon emotion research. Ue are gelineating a‘:mn'ber '.
of proposi'tions that are common denominators among a number of’ .

curreht approaches to the study of emotion: It is important- to'

- o récognize that, most approaches do- not specify all of these con-

rcepts and that any given proposition may be much moré important

L 4

in one approach than in another. . Despite thes‘ problems, it is

in the interest of promoting a more c?ncérted effort in the area.
J A
of emotion research of establishing an aCCeptable taxonomy

“of principles and yariables that ve state these prop&.zitions.

without greater consistency the definition of emotion concepts
4 : \ . !

N ' and emotion variables the comparability of findings from one "

.
s
¢ »
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1nvestrgat1on to another will remain in doubt at best. ‘The
N

-

' \
&»»~",Av~fseven propositions that follow are by no -means intended to be
a complete set.ﬂ 'It-is hoped that &ney will prov1de a fruitful

beginning. .o T : ,

A. Discrete emotions exist and can be studied by different
. approaches . R ] ‘s N

© M ¢ +

all peopie; including the most rigorous behavidral sGien-

? _ »n tists, speak of phenomena such as joy, sadness, anger, fear, and

§ . shame,\ éoASZh sense tells us that these’emotions are existential ,

reals. In addition to the wisdom of common sense” at least—stz

;1 . ' 'dafferent theories or approaches recognize'discrete emotions and )
the need for. studying them,erebb (1948) and Brown and Barber . ‘

~,(l951) shoved in cogent detail how frustration or anger could be
“. 1 treated| as an interVening variable within the s=r theoretiqal

- + £ramevork. Mowrer (1960). acknowledged the exisxential reality 4

of the subJective phenomena of fear and -anger and related them

\

s
(l960a, 1960b) maintained that there were a numbef of distinct
emotions, each Wlth its own unique neurOphyeiologiCal su?strate -

: and experiential characteristicse, Gellhorn (1964) pointed out

. a

e that different emotions exist and ‘that one of the important vy o

PR '
[

‘ ' ' systematically to his rev1sed two-factor 1earning thepry. .Arnold
|
|
|

.. 'differentials was striate muscle activxty, particularly facial
| :\\expression. Jacobson (1929 1967) has also enphasized the role

of striated nuscle activity in different emotions. Lazarus and

\ .

his colleagues CLazarus & Averill 1972 Lazarus, Averill,. v

\ -

. Opton, 1930) have recognized ‘the existence of, di@ferent emotions

-and have emphasized their differentiation on the\basis of response .

. . o\ .
. . . . hd
| . , \. . A
. . . » . .
’ . . N : J « v . ~ .
w . . . N . .
‘ B . N , . .
\ . . . .
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characteristics. Tontkins (1962 1963) and Izard (1971 1972)

have defined nine discrete or fundamental emotions. They defined ;

an emotion as having neurological behavioral-expressive, and
' A
subjective or phenomenological components. ﬁThfy showved that

PRS-

emotion: may be stUdied in terms of any of these three components

but consider alkl three components as zntegral to the emotion _
process. ‘ ' ‘ ) o

B. Lach of the emotiohs affects the individual differently

Cémmon sense and most of the current approaches to the study a

of enotion recognize that the feeling of joy istdifferent fron
\ .
the, feeling of’ sadness, and that our hehavior when i are angry

(3

is usually different from our behav1or when we are afraid or
A

asnarned "Same «approaches would look for differences it 'the..
attuation as appraised by the individual, some for differences* '

in'response characterzstics, some for‘differences in the subjec-
)

. tive experience.» In any case, different emotions are associated

-

with different perc7ptions, experiences, expressions, cognitions,

and notor responses.,

*

C. Emotions often-occur 1n combinations or patterns . . ,'\'

L IS -

while it is highly 1mportant to recognize the existehce of

-

differently, it is also important to recognize that day-to-day

s ey

*

: different emotions, each affecting our experiences épd our actions +

el

life~situations often elicit more than one enotion and that one
. ' ~ r = '
émotion can, in fact, elicit another. .A recent analysis of

several different theoretical conceptualizations of anxiety showed

that virtually every substantive definition of that térm included

. . . )‘s




" oor gui%%, d1stress and anger. Grinker ahd Spiegels' (1945) -

-first'ordef components such as ego weakness, ergic tension,

o

€ * * - . ' b L]
Izardr = S ' B ‘6
Y K | - o , B
moré than ope fundamental emotion. The definition of Sarason

-

and his associates .(Sarason, Davidson, Lighthall, Uaite, & '

'

Ruebush, 1960) involved the discrete emotions of fear, shame

def1n1tion 1ncluded fear and distress. Sullivan (1953) used

fear, distress, .and shame in his definition and Epstein (1972)
<’

incorporated the latter two. Spielberger (1966) alludes to both

fear and guilt in his discussion of anxiety. Guilt or shame is

also mentioned in® the definitions of Basowitz: Persky, Corchin, ,
and Grinker (1955), Katz and Ziegler (1967), and Maher (1966). ’
Cattell (1965) defined anxiety as a, second order factor with ( .
guilt proneness, defectiv* integration of the self-sentiment, s
and protension or suspicion. Cattell‘s guilt proneness can

certainly.be "se®n as a function of a discrete emotion, as ‘can S

‘protension or suspicion (fear). rnhe analysis of substantive L

definitions of anxxety pointed out that uhat has often been con-

sidered as ‘a, unity 1s-1n fact a combinatioh or pattern of emo-

ttions. Recent empirical studies have validaﬁed this pattern~

4
or combination—of-emotions conception of anxiety and depression
(Izard l972) e ‘ . .

'D.' Emotions are complex phenomena < “,-;\ ‘ L.
Even a discrete fundamenta} emotion has more than one com~ .~ -

ponent. Wheén we have *the subjective experience of anger we may

also, be bware of a hot. flushed feeling in our face:_pounding of ;

our heart, and Tension in qur mnpcles. Apd.surely both the
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subjective experience and the bodily chanqes”have neural sub- ' .:' -

strates. Thus it seems that it would be.generally accepted ot

A}

thatwan emotion has neural, behavioral-expressive, and expef-

eential components. The reason for controversy in this area

that*different approaches haVe focused on one or the other e
[ ad
- of these components, and some héve even defined emotion in &erns

/ (' .

of only one of them. Research on any one of these components is S

certainly legitimate, but it may nbt throw liqht.on the overall . -
. - \x} .J

emotion process as it affects individual 'social behavio L/

‘E. Emotions have a social (public) aspect ‘

»

) While experience of an emotion ‘is completely personal, g
it's’ behav16£§l-expressive component (particularly patterning on’ L ‘\

the fdce) is public dnd social. The medhing offemotional expres-

sions was long a controVersial subject in psychology. Tbis con-

troversy has recently. been resolved. The work of\Bkman (}972) .
and Izard (1971) has shown conclusively that several discrete

emotions are universal (pancultural) phenomena. *Both the encod- j:f

ing and decoding of these emotion expressions are the same for

people all qver the world rega\dless of culture, language, or - . .

edupational background. The importance of this finding here ig .

that it points up the potential importance of the study of em6:w;...

tion (nonwverbal) qommunication in the educational _process.,

“ . ¢

Beginning in adolescence, social pressure tends. hp lead

.

the individualp to inhibit or\conceal the viridical expressions

of the emotions._ However, suppression or disguise is' parely the, .~

- =
ho
.
-
-

case for infants and young ohildren, and rarely completely
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_ successful for adolescents‘or adults. Generally\the child‘ , X;.
emotions are written plainly on the face. More often than not
. the teacher s face also reveals her’ emotions, perhaps more than
her words. And words that say one thinq coupled with expressions . . -

that say 'another create dissonahcefer conflict in the child.

