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ABSTRACT 

This thesis explored through experimental and correlational 

conditions the relationship of affect and memory. Some of the 

individual and situational factors that were associated with the 

variance in performance were identified. One hundred and twenty 

children between nine and twelve years of age in three widely 

separated schools participated in the study. The children were 

provided with lists of words to learn by using five learning 

tasks. A learning task that involved affect achieved memory 

performances that were quantitatively greater than the results 

achieved after other learning tasks. 

The empathic ability of the children was measured through 

an analogue. The children responded how individuals felt in 

certain video excerpts. The empathic ability of the children 

was related significantly to memory performances achieved after the 

learning task that involved affect. 

A questionnaire was answered by the children that gave their 

perceptions of their mother's and their father's behaviours and 

feelings. Various statments appeared that were consistently and 

significantly related to the empathic ability of the children. 

These items indicated that the factors of support, anger-anxiety, 

and demand were differentially Yelated to the empathic ability of 

the children. 

A model of relationships that included the child's perceptions 

of the parents, the empathic ability of the child, and memory 

performances achieved after the learning task that involved affect was 

presented. Some implications for classroom implementation were 

advanced. 
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Chapte r One 

Affect and Memo ry :  The Gen e ral Rese a rch Probl em 

A .  Gen e ral Psycho l og ic al Theo ry and Rese a rc h  i n to the Rel ationsh i p  o f  

Affect and Memo ry 

The stud y o f  t he rel ati o n sh i p  b etween affect and memo ry has  a 

hi sto ry t hat e x ten d s  to the b eg i n n i n g s  o f  psycho logy . As yet , no 

g en e ral l y  accepted theo ry ,  a g reed base of empi ric al fi nd ings , o r  

recogn i zed ope rati onal d e fi n i tion o f  a ffect and memo ry has  

em reged . ( Zimiles , 1 98 1 ) In  a review of  the  rel ationsh i p  between affec t  

and memo ry Rapapo rt ( 1 96 1 ) began wi th the d i sc l aime r that h e  was i n  n o  

posi tio n  to define  emotion o r  memo ry a n d  even l ess t he i n fl uence  o f  

emoti o n  on  memo ry .  The aim o f  thi s thesi s has  been to i nvesti g ate the 

rel ationship  between  affect  and memo ry .  The p ro j ect  has b een d el imited 

to a p rac tic al stud y of the e ffect of a ffect on  memo ry in the l e a rning  

p roces s . 

1 .  The Qual ity  o f  Affect and Memo ry 

Thro ugh the fi rst hal f o f  the twenti e th c entu ry the re we re man y  

stud i e s  that attempted to rel ate emotion and memo ry .  Fi n d i n g s  f rom 

these stud ies  we re not abl e to be accounted fo r by any one  theo ry .  

Dutta and Kanungo (1 975)  noted fi ve  theo reti c al po si tions  that 

concen t rated upo n the qual i t y  of the affec t ,  i . e . ,  whe the r the affect  

was p l e asant o r  unpl easant , and the  e ffect  o f  the qual i t y  upon  memo ry .  

The Hedoni st i c  Posi tion stated that rec all  was founded on a moti ve  



of p l easure .  

d i spl e asure .  

Fo rgetting was suppose d l y  founded on a motive  

2 

o f  

The Tension  System Posi tion  stated that un resol ved o r  uncompl eted 

ex pe ri e nces , whi c h  we re usual l y  a ssumed to result  i n  an unpl easant 

feel i n g , we re mo re l i kely  to be  rec al l ed . 

The Pe rsonal i ty Type Posi tion  p ro posed that some types o f  people  

tend e d  to rec a l l  mo re pl e asant e x p e ri ences and to  fo rget unpleasant 

expe ri ences . Som e  othe r types  of people  would tend to fo rget the 

pleasan t e x pe ri en c es and ·to rec al l the unpl easan t e x pe ri ences . 

The Conte x tual  Posi tion i n c l ud ed aspects o f  t he ind i v id ual ' s  frame 

of refe rence  ind icated by val ue s , a tti tudes , and d esi res . The 

matc h -mismatch patte rns o f  the e x pe rience  with t he ind i v i d ua l ' s  f rame 

of re fe rence we re used to explain  d i ffe renti a l  rec al l .  An i n d i v id ual 

recal l ed mo re of those e x pe riences  that matched the ind i v i d ua l ' s  frame 

o f  refe rence . 

The Ret ro ac ti ve Inhi b i t i o n  Posi tion  assumed that people  we re mo re 

l i ke l y to fo rget unpleasant e x pe ri ence  o v e r  time bec ause the e x pe rience 

seemed incompl ete . The incompl ete e x p e ri ence  possib l y  e voked competing 

respo nses  whi c h  tended to l e s sen the p rob abi l i t y  of rec al l . 

These theo ri e s  focused upon  the qual i ty o f  the affec t  as a p rime 

d ete rm i n e r  o f  rec al l . However,  the re we re con t rad ictions  amongst the 

theo ri e s . The hedon i stic t heo ry stated that pl easan t even t s  we re 

remembered and unpl easant even ts we re fo rgotten . The ten sion system 

theo ry stated that pleasant events  we re fo rgotten and unpl easan t even ts 

we re remembered . None o f  the theo ri e s  wa s consi stently  successfu l  in  

expe ri mental tests  to  a d eg ree that  would d emand acceptance . The 

qual i ty o f  the affect assoc iated wi th an expe rience was not rel i ab l y  

assoc i a ted wi th eithe r the recall  o r  fo rgetting o f  that 
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e x pe rienc e . (Dutta and Kanun go ,  1 975)  

The Hedoni st i c  Position  gen e rated much research and  cont roversy . 

F reud ( 1 9 1 5, 1 93 8 )  expl o red the rel ationshi p o f  affec t  and memo ry 

thro u gh the ps ychoanal ysi s  o f  fo rgettin g. Th rough the an al ys i s  o f  

i n stanc es o f  fo rgetti n g  F re ud and h i s  fol l owe rs aimed to d ev el op a 

the rapeutic p roced u re whi c h  was e x pected to inc re ase awa reness and 

insi ght . As a consequence the re d eveloped a theo ry of the pa rticular  

rel at ionsh i p  between a ffect  and memo ry .  F reud ' s  fol lowe rs tend ed to 

i n te rp ret the rel ationsh (p d ic hotomousl y :  that pleasurabl e  expe riences 

we re remembe red and unpl easant e x pe ri ences we re fo rgotten . Some o f  

F reud ' s  anecdotal exampl es and even some o f  h i s  t heo retical  wri t i n g  

appe a red to give  val id i t y  t o  thi s s i mp l i fi c ation and e x tension . Fo r 

ex ampl e ,  " The fo rgetti n g  in  a l l  cases i s  p roved to be found ed on  a 

moti v e  o f  d i spleasure . "  ( Freud , 1 93 8 ,  p . 96 . ) 

Electri c  sho c ks we re adm i n i ste red i n  conjunction wi th mate ri a l  to 

be  l e a rned , p resumab l y  to test F reud ' s  t heo ry o f  rep ression . However, 

McGran ahan ( 1 94 0 )  c ri ti c i zed the e x tension  o f  repression to i n c l ud e  the 

e ffec t any unpleasant e x pe rience  would  have upon memory .  He tho u ght o f  

rep ression  as a n  unconsc ious phenomenon functi o n i n g  to p revent a 

pai n f u l  expe rienc e comi n g  i n to awa reness . It was not a gen e ral 

e x pl an ation to explain  al l fo rgetti n g, al though wo rks s uch as The 

Psycho pathology o f  Eve ryd ay Li fe ( Freud , 1 93 8 )  appe a red to ex tend the 

gen e ra l i zab i l i ty 

fo rge t fulness . 