.« "

F. Positive emotional experiences dre important—in individual
. and socilal developments :

.

. L4 ”
Spitz and Wolf (1946) argued that the emotions play .a pio-
neering role in the general development o} the infant and in /

"gvery humgn. activity, be it perception, phygical proficiency,

""‘».-..!."‘I\.‘..,‘.o._, (Y

“mempry, inventiveness, or understanding [p.-941,"- Bowlby (1958)
- and qufarb (19§5) have shown that institutionalized children who

.lack the positive emotional interactions of a normal mother-:{

4

infant-relationship suffer grave consequences. Kistiakovskaia ° -

“ (1965) found evidence that led \ to conclude that the timely ; R
’appearance of positive ;maﬁf;;:?ejesponses in the infant is of ',.. ‘

great signific%éce to the neural& mental, and physical development e

. of the child. Jalters and- Parké (1965) reviewed researgh on the .

determinants of sgcial responsiveness ‘and concluded that vision

and.other stimulations such as vocalization and facial expres-

. ! )

sion directed toward the infant played a much more important role

. .
than.did the meeting of the infant's phySiological needy. Wolff o

_(1963) "showed that the positive emotional expression of smiling ;

T

established a social bond betviean the mother and her offspring.
“The ‘fact that the hum ace proves to be'the.generally'most

.effective stimulus for eliciting a smile is consistent with the

" conclusion that facial expresSion as the public aspect of emotion
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constitutes the cornerstone of social responsiveness, emotional
L 3

attachments, and meaningful interpersonal affective ties.

G. Emotions 1nteract with perceptions, cognitions, and actions
8 * 4
Support for thas proposition comes”from many sdurces and’

-G .
many different theoretical orientations. Arnold (1960a, 1960b),‘

ahd most of the other cognztzVe theorists who deal with emotion,

r »
[

‘consider a cognitive process, appraisal ~as the cause or as the
a @ - .1~
initial step in the sequence of events that constitute emotion. ,V'f
’ ‘

Spitz (1965) has argued that affect precedes and paves the, way

for perceptual and cognitive developnent and that the development
of perception remains closely linked. With affect. He concluded:
"ultinatelfu afifects determine the relation between perceptiqn—h\\\\
and cognition (p. 85]." .A good deal of experimentdl work on
perception (for example, Bruner & Goodman, 1947; Levine, Chein,

& lurphy, 1942; Sanford, 1936, i937)‘showed that needs (some of

. @hich may be considered:as affective in nature) intrude on and’
distort perception. More recently emotion theorists (Tomkins,';
1962 1963, Izard & Tomkins, 1966; Izard, 1971, 1972) have pre-

e

sented both theory and empirical evidence” relating to .the inter- -

«

-

-actions of emotion, perception, and cognition. | . o
f : ‘\
~ II. Methods of Studying the Emotions

JAs indicated in’ the foregoing statement of concepts, emo-
tions are enerally recognized as complex phenomena. A number X

of investigators ecognize the thiree basic components. neural,

behavioral-expressiveh and experiential. Thus the study of

. ‘ \
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.?emotion may take 5lace at ‘any of_three levels, each level cor-

L

responding to one of the basic components of the emotion process.
Methods and techniques bf investigatyon are dictated in large
geasdre by the components being: studied. R

A, Research on the reurgphysiological .evel ° N

Studies of the role of the brain’ and the central nervous

~ v

system in’ emotion are basic to the.advancemen.ref the science

@
s

6? emotions. Although considerable progress is being.made in ,
the general area of brain and behavior * relatively little effort’

1s being extended in the study of brain and emotion. Although,

I

research at the neurophysiological level may not be considered
“R ) )
germane to the educational process, its genéral 1mportance to

the field warrants: a brief discussion of some of. theé malor tech-’

" niques being used at tnis level., .

1. Surgical ablations and lesions. The investi@ator .

[ . . - [
hypothesizes about the role of a particular brain mechanism in

emotion and then proceeds to remove or damage this brain area.,

4

\The effects of the ablation or lésion. on behavior are then
.observed@.-ﬂhis technique is, of course, cdnfined to animal
research. ‘After many years of innestigation of this sort, a

nunber of innestigators nave concluded that this approach is

crude. ‘Ablations and lesions are almost always imprecise and ' -
\~it’is therefore difficult ta dtaw conclusions regarding relation-
ships of particular brain areas to specific emotional responses,

~

or the lack of them. !
' ' 9

©
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2.' Micro-eiectrode inplantatiqnsl "his technique repre-

Y

senﬁs a considerable technological advance over ablations and

lesions. Wicro-electrodes can be implanted with considerable'

)

'precisionv and conclu31ons regarding the role of particular brain

areas ‘in different emotional responses can be' rade with consider-
- : d (
ably more confrdence. oo . ‘

3. Psychophysiological ‘studies. nhcﬂ pf the research
F} ] v

under this héading has used indices of aqtonomic nervous system

_very, promising as a method of ;tudying the emotions. More

functioningfas dependent measures. Since the autononmic nerVous

system may be involved in a host of things othex than: the emo-
t

tion process, peripheral measures of auténomic activity are not

importantly, singe the work of Cannon 1t‘has been well estab-

- in the emotion process. a7

) ‘

siological functioning, especially inVéstigations using adequate’

S

118hed that the rol 9§‘the autonomic nervous systej in emotion

is by no means primarg. It is a secondary or auxil ary system

’

{ . '
e L VJ’ hat S

Some research based on peripherai measures of’ neurophy- ’

electroencephalographic or electromyographic equipment, may prove

useful in the study of emotion. This would be particularly true

1
‘e |

..if tue inVestigator has_effective techniques for monitoring, via

self-report, the specific emotipns which\are dealt with.