o f  rep ression to explain  common i n stances o f  

If  a n  ind i v id ual fo rgot a n  e x pe ri ence , t he Freudian in te rp retation 

i n d i c ated that the re was a possi b i l i ty o f  rep ression . The 

ps ycho an a l ytic  l i te ratu re bo re out the possib i l ity that some 

e x pe ri ences we re not rec al l ed bec ause of rep ression . However, as  a 
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global  p ri n c iple  to accoun t fo r al l fo rgetting , rep ression was not 

rel i a b l e  enough to expl ain  memo ry and fo rgetfulness . Fac to rs othe r 

than the qual i t y  o f  the a ffect seemed to be  p repotent . Col g rove , 

Kowa l e wski , and Susuki ta ( Rapapo rt , 1 96 1 ) a round the turn o f  the cen tu ry 

asked chi ld ren whe the r they could remember pleasant o r  unpleasant 

expe riences bette r. The fi n d i ngs  showed that the re tended to be a 

match between the pe rsonal i t y  t ype o f  the sub j ect  and the qual i t y  o f  

the e x pe rience a s  to how wel l  the d i ffe rent e x pe ri e nces we re thought to 

be rec al l ed . Washburn · ( Rapapo rt ,  1 96 1 ) showed that some i n d i v i d ual s 

had p redominantl y optimistic  tend encies  and othe rs had p redominan t l y  

pessimistic  ten d en c i e s . The se tend enc i e s  rel ated systematical l y  to 

reca l l in that opt i m i sti c i n d i v id u a l s  tended to rec al l  mo re pleasant 

expe ri ences . Pessimisti c ind i v id ual s tended to rec al l  mo re unpleasant 

expe ri e nces . 

Muc h  o f  the researc h  and the theo reti c al app roaches to the 

rel ationsh i p  of a ffect  and memo ry have  concen t rated on  e x amining  the 

e ffe c t  of the qual i ty o f  the e x pe ri ence upon retention . Othe r 

rese a rc he rs have explored and champio ned the inten s i ty o f  a ffect as o ne 

o f  the  p rime explainers o f  d i ffe renti al retention . ( Dutta and Kanungo , 

1 97 5 )  The results  from each have been equ i voc al . 

2. The Inten si ty o f  Affect  and Memo ry 

Dutta and Kanungo ( 1 97 5 )  o ffe red the theo reti c al p roposi tion that 

the i n tensi ty o f  pe rc e i v ed affect  would  mo re abl y  accoun t fo r 

vari ab i l i ty i n  the amoun ts o f  recall  in  stud ies o f  learn i n g  and memo ry .  

The y  fo und that ad j ec ti v es a sc ribed to a posi ti vely p e rcei ved g ro up 

we re rated wi th mo re inte n s i ty than the same ad j ecti v es asc ribed to an 
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un kno wn g roup . Fu rthe r, the ad j ecti ves rated wi th mo re i n ten s i t y  we re 

mo re l i ke l y  to b e  recal l ed . Dutta and Kanungo conc luded that the 

rec al l and fo rgetting  of the ad j ectives  was best expl ained by the 

i n ten s i ty wi th whi c h  the wo rd was pe rc e i ved . The ad jecti ves that we re 

expe ri e nced wi th mo re i n tensi ty we re mo re l i ke l y  to be rec a l l ed than 

those ad j ecti ves whi c h  we re rated as n eut ral . 