B. Studies at the behavioral-expressive level

"he term "behaVioral-expressiVe is used to describe the
component of emotion which is observable primarily in facialﬁ

behavior and secondarily in posturel and vocal behavior. The"

.
L)

¥
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term does not refer to\instrumental, motor, or locomotor

responses subsequent to the intraperson emotion prOCess. a

numbe; of résearch techniques focusing on expressive behavior .
promise to be guite fruitful in educational research. Confidende
1‘n the. validity and usefulne“f such techniques has been sub-

. stantially. inéreased by recen®evidence establishing the uni- f

versality of fundamental emotion expressions (Ekman, 1972; Izard,

I
1971). Essentially two types, of study are a?prOpriate in this N

area: studies of the function of expressing (encoding) emotions,

and studies’ of thegrecognition gdecoding) of the cues or‘gignals
of, emotion eXPrBSSIOn. . 7 _ ;’ s ' i if
‘i 1, Techliques for studying enotion expression. ' Studies

of this type fall into two groups: studies of (a) voluntagx i - F
?fpression and (b) involuntary or spoﬂianeous expression. Very
little research has been done on children's abilitv to produce/
> a particular facial expression of an emotion on rEquest. Although ]
Goodenough (1932) and Thompgon (1941) showed that facfal expres-
sions devel&p in congenitally blind children in near-normal
fashion, Dumas (l932 1948) found that the vblunfary expressions
of the congenitally,blind were coffsiderably inferior to the
. yvolyntary exoressions of normals. Kwinthil93¢) showed that \)

.ﬁﬁiﬁhildren's ability o execute various facial movéments (compo- ':>§$
J;ents of discrete expressions{ develop in a rather regular‘v : )
fashion during the growing years. : ! ‘ ‘
ore recently Odom and Lemond (1972) studied developmental o

differences in the perception (decoding) and production (encading)
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of facial 'expressions in childrenwages 5 (kindergarten) and 10
. - N & ‘ .
(fifth grade). They.fbund a substantial difference betWeen

i

. children s ability to produce an expression and their ability

e

+

~ X to’ recognize an expression. The lag in abilitg to preduge exp§5s-

. sions on requestiﬂid not decrease with increasing age. The R

[}

4 .

?uthors noted that the lag demonstrated in this study paralleled
the. lag data associated with language and figure productron. \
2‘ Recognition or discrimination of emotion expressions.

»

Studies of children's ability to recognize emotion expressions

can be studied by ‘use of live models especially trained to por-

N tray the discrete emotion expressions or by use of standardized

< photographs or govies of the e\’ressions. A number of cross-

culturally- standardized sets of photograg!s of facial expressions
are nowv available (see Ekman, l972, and Izard, 1971). Variou%
specific téshniques for utilizing standard stimulus photographs
in the study of exprsssi%p discrimination have been discussed by

- ' Savitsky and 1zard (1971) and Odom and Lemond (1972).

3. Naturalistic observation of emotion expression. The

method of faturalistic cbservation may be the one.which will have

"the greatest payoff. A number of possibilities for the use of

‘Use of.paturalistic observation means that the’ investigator will
be recording the eqpotion as it occurs. Such gatA'provide the
possibility of determining‘what it is in 'the teacher's ‘behavior

S, "

.and in the #chool situation that elicit the various positivé 'and

ST . ‘negative emotions which ‘vitally affect the educational process.

[ .- , .

.

.. this method will be discussed in the final section of this paper.:‘
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Ther.» are two procedures_for implementing the nethod of - <
naturalistic observation. One ds to train observers to use a
.“ standard Lzed behav:Lon observation scale for recording the/ appear- 3
;a' ance anc;,sequences of various emotions as they occur in the
differEWnt\children being-: studied. This method hds certain

'._ linita tions. Haggard and Isaacs (l966) showed. that discrimin-
able, micromomentary emotion expressions occurred within a perio&
of a!:prox1mately 1/8th of a second and went unnoticed by obser-
ver.;, who were experienced psychiatrists.‘_In addition to’the

PO ;sibility of missing a certain afmount of data,'live observa-

' < ti ons can'be made by.a single observer on a relatively small

iy nJumber'of‘children. ;he.number of children that may reliably

| " be observed will depend on the comprehensiveness of the obser-
vgtiqn sca}e’ ~ : o

Aﬁe second procedure for 1mplement1ng naturalistic observa- ,

tion is by LSe of yideotape recording. Videotape recording of

childrens' facial.expressions in various classroom,\study hall, {j
Ny and playgronnd act1v1ties can prov1de a comprehen51ve and com- |
) _ pletely acclrate record of all events captured on the tape.
‘ lrained obsn 3rs can then play and replay the tapes in order
to obtain r=liable data on standardized observation scales. On //

©

the surface, videotaping may sound 'like a cumbersomefand expen-
sive procedure. However, the possidélities for'developing a .
v1deotape °chedule that would obtain representative samples of
teacher-child and child-child iﬁter;;tiong in the various school

a -
situations gnd the improved logistics made pos81ble by the

- - :
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capacity to store and rétrieve the taped red&rd as needed, may

make it pessihle‘to complete certain. types of research more
2.4 .t .

k\ validly and less expensively in the’ long run. .

C. Methods of studying emotion experience (phenomenology of
emotion) -

behavioral-expressive level we are studying a tion process

)' . that includes "felt-emotion" or erotion experience. Certainly
when we'are observing the‘spontaﬁeous eXpression of’emotions\in

chlldren in day-to-day school sxtuatlons we are also obtaining

-*h,
.

- indices of the1r inner experlences. Hevertheless it is appro-

4

prlate to glve a separate place to certaln techniques for more

\)

, direct analysis of the "‘subjective experience of emotion.
- Several adjective check lists or dcales have b&en used to,
- get immediate self-report of erhot:fon e.xl.)erie;ce (see Izard;
1972, NOWllS, 1965, Zuckerman, 1960). These scales‘have mostf
frequently been used with college. students though some of them
haVe been: used in research in the hlgh school. The one hy Izard
(leferentlal Emotion Scale) has been tentatlvely adapted for

, elementary school children and further work on the development
| .

. of this adaptation is under vay. L o
| * ) b & ) ’ : [
. . . .

' Various inventories have begn used in studies of anxiety -
.lh children. érominent exanples are the anxiety tests used by

. L4 N . ‘ '

”‘ Sarason and his colleagues (Sarason, Lighthall, Davidson, Waite,

and Ruebush, 1960). The advantage of these scales is that they"

(4

have been proven. useful wvith elementary school age children. A
¢

~ disadvantage is the fact that the scales deal with anxiety as an
. ﬁ . ) . - L4 ) .,.
N | . - >

I S

AY




Izaxd ] . ‘ L 16

< v L ,
entity rather than as a pattern of disé¢rete erotions. An ‘inven-
tory used by Izard (1971) attenpts to’neasdre the extent to
which each of several discrete emotions occur in different social

situations. ‘This latter instrument was standardized on college ’

‘

students but has been adapted in experimental form for children )
of third. grade level and higher. ; < L v
. X
Another highly promising method for tﬂe study of emotional

‘experience in children consists of analyses of children s Fantasy
and imaginative play.' A variety of technxqﬂés for the stud> of
fantasy, imaginative play, and the association of . these with the

emotions has been presented by Klifger" (1971) and Singer (1973).

IIXI. The Emotions in Relation to Some Fundamental S
Areas of Lducational Research _ .

duch of educational reSearch, like research in many other
areas, has not focused on emotion or emotion-related variables.
. This is true despite the fact that‘research on suchgtopics as

teacher effectiveness has often produced'empirical evidence of
the presence of an affective factor: However;,quite‘often d; «
researchers vere not interested in the finding that the teacher's
likeability and capa01ty to excite students had some bearing on

teacher effectiveness. Personal experience and common sense
» A

tell’'uys ‘that the teacher who impresses students favorably, cap-

L ]

tures their interest, and involvés them in educational tasks

A}

that they: find exciting is the effectiye teacher.

. . - . ) . )
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A, Emotion indices~9f teacher and school effectiVeness

. One'approach to the study of teacher and school effective~

+
L]

ness would be. to monitor the behavioral-expressiVe aspects of

children 8 emotions‘inqrelation to the teacher and to the subject
. matter, or what is &aught. Cither the method of live obserVers
. or video=taping would‘be appropriate. '

' \ It wouldfbe necé;sary to set up ways of determining which
enotion responses were to'the teacher as a'pe&son and which were
to the learning‘orocess or the subject matter. One way of doing
this would be_to_analyzc sequences of emotion responses as they

2 . ﬁ‘ ]
occur in different classroom condition!i For example, a child

who constantly smiles at the teacher na§ find the teacher very

likeable but may not be excited about the learning process or

the subject métter. There should be variation in emotion expres-
s sion depending upon what the teacher is saying and doing. A

sequence such as surprise, distress, excitement, enjoyment,

7

might indicate that Some difficult problem had caught the stu-

, dent's interest, been found challenging, and“that finding the
, -
solution was enjoyable. The distress could arise from the

student's-concern over the problem of finding a solution. And\

~

indeed without some inmication of negative affect there may be

some Question as to whether the child had really been challenged.‘

B. Emotion responses to differing school situations
] —
o

Studies of both embtion expression via observation or video-
tép%hg and studieglof emotional experience by way of~self;report

-, scales! and inventories should prove fruitful in ecological
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| ’ ~studles of the affect;ve atmosphere of such env1ronments as .

4

.j _the classroom, the study hall, ‘and the playground. _Qne ght L
. expect somewhat different emotions ‘in these three environments,

éven in the ideal school. On one-ead of the continuum, .qne might
" #ind only negatlve emotions in the classroon, nostly negatlve h

emotions 1n the study hall with pos1t1ve emotlons eXhlblted {

v

'only on the playground. In the latter sltuatlon, even the play-'

ground mlght be the source of a gréater than deslrable ?mount of
'’ .. {

negetlve emotion and aggrgsslve behavior. Studies could be

almed at dellneaxlng a set of gradLents for posltive and negatlve
\
emotions in different school environments. 1In addltloﬁ to

2

. ' expressive behavior and.indices of emotion experience, .the o .
chlldren s part1c1pat10n in fantaSy games, and 1maginat1ve play

should prove a rlch source.of data on the emotlons as they relathe -

to the different school env1ronments. . -

14 s

% * ; 4

C. The emotions,. fantasy, and imaginativéeﬁlay as variables in .
learning and memory _ . . -

-4

The First questioh facing'fhvestigators'in‘this area is
/ . oo ‘ +
an ideolqgical one. The question is whether one believes that

» !

emotion should‘be the reward of learnlng or an accdhpanlment'of N

P ¢
learnlng. nghtrwlng ideology says that emotlon is at best o \Y-

s,

somethlng which is thq dessert after you do the worL If it is
to be 1ncluded at all 1n the educational process it shoul& be

. the reward for arjob well done. Left-wxng 1d%ology says that
" emotion must bL présent as a sign of aﬂ\efﬁectlve learnlng '

. -

!

experlenfe. lhe .emotional experience is a necessary 1ngred1ent * -

L .

»
- L]

in education 1f what ‘is learned is to. be an integral part of the

“.F"
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\ person. In some instances the embtional ‘experience may even

be, viewed as a substitute for learning.'

The right-wing and“leftfning ideological.positions are t;e
ertremes and it is our view thag it would be more appropriate
s ‘ ' to* take a middle-of-the-road position. Thus educators should

insist both on meeting the criteria of excellence in learning

P

and on optimizing appropriate. emotional experiences before, dur-
v ing, and after meeting such criteria. Q /[ )
» - We think it would be misleading to indicate that positxve

emotional experiences should be maximized in the classroom and
i 4

othé‘ ychool situations. The reason for this is that we do not

believe there can be any deep and enduring commitment td 1ldarn-

\i v ing or ‘to any other enterprise in the absence of negative emo- ‘
’

tions, Commitment is probably produced by an optimal ratio of

positive and negative emotions such that the individual becomes
prOgressively moere willing to assume greater and greater risks f o ;
and greater and greater intenSities of negative emotions (e.g..'

digtyess, shame, fear) in order fo attain higher and higher

goals or the desired, ends. Tne process of such attainment, as

well as the end.goal, will prove proportionately more and mored

exciting and enjoyable (rewarding), enabling the individual to’ )
tQierate greater and greater negative‘emotion, or‘even pain, as
of fatigue. Learning, whether in elementary subjects or in
areas or'great significance to the individual anq to society,

L . .
is not always easy or fun. Some of the most important lessons,

in and out of school, require not only effort but the sacrifice
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.of comfort and'ioyaf The difficulty we‘experience in learning

may cause us to feel distress or even anger. Inability to

, cope vith the problem nap~e1icit shame, and in the face of un-‘ t
".certainty and ambiguity t7e may experience fear. These ‘and
‘,other negative emotions are inevitable accompaniments'in diffi-
cult learning tasks, and in the attainment of the highest goals.
Thus it would be deceptive to say that the‘education process.
should have as one of its goals the maxiﬁfz of positive
emotional a;periences.. A more appropriate :tatement of the
goal would say that the‘educational processes should aim toward
optimizing the.ratio of positive and negative emotional exper- °
iences. ‘In implementing this goal the dosing or grading of
learning tasks‘should'take into account the physical, intel- | ——

! .

lectual, and emotional stage of developmént of the particular \
: A 4

child. ‘ ' .t "