The se ri e s  o f  expe rimen ts pe rfo rmed by Dutta and Kanungo used 

ad j ec t i ves appl i e d  to the sub j ects ' t ribal g roup and the same 

adj ec t i ves appl i e d  to a fi cti tious t ri b al g ro up . Thi s  con founded the 

famil i a ri ty and reco rd of past e x pe ri ences wi th t he i ntens i ty of t he 

rati n g  of the ad j ecti ves . Fo r ex ampl e ,  o ne ad j ective was " po l i te . "  

The repo rt read fo r one sampl e ,  " The Bengal i a re a pol i te peopl e . "  

Anothe r pa rt o f  the  sampl e read a d i ffe rent repo rt o n  a fi c ti tio us 

g roup , " The Lanpani  a re a pol i te peopl e . "  The fi rst g ro up rated the 

wo rd ,  " pol i te , "  wi th mo re i n tensi ty , e . g . ,  st rongly pleasan t ,  than the 

second g ro up rated  the same wo rd ,  e . g . ,  m i l d l y  pleasan t . The fi rst 

g ro up a l so recall ed the wo rd ,  " pol i te , "  mo re o ften than d id the second 

g roup . Dutta and Kan ungo attributed thi s d i ffe rence i n  rec al l to the 

i n ten s i ty of the rati ng . In othe r wo rd s  at  the time o f  acqu i s i tion , 

the fi rst g ro up e x pe rienced the wo rd wi th g reate r i nten s i ty o f  emotion 

than d id the second g roup . However, i t  would be d i ffi c u l t  to assume 

that i ntensity  was the o n l y  d i ffe rence between the two g roups ' 

ex pe ri ence . It was l i kel y  t hat the sub j ects in  the fi rst g ro up had 

g reate r and mo re spec i fi c  v i sual i zations  o f  the Beng al i peo ple  being 

pol i te . It  would  not be s u rp ri si ng that the i r  v i sual , verbal , and 

emotio n al assoc i a tions  wou l d  be riche r than those expe rienced by the 

second g roup read ing  the wo rd s  about an unknown g roup . It can be 

se rio u s l y  questio n ed whethe r i t  was the intensity  of the rati ng of the 
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wo rd that l ed to greate r rec a l l  o r  some o the r uncont rolled facto r. 

All o f  these si x posi tions  t ried to expl o re the rel ationsh i p  o f  

affec t and memo ry wi thi n  n a rrow confi nes . The researc h  i nvol v i n g  the 

rel ationsh i p  of a ffect  and m emo ry was f requen tl y not cond ucted in a 

b road enou gh frame o f  re fe rence to p ro v i d e  gen e ral i zabi l i ty and a sense 

o f  mean i n g. The re was a l ack  o f  compari son  wi th othe r e ffec ts upon 

memo ry .  Al so i nvesti gatio n s  we re f requently not done wi thin a 

contro l l ed set o f  c i rcumstances wi thi n the scienti fi c framewo rk o f  

test i n g  a n  hypothesi s that could b e  p roved false . 

3 .  The Ind ividual  as Act i v e  in  Memo ry P roc esses 

Sub j ects i nv olved in  memo ry resea rc h  we re f requen t l y  assumed to be 

pass i ve respond e rs to the e x pe rimen tal  cond itions . A s i gn i fi c an t  

cont ribution  to the theo ry o f  acti ve  subj ect  participation  i n  memo ry 

p rocesses was mad e  b y  Ba rtl ett ( 1 932 ) . He stud ied the d i sto rtions  and 

fo rgetti n gs of h i s  sub j ec ts a s  they t ried to rec all  a sto .ry that had 

been tol d  to them . He bel ie v ed that the systematic natu re of the 

d i sto rtions  and omi ssions poi nted to the hi gh probab i l i t y  that hi s 

subj ects we re not pass i v e  rec o rd e rs o f  i n fo rmation  fur fut u re 

repe titio n , but we re acti ve  in  that they mad e  an effo rt to achi eve  some 

sense  of mean i n g. If the sto ry d i d  not make sen se to them , they 

chan ged i t  so  that mean i n g  was p resent fo r them . Fo r Ba rtl ett memo ry 

was not a passi v e  receptacl e fo r stimu l i  to be  sto red in  and d rawn f rom 

fo r v e rb atim reproduction at a l ate r time . The i nd i v id ual was acti ve  

and thi s ac ti v i ty i nc reased the p robab i l i ty o f  rec all . Howe v e r, the 

con tent o f  wha t  wa s rec al l ed could not be read i l y  pred icted . Ba rtl ett 

noted that one o f  the most frequent  responses when asked to recall  an 
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even t was for the pe rson to g ive  an emotional reaction to the even t  

fi rst an d the n to give  o the r i n fo rmation . Ba rtlett ' s  obse rvations 

suggested that emotion may be  an i n teg ral pa rt o f  the p rocess o f  memo ry 

acqu i si tion , sto rage , and subsequent recal l . 