It is not possible to delineate. all the factors whichjhmst
be taken into account in 1mplementihg this goal put we would
" like to emphasize two important ingredients. Firdt, beginning .
in nursery school, kindergarten, and on through early years of
elegentary school, children should‘be given learning tasks that
provide training in tolerating negative emotions. The stages
pf'developﬁent of the child's‘different personality subs¥stems
and the teacher's intuitive hnowledge of the individual will
have to serve as guides in selecting tasks that offer the right ‘ 4

halance of positive and flegative emotional experiences. Second,

fantasy games and imaginative play, particularly in nursery

4
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school, kindergarten, and the early grades of elementary school,
- - ’ . - ’

should be a regular part of the educational program. Singer

v
has shown that regular participation in fantasy games is dsso-

/°

\ ciated with characteristics favorable to learning. It is quite
reasonable that fantasy and imaginative play woulq be exﬁremely
. useful in helping the child to 1¢hrn to tolérate negative emo~
tional experiences, as well as to learn to avoid distracting
and disrupting factors in the'environment. ’
1. Emotions in learning’and memory. _éome of .our own

S ana . Lo R ' 1
research has shown that there is a relationship betveen the type

-

\of emotlon accompanying a learning situakion or experience and

the long-term memory of the event or of what was learned. ﬁhch
research'is'needed hovever to dete;mine more precisely the rela-
tionships between spegific emotions, Qhe learning process, imme-
diate and longrrange memory. A variety of types of study needs
‘to be undertéZ::. For example, one type of study might aim -
toward investigating the relatfonship betveen the emotions
expressed o&bthe_face of the‘learner during'the‘acquisition and .
processing of information on the‘one hand,‘and the quaiity and
quantity of what is stored in memory on the other. Learninq e
tasks and emotion variables will obviously need to be determined.'
. - in relation to the child's stage of developmentttf '

o2, Fantasy ahd 1muginative play in_ learning and memory._

LY

ohe work of Klinger (1971) and Singer (1973) has shown that 4

participation in fantasy and.&maginative play has important

implications for learning, memory, and creativity. Klinger's

. .
N .
~ . I
. » .
. ~
» .
. ¥
~ - - . ‘
L]
+ v
Text Provid )
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_fantcasy serves a number_of,adaptive func~

. : ) o~ .‘-:.. v, v . . .
© Atlcas, such as‘xacllltating the organizatlon and retrieval

.

of infcrmatdion, . lantasy may eVen bring about’ a creatlve

L] o »

[ -~ .
recopbinetion ‘of’ i“rormatlonal units. Slnger has shown that

children who partig.pate in fantasy games are rated higher o}

t

concentratlon. i

’

-

Slnger has also pointed out that images enhance leayning

and that imagexy cones in part out of make-belyeye play. .

-

Certainly in woelkirg with chlldren in klnderyarten, and first and

L]

second grade, develggéng the child’s capacity for fantasy and:

socio-dramatic ac: ' .ty can fac111tate learning in two ways.

-

The games may have 3ubstance which contributes to the curricu-
A

V4
lum, hnd at the same time they put the content in a context that
is 1nterest1ng and challenging to the children. Particularly

with chlldren from lover soc1oeconomrc levels, the use of fantasy

«
*

S .
_games and imaginative play should serve to increase their in-

velvement and commitment to the edliicational process. ,

There are several- other-ways in which fantasy and imagina- ' <?

tive play produce pQSltive effects. Fantasy and imaglnatfve

»

play can serve as a means of rehearsal of materlal which has

) \

L]

been exposed to the child but not fully mastered or 1ntegrated \

‘As in the ‘case of the emotions we need to 'seek to optimlze fantasy

-

. and lmaglnative play rather than maximize them. These tools are

1)

perhaps most important from nursery through early elementary

. grades,. but tb some extent they may characterize learning thfough-

out life. Poincaxé considered the discipline of mathematics as

>
5) . . L)

-

T

-
.
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~the finest type othuman play. He thought, that in this domain
. - ‘ : > 5

. rale of imagery in the learning process, it .would follow that

ER

the person is most free because he constrqcts'the enti®ies of

>

mathematics entirely from his imagination.

Ps

Since there is increasing evidepce of th importanc&\or the

the. use of imaginative games might enhance the imagery capacity

of children and prepare them better for a variety of learning .

‘situations. The use of one's fantasy play capacities may increase .

toleration of delay by providing positive stimulation and poei-'-

" tive emotional experience during the many periods o{\waiting

-

that are part of the school situation. Hany children untrained
in tne use of their owvn imaginative capaCities for self stimu-
lation and self control are'likely to engage in disruptive acts
during such waiting periods with,s?bsequent negative consequence§
for themselves. Of course, teachers must be prepared to develop

children's fantasy and imaginative plag in a constructive fashion.

Thus there is a need for research on the training of teachers

~ in the use o* famtagy games, and in the‘generating and detecting'

of appropriate emotions in children. ‘

. It would not be desirable for a chilé in the;classroom or
any other school situatior to participate in fantasy and imagi- .
native play all the time. Cpntrariwizz the child who sits with .
,his face and his attention directed toward the teacher and the

things she says without ever taking time for reverie or -fantasy -

’may pot be really integrating'anything completely. The gaze . >

/ . .
patterns of children in relation to the teacher may actually ‘

'

A} 4‘4
B

: ' - t.—#
)




M

Izard 24 -

a

‘reveal sbmethinf)with regard taz the way they are processincj or
féiliné to process information. The ﬁhiftinglof the gaze away

‘e

from the teacher may provide the child with the opportu'nit!‘ ‘to

rehearse material in fantasy or i.'maginatibn'and‘ thus to learn \
‘5 - it or int_egrate it more fully. . , :
. . ) ‘
v
! R




Izard . - ¢ .25
Y [ 4

© . , . References
> . »

4‘5- ’ Arnold, Ii. B. Emotion and personality. Vol. l. Pszchgggg;cal ‘i"
“»  aspects. [lew York: Columbia ﬁﬁ%versipy Press, 0. (a)
Arnold, if. Q.A Cmotion and personality. Vol. II. MNeurological

and -physiological aspects. llew York: Columbia University
Press, 1960. (b) ) S

‘o

. Basowitz, H., Persky, H., Korchin, S. J., & Grinker, R. R.,
Sr. Anxiety and stress. lew Yor§;~ McGraw-Hill, 1955.
N

Bowlby, J. Some pathological processes éet in train by the
early mother-child separation. Journal of llental Science,
1953, 99, 265-272." = A .

Brown, J. S., & Farber, I. E. Emotions conceptualized as inter-
, vening variables with suggestions toward a theory of '
frustration. Psychological Bulletin, 1951, 48, 465-495.

Bruner, J. S., & Goodman, C. C. Value and need as organizing =
factors in perception. Journal of Abnormal and Social r
P§§Ch01092, 1947' 42. * «

- -*

¢ . Cattell, R. B. Anxiety and motivation: ‘Theory and crucial
experimentqf In C. D. Spielberger (Ed.), Anxiety an
behavior. ‘lew York: Acaderiic Press, 1966, .
(] .
Dumas, G. La mimique des aveugles. Bulletin de L'Acadeémie de
) lledecine, Paris, 1932, 107, 607-610. s

4

Dumas, G. La vie affective. -Paris: Presses Universitaires ’ -
_de Frances, 1948. Yo , : .

Ekman, P. Emotion in the human face. llew Ypfk: 'Pergamon
‘Press, 1972. N T '

Epstein, S. The nature of anxiety with emphasis’ upon its f
. relationship to expectancy. In C. D. Spielberger (Ed.),
Anxiety: Contemporary theory and research. lew York:
_Academic Press, I972.\ .. R )

Gellhorn, E. Motion and emotion: The role 6f proprioception
in the physiology and pathology of emotions. .Psychological
Review, 1964, 71, 457-572, . - ;

’ i . . '
. Goldfarb, W. Emotional and intellectual consequences of psy-
chologic deprivation in infancy: A revaluation. In '

) P. H. Hock & J. Zurkin (Eds.), Psychopathology of child-
hood. tlew York: Grune & Stratton, 1555, IUE-IIg.
3 ' ’ i

-
35




Y yzard - T , I o, 26
‘ : 4 ~ . .

) Goodenough P. L.~ Expression of ,the emotions in a blind-deaf
.. . * child. Journal of Abnormal and Social Psychology, l932-
33 27, 328-333.

}‘ . -‘.'
. Grinker, R. R., Sr., & Spiegel, J. P. Men under stresé.

Philadelphia: Blakiston, 1945. (Also puﬁlishedfby
McGraw-Hill in paperback form, 1963).

"

Hagdard, E. A., & 1ssacs, 'F. S. Micromomentary facial expres-
, ‘ sions as indicators of ego mechanisms in p éhotherapy.
Lo In L. A, Gottschalk & A. H. Averback (Ed ArMethods of

‘ . research in psychothera llew York' Appleton-Century-
. . Crofts, 1966, ¥51-13§.) e '

Izard, C. L. The face of emotion. New York: Appleton-Century-
' Crofts, 1971, . ’ '

Izard, C. E. Patterns of emotions° A new analysis of anxiety
and depression. ilew York. Academic Press, 1972,

Izard, C. E., & Tomkins, S. 'S. Affdct and behavior° Anxiety

. ——————aB—a-negativeaffeet—InC+ D+ Spielberger (Eds)5
. ' Anxiety and behavior. WNew York: Academic Press, 1966,
~ ) 81-125, o o
! . . ki .
: Jacobson, E. Progressive relaxation% Chicago: University of
Chicago Press, 1929. ,

i Jacobson, E. Biology of emotions. Springfizﬁd Ill.: Charles
C. Thomas, 1967. .°

[+

- Katz, P. K., ‘& Zigler, P. K. Self-image disparity. .A develop- -
i AR mental~approach. Journal of Personality and Social
. sycholng 1967, 5, 186-195. . .

H

Kistiakovskaia, i1, Iu. Stimulus’ eévoking positive emotions in |
infants in the .first months of life. Sdviet Journal of

;f“j Psychiatry, 1965, 3, 39-48. . : €

H
1

Llinger, E. Structure and functions oﬁ fantasy. llew York:
John WHiley, 1971. A .

Kwint, L. Ontogeny ‘of motility of the face. Child Developmeng,
.w?, . l934 5, 1-12, - , - i

- Lazarus, R. S,, Averill J. R., & Opton, ‘E. M., Jr.  Towards a
. cognitive theory of emotion. In M.|B. Arnold (Fa. ).
Feelings and emotions. New York: Apademic.Press, 1970.

, Lazarus, R. S., & Averill, J. R, Emotio and cognition: 1ith
) special reference, to anxiety. In C.| D.'Spielberger (Ed.)
. Anxiety: Contemporary theory and researeh. llew York:
Academic Press,‘1972. ¥

*

ERIC | 1




| : ' * « . . ‘

’. . Izard: . ' ) s 21, .

} . | . v B
Levine, R., Chein, I., & Murphy, G. The rejation of the inten- .

. sity of a need to the amount o§ percepRual distortion.

Journal of Psychology, 1942,

. Maher, B. A. Principles of ‘psychopathology. -Ngw:York; McGraQ-
Hill, 1966. ) ' o ) ‘

tlowrer, d. H, Learning %heory ‘and-behavior. New York: John
Wiley, 1960, :

' Yowlis, V. Research with thé lood Adjective Check List. In
- S. S, Tomkins & C. E. Izard (Eds.), Affect, Co ition and
:, personality. Wew Yoxk: Springgr, 13965, 352-383. '
’ . - .

~ Odom, R. D., & Lemond, C, 1. Developmental aiffeéénges in the
‘perception and production of facial exptessions. Child -
Development, 1972, 43, 2, 359-369. y '
4 " P .

Saﬁford{-R; N. The.effects of abééinence from food upon
, imaginal processes: A preliminary experiment. Journal
; of Psychology, 1936, 2. ’

3

Sanfqu, R. N. The,effecﬁs of abstinence from £30d upon '
maginal processes:. A further experiment. Journal of

Psychology,, K 1937, 3.

Saraéon, S. B.,.Davison,lK. S., Lighthall, P. F., Waite, R. R.,
& Ruebush, R, K.. Anxiety in elementary school children.
New York: John Wiley,.l960. . -

Sabitsky, J., & Izard, C. E. Developmental changes in thé,use
of emotion cues in a‘'concept formation task:. Developmental
v’ Psychology, 1970, 3, 3, 350-357. : :

i

Singer, J. L. Child's world of make-believe: Experimental
» gtudies of imaginative pilay.- New York: AcademiC Press,

1973. . R .

. Spielﬁerger, C. D. Theory &ang researcﬂ)on anxiety. In C. D.
- Spielberger (Ed.),‘Anxiety and behaviox. lNew York:
™~

Academic gg:ss; 1966,
3 , -~ ’
spitz, R. A, T first year of life. llew York: International
Universitiéé Press, 1965. . :
Spitz, R. A., & Wolf, K. ti.. The smiling response: A contribu=~
tion to the ontogenesis of social-relations. Genetic
Psychology Monographs, 1946, 34, 57-125. . ‘ .

L sdilivan,*h. S., The intgggersonal theory of psychiatrxy. -
' . Néw York: HNorton, 19 ; '

3.

AY




. Izard - : : . Y 28 P

Thompson, J. Deughgment of facial expression of emotion in
blind and seeing children. Archieves of Psychology, 1941,
. 264, 5-47. . .