B .  The An atomy and Phys i ol ogy  o f  the Brain and Its Rel ation  to Affect 

and Memo ry 

1 .  The Limb i c  System an d Memo ry 

A fu rthe r impo rtan t bod y o f  knowl edge about cognition  and i ts 

rel ationshi p wi th a ffec t  c ame f rom the stud i e s  o f  the b rain  i tse l f .  

The human b ra i n  could b e  consid e red a s  the most compl ex , s i ng l e  i tem i n  

the uni v e rse . ( Sagan , 1 97 5 ) Wi th upwa rd s  o f  ten b i ll ion  neu rons  i n  each 

b rain  the re is an eno rmous and l a rg e l y  unknown and untapped capac ity . 

The possi b i l i ty o f  mo re functions  and processes than a re usua l l y  

recogn i zed cannot be  l ightl y d i sm i s sed . Most o f  our knowl edge o f  the 

p roc esse s  of the b ra i n  c ame f rom d i rect e l ec t rical o r  chemical 

stimul ation o f  a pa rt i c u l a r  l ocation  o r  by studying  the b ehav iour and 

sel f  repo rts of o rgan i sms wi th d amaged sections of the b rai n .  Arnold 

( 1 97 0 )  identi fi ed the l imbic system as c en t ral in  many  p rocesse s . Fo r 

ex ampl e , a ft e r  the ind i v id ual pe rc e i ved a stimu l us , the action taken 

towa rd or a way f rom the obj ec t would origi n ate from the affect  whi ch 

came i n  l a rg e  pa rt from the l imbic s ystem . 

The l imbic system i s  a g roup o f  functional l y  rel ated st ructures in  

the b rain , i mpo rtan t i n  the  regulation  o f  emotion . Mac Lean ( 1 97 8 ) 

devel oped a mod el that l oc ated functions wi thi n the b rain that 

accounted fo r ind ividual  and spec i e s  devel opmen t .  The d evelopmen t  o f  
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the tri u ne b ra in was c umul ative and inclusi ve . MacLe an t ri angul ated 

the an atomical bound a ri e s  fo r the t riune b rain  by a functional , 

behavio u ral , and anatom i c al an al ysi s o f  the b rains o f  d i ffe rent 

o rg an i sms . 

2 .  The Triune  Brain 

Mac Lean i d enti fied the t ri un e  b rain  in humans a s  composed of three  

d i stinct  compo n en t s . The rept i l i an compl ex was the most b asi c and 

old est b rain componen t . Physical l y , thi s was a t  the top o f  t he spi n al 

co rd .  It con t rolled onl y a few beha v iours that we re mostl y  conc e rn ed 

wi th the p re s e rv ation o f  the o rg an i sm and the spec ies . Routi n e , 

p rec ed ent ,  and ri tual we re impo rtant cha racte ri stics  o f  b ehaviours that 

o rigin ated f rom thi s  part of the b rai n .  

Su rround ing  the repti l i an compl e x  was the l imbi c  system . Mammal s 

that had an intact l imbic system c a red fo r the i r young and we re guid ed 

in  behavioural  cho ices b y  emotion . Hamsters that had the i r  n eo-co rtex 

remov ed sti l l  appeared to be  no rmal hamst e rs in the i r  play and i n  othe r 

recurring  behavio u rs .  By contrast , monkeys that had d amag ed l imbic 

systems did not behave l i ke no rmal monke ys . 