.
Ll

. |

ToyKkins, S. S. Affect, imagery, consciousness. ‘Vol, . The !
positive affects. New York: Springer, 1962. ‘

' |

Tomkins, S. S.’ Affect, imagery, consciousness. Vol. II; The
negative affects, New York: Springer, 1963, :

4 4

Walters, R. H., & .Parke, R. D. The role of the distance Yecep-
tors in the ‘“development of social responsiveness. In
L. P, Lipsitt & C. C. Spiiter (Eds.), Advances in child \
development and behavior. Vol. 2. ilew York: Academic
Ptess, 1965 29=46, Co

'.Webb( W. B. " "A mof;vational theory of eﬁb@\ens. DL Psycho-
logical Reviei¢, 1948 . 55,329~ 395 : 4

Wolff, P, H, Observations on the early deGelopment of smiling.
_ . AIn By i, Poss’ (Ed.), Determinants of infant behavior.
Vol, II§. New York: John wiley, 1963,4113‘134. : ‘

"Zuckerman, !1. The development of an Affect Adjective Check
List faqr the measuregent of anxiety. Journal of Consulting
: Pszcholog_x nso 24, 457-462.

DT . t

.
«f ™
-

wf
v

<
S




| ( - APPENDIK

. . . ~oOutline for PEM Study Adopted for Planning Pu;poses' o
(Detailed changes have been gade by Task Groups at the b
* e i .o discretion of gf up menbers.) N
N\ ‘ \‘ - : N ‘
. 1000, PEM Agpects of éhild‘Deve%opment
. . . . N “ o
. L100, Special Problems in Infancy and Early Childhood (birth to
~ 5 years) . -
1101, Group care - - /2 ~ .
l. Effects of orphanage rearing, fwultiple mothering vs

one-to-one mother-child (or surrogate mother) . '
relations ' ) '
2. Related effect environmental complexity .
- 1102, Separation anxie;yf/gzar of the strange
1103. Readiness iy : *
l, General concept ~
2. Special application to disadbantaged children
1104. Forced training ‘("pushing") ‘ _
- ¢ 1. In relation td "natural®™ intellectual Iimits .
. 2. In relaticn to readiness '
11¢5. Sequential OrganizEfiﬁﬁ“ﬁf‘Iéarningf““‘*———**~-—-~
‘ . L 1In infancy .
N , 2. In early childhood . N
1106. Parental involvemént and influence on early development
L. - Effects of home environment, of implicit theories
, ¢ and practices of parents . . X
- 2, Manipdlation of parental beliefs and practices, in
enrichment programs , ~
1107. Modes of learning and experience that affect early -
behavioral development . : )
. 1..- Differential effects on anatomical maturgtion and

behavioral development

2. Correspondence between rates of aﬁatomical,and J
_ behavioral development ‘ . .
3. Effects of..environmental (experiential) enrichment -

and impoverishment, and cumulative'effects with
+ increasingly complex cirdumstances
- 4. Hierarchical conceptions of intellectual development: .
(Piaget) E ‘
5. Development of learning sets and their implications
for intellectual, motivational, and personality - ..

’
.

v develdpment;. resistance of resultant behaviors to
extinction $ . . .
6. Critical periods B
"1200. Child Socialization S
" 120l. @onceptualization of the socialization process
' v Socialigation pressures ‘ :

" 2. Learning paradigms: e.g., dependency relations and - °
. i adult: control of "effects" (reinfgrcement), reference
N . -group formation o ! C, s

. 4
- ' . ’




\ T

Appendix ' _ : 2 i
p N . .
. i ¢ ¥
1202, ‘InternalizZation of beliefs and values 7
. 1. Conceptualization of attitude, bellef, and value o
" . - - systems
2,* Identification prpcesses
) 3. Impulse control (self control)
LS 4., Effects of environmental resources
1203, Cognitive socialization §
1, PSYChOllngulsth structures, language development:
- effects ond thought, beliefs, attitudes, interests;
. patterns of expression, values
. 2, Uncertainty and information=seeking
: 3. Development of expectancies; category accessibility;
< assimilation; effects on perception, cognition, action
" 4, Symbolism, symbolic behavior
1300, Personality Development
. ) 1301, Developmental theories (Freud, Erikson, Piaget, Sears)
: 1302, Developmental sequences, stages ¢ e e
: 1, Critical periods -
2, Fluid and crystallized patterns of lntelllgence ' -
(Cattell) . . .
. 1303, Development of self~identity —— — s
.. l, Self concept, ego theories, self theories
. 2, Relatlons to soc¢cial class, racial-ethnic factors,

region, sex, famlly characteristics
1304, Effects of age, sex, culture, and other environmegtal
factors 4 ' ’

1305, Development of mechanisms of coplng and adaptation

1400. Behavior Chaége . o :
1401,  Personality, learning : ‘ !
. . 1402, Susceptibility to change of personrality traits, attitudes,
. inte¥ests, beliefs,. values" .
1303, Measurement of change . '
1404,, Genetic, maturdation, and learning’ factors in physical
and psychologlcal growth \

w

- - - .

. %000. Personality ) L - /

2101: Criterid for a yiable theory, )

% 2102, Development of Qm:.f:.ed, J.ntegrated the retical formula- w
tions. .
I Cro;s- evel comparisons and- correlatlons

Development&! histories of stable tralts .
Relations among trait patterns at various develop- :
mental 1eyqls
Relatlons of ‘traits to perceptual responses- 1n person
‘perceptxon %nd interpersonal lnteractlon — . T .

Y 2100. Conceptual aﬁarEheoretmcal Approaches 6//////

y ’ ’ - .




— — -—2701. Methodologital problems: definition of universes of

h dation of traits; effects of-age, sex, sample, culture,

~ 2702, Observational, rating methods: rater and "ratee" sources

.
~

=~ 2703, Self-report methods: item pools; format; item vs cluster

|

Appendix

. 4
v

2201, ‘Cognitive style, complexity . : LA
2202. Balance thedries ., . '
2203, Cybérnetic formulations L \ ,
" ~1l. computer simulation of personality - - . \ s
2., HMathematical models .