Su rround ing the se two maj o r  d i v i sions wa s the neo -corte x .  Thi s 

a rea d ealt wi th the ab st rac tions o f  i d eas , in ven tions , thought , and the 

p rese rv ation o f  these . Ha rt ( 1 975 , 1 98 1 ) has appl ied the t riune  b rain  

mod el to ed ucation and Isaacson ( 1 975 ) has  appl ied it to psycholog y .  
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Figure 1. The Triune Brain, after Mac Lean, 1978. 

MacLean considered the limbic system to be of critical importance 

in integrating the inner and outer world of an individual. 

"Hence, it is significant that in the 
manufacture of ex perience pertaining to personal 
identity and memory, the limbic cortical cells 
utilize and combine messages pouring in from both the 
inside and outside world, whereas, as we shall see, 
the cells of the new cortex are primaril y occupied 
with events in the outside world. " 
( MacLean, 1978,p.332) 

This integration of the inside and the outside worl ds could bring 

about a personal involvement in the world. Neurol ogical research with 

human subjects showed that those individuals who did not have an intact 

l imbic system were curta iled in their involvement in events around 

them. 
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A pati e n t .  known o nl y  a s  H . M . , who was suffering  from severe 

epi l e pt i c  attacks had the hi ppocampus from the l imbic system r emoved . 

Thi s surger y stopped the epil ept i c  se i zures b ut had an unex pected side  

e ffec t . H. M .  could not l earn anything new . H . M . could not even 

rec all how to tr avel a few blocks to arr i ve at hi s new home after he 

had l i v ed i n  i t  fo r several year s .  In add i tion  he could car r y  on a 

stimu l ating conversation wi th a n ew acquaintance  in the morning , yet he 

could not r em ember meeting  the ind i v idual i f  the y  c ame together in the 

a fternoo n . ( O ' Kee fe and Nadel , 1 97 8 )  

Accord ing to Rosin  ( 1 976 ) the l imbic system was l i ke a source o f  

energy  that was necessa r y  to keep t he moto r o f  cognition  r unning . The 

l imbi c  system could be d amaged through d i seases such as encephal i ti s ,  

t he her pe s  s i mplex v i r us , a v i tamin and nutr i ti onal defi c i t  that l ed to 

Korsako ff ' s  syndrome , o r  a tumour . Damage to the l imbic system was 

found to be rel ated l i n e ar l y  and negati vely  to memory acqu i si tion , 

stor ag e , and rec al l . In add i tion  the l imbic system was strongl y  

i mplic ated i n  affect . The hi ppocampus appe a r ed to be  o f  c r i ti c al 

importance i n  the proce s s  o f  l earning  new i n fo rmation . Other o rgan s  o f  

t he l imbic s ystem wer e  invol ved in  modulating  eating , d r inking , and 

sex ual behav iour . The structure  and ph ysiology o f  the b rain indicated 

that a ffect and memo r y  wer e  close l y  r el ated . L ' Hermitte and Si gnout 

( 1 976 ) concl uded that the enti r e  hi ppocampal -mamm i l l ar y  system was 

n ecessar y  to fo rm a m emo r y  t rac e . Mi l l er ( 1 97 8 ) bel ieved that fo r 

m ammal s intact  l imbic a nd rept i l ian systems we re n ecessa ry fo r normal 

i n fo rm ation proc essi n g . 
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3 .  Rel a ted Stud ies  

Some c u rren t rese a rch  and  theo ry noted the appa rent spe c i a l i za tion  

of the  hemis phe res of  the b rain . ( Bog en , 1 977 ) The right hemisphe re was 

mo re ad ept  at i d en ti fying  face s  in a c rowd and wo rki n g  ou t spa tial  

tasks . The l e ft hem i sphe re was  mo re adept at  wo rds and n umbers .  