2300. Developmental Approaches (see 1300)
2400, Dynémic Apprdaches (see 1303, 4000) v
'2500. Morphol%gic Aﬁ%roaéhes

2600, Physiologic, Psychophysiological, and Biochemical z
Approaches (see 2102.}) ‘ ’

2700. Trait Structure, Multivariate Approach - Taxonomy of

‘Trait~Explanatory Concepts of Stylistic and Temperament
Aspects of Personality

_behaviors for self~-report, observation-rating, and
objective test ‘studies, nross-media matching of stable
structures, design paradigms, including multi-modality
designs and trait x treatment designs; construct vali-

and other environmental effécts, and relations of these

to resulting trait patterns; the range of roles and gets .

in relation to diversity of, response patterns obtained

(social desirability, acquiescence, and other specific

sets), their similarities in terms of effects on self-

description, and the relations of traits tq moderator ‘ 3 -~
variables representing such sets

‘'of effects in' peer and "other" ratings, in observational . .
trait assessment, and in” interpersonal interaction:
explicit concern with task, stimulus presentation,
response format, socio-environmental setting, and demo-
. graphic characteristics of participants; conceptual and
empirical relationships among similar and related trait
— descriptors within observational-rating subdomain and )
in other subdomains (self-report) - :

factorization; m asurement of and correction for response
.bias or distortionh; development of a unified, consistent

conceptual framework for concepts of personality style
and temperament _. . )
2704, Objective test, misperceptive, indirect assessment, and
" development of fresh, new approaches to personality mea-
surement and.description ' '

L]
»

2800. Creativity . ... - ’

2801, Conceptwalization of creativity; relations to intelligence,
personality factors : :




-

4104,

3105,

'4106.
4107,
4108,

N \ Y. .
\. - ’ K
Appendix : D i . 4
. oA -
2802, Characteristics of the creative pergon '
2803, - Analysis of the creative process . .
2804, cnaracﬁerlstlcs of the creative product] ‘

» 2805, Characteristics of the creative sltuat on, short- and .
1ong-term, 51tuat10nal factors contflb ting to creative
performance

2806. Measurenent of creat1v1ty '
. . . . 8
3000, Emotiors ~ & . &
- S
- ..3100, state Patterns- Phy51ologlcal Cogmnitilve, Behavioral
3101. Arousal stimuli , : . _
+ 3102, Response dimensions’ I . 7
3103. Uniqueness - ' . -
' 3104, Learned-un}earned dimensions
3105, Affective’ learnlng, autonomic and phy iological learning
3200. Relations to Traits, Roles !
3300. Jioderation of Expression by‘Learniqé .
3 l. Culture patterns . o .
T ~Age, SeX; group-—norms - -— — ;- — ;. - - = e
3400, Drug Effects on_Emetional Pattefné
3500. Differentiation of States, Reflectlng Sltuatlonal,
, Organismic, and Stimulus Variations, from Traits,
Represented as Long=-Term Individual Dispositions .-
3600, Arousal States: Adrenergic Response, Stress
3700. Dysphoric States: Anxiety, Depression., Gullt, Shame, '
. . Remorse ({see 4300) ‘
'3800._ Duphoric States: Happiness, BEdlation, Joy, Hope, Confidence ’
4000, -Motivation e R
Pl '-‘\ . .
4100, Cohceptualization gnd Theory (human motivation)
410%% ' Homeostatic systems,. physiological need .
4102, . Neéd-press system (Murray), subsystems (n Ach)
4103. Dynamic systems (Freud, C éttell)

Cognitive and cybernetic approaches- motlvatlon 1nherent
in 1nformatlon-proce551ng functions (Hunt), cognltlve
dlssonanpe theory, incongruity, collative variables
(Berlyne) , balance theorles, exchange theory b :

i

Motivation inherent in individiual performance, competence

.

- ‘motivation (White) = -

Trait systems and patterns (Gullford Cattell) .
Values systems; moral character
Conceptualization of interest, attltude, need, belief, e

value, 1deal ,
y A
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4200. Process and Trait Formulations . ' 3 o
. 4201. Relations and differences in conception and approach .
.. 4202, Process theories and fornulatlons ‘.
- 1. ‘Balance theories ’ ) .
¢ . 2. Exchange theory ' -
toe 4203. Trait forrulations: motives, values, character traits . .
1. HMethodology of measurement: Strong paradigm,
"Thursto e scales, Likert scales, Cattell'!s and
Campbell's indirect approaches' self-report, objec- ‘
tive, misperception, observatlon, rating, content .
analysis, unobtrusiv® neasures . |
2. DBnalytic.approaches: factor analysis, multidimen=- .
, 4 Slomal scaling, profile clustering- s

Factorell patterns of sentlmenks, attitudes, interests,
.beliefs, values

* 4, , Variations related to age, sex, sample, ‘culture, . s
¥ and other env1ronmental factors - . ;
4300. -Frustratlon, Stress, and Anxiety T
4301, Frustration theory and research evidence
4302, Conceptualization of stress )
' “ 1. Relation to frustration (Selye) .
- ——rkeef o0 2. Utility of stress concept in interpretation of X
. . behaviot
3. Relatlonshlps among physlologlcal and psychological
: aspects
’ 4, Stress andscoping, add@tatlon
4303. Adaptation-~Level Theory‘énelson) (see 5100)
4400,  Conflict &
4401, Conceptualisation of conflict (Miller, Murphy, Cattell)
, l. Types of conflict: role, value, internal
- 2. Approach and avoidance-relations
4402, Conflict measurement and c¢alculus
| 4403, Conflict in relation to mnterpretatlon and predlctlon .
| of action o X |
| - . ‘ . -
l- “4500. -Interests and Vocational Guldance
| 14501. Incremental’ value of interest measurement over ability .
| and aptltude measures .in predictions of various criteria .
| . on various populatlons (Thorni}ke, 10,000 Occupations;
, -~ Clark, Minnesota study)
5000. :'Elnvzlronmental Variables o /.
5100. Conceptuallzatlon of EnVironmental Variables and Their
'Effects on Behavior; Human Ecology < ,
St 5200. Methodologies for Encoding Environmental Factors v-
5300.

Taxonomic Systems of Environmental-Variables
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v . 2400, Normative Studies of Selected Behaviors in Relation to
. . Defined Patterns of Environmental Setting: Sampling

Problems in Relation to Populations, Behav1ors, tlacro-
and Micro-Environmental Settjngs

‘w"_' 4

.« *6000, 'Interpersonal Behavior Processes o
, 6100, Group Theory, Role Theory, Interpersonal Settings

6200, Interpersonal Perceptlon, Attractlon, Influence; ‘Social

Acuity, Empathy . . : P - .

v 7000, Variations in Psychological Processes

7100, Paradlgms for:such Research, Taking Account of Persons,
Tasks, Environmental Settlngs, and Occasions $Cattell

~covariation chart, Campbell-Fiske model, longltudlnal
repllcatlon)

7200, Paradlgmatlc Studies of Selected Learning, Motivation, - -
Perceptionh, and Other Psychological Processes to Investi-
. gate Variations Attributable to Shifts in Subject, Task,
) ——— -Setting, and Qeccasion Dimensions
J 7201, Analyses to estimate magnitudes oﬂ*varlance components
. ’ in standard dependent variables accounted for by trait,
'ﬁ treatment, and trait hy treatment sources and their .
specific constituents t .t
7202. Analysis of total interactjon’parameter estimates 1nto
. principal components or other dimensions in ordéer to ..
y compare results by such methods with conventional R, -~
g P, Q analysis, both with single dependent variables
' and vectors (multiple-dependent variables) - ] -

t . , . v