However, a hemi sphe re could l e a rn and execute a task tha t was no rmal l y  

assoc i a ted wi th the o the r hemisph e re i n  case o f  d amage . Thus , a no rmal 

st ro ke v i c ti m  whose l e ft c e reb ral hemisphe re was d amaged would 

ini ti a l l y  lose the ab i l i ty to speak . Thi s  i nd i vidual could l e a rn to 

speak again  through the re-ed uc a ti o n  o f  the right hemi sphe re .  The 

younge r  the i n d i v id ua l  at the time  o f  suffe ring  the d amage the easi e r  

the re-ed uca tion  was . 

Co rb al l i s  ( 1 980 ) u rged cau ti o n  i n  accepti ng the asymme trical  

func ti o n i n g  of the b ra i n  hemi sph e res b ecause no s t ructu ral d i ffe rences 

were d etec ted b e tween the hemi sphe res . He a l so a rgued tha t  func tional  

d i ffe rences we re o v e remphasi zed at the e xpen se o f  func tional  overl aps , 

and tha t  i n fe rred , mythical el emen ts such as the good ri g h t  hand and 

the e v i l l e ft hand had become supe ri mposed o n to the conceptual i za tion  

of the  b rai n ' s  func t i o n i ng wi th l i ttle  empi ric al suppo rt .  Schlesinger  

( 1 98 0 )  and Co rb al l i s  a g reed that whi l e  the re was  reason to  be  skept i c al 

of man y  o f  the e x t ravagan t appl ications o f  c e reb ral d i ffe rences i n  

i n fo rmation p rocessing , the re was n o  reason to ab andon the stud y o f  the 

st ruc tu re and functioning  of the b rain as a un i t  and as i t  was d i vided 

into i t s  hemisphe res . 

The tasks o f  the hemisphe res we re not d i vided between cog n i tion  

and affec t. ( Bogen , 1 977 ) Each hem i sphe re had its o wn affec t i v e  

appa ratus . The l imbic system was fi rmly  attached and c ri ti c al l y  
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n ecessa ry fo r the e ffec tive  functioning  o f  both hemi sphe re s . Emotions 

we re not c on fi n able  to one  hemi sphe re .  Al though gen e rated in  one  

hemisphe re ,  the  emotional  effec ts tended to  s p read rapid l y  through both 

hemi sphe res . Spe rry ( 1 982 ) suggested that thi s affecti ve component  

could p l ay a n  impo rtant pa rt even in  cogni tive  functioning . 

The success o f  d esen s i t i zation also appea red to be d ependent  o n  

the involvemen t  o f  a ffec t . Dese n si ti zation w a s  a the rapeutic p rocess 

that i nvol v ed a v i sual i zation o f  a ten sion-i nd ucing  situation whi c h  was 

i n  competition  wi th the �el a x ation  response . Lang ( 1 97 9 )  noted that 

desensi ti zation was most success ful when the image ry p roduced a 

physiolog ical  change that was i nd i c ative  o f  a high amount o f  fea r. 

Desensi ti zation was not  a s  successfu l  whe n  the subj ects repo rted 

verbal l y  that d u ring  the v i sual i zation the y we re highl y a f raid  but 

showed no physiological  change . The l imbic system ' s  i n volvement was 

c ri ti c al l y  i mpo rtant fo r the success of t he s ubj ect l e a rning  to b e  

comfo rtab l e  and l e s s  anx ious . By u ti l i zi n g  both v i sual i zation  and 

emotional i nvolvement t he sub j ect  b ec ame m o re pe rsonal l y  i nvolv ed than 

if j ust  wo rd s  and i mages we re used . One could concl ude  that these 

subj ects  l ea rned to rel ax because the y we re pe rsonal ly  i nvol ved d u ring  

the d esen s i ti zation p rocess . 

La zar us and hi s a ssoc i a tes ( La za rus , 1 96 8 ;  La za rus , Ave ri l l , and 

Opto n ,  1 97 0 )  showed that cog n i t i v e  appra i sal s of situations we re abl e  

to mod i fy the inten s i t y  and qual i t y  o f  the emotions exper ienced . The y  

showed subj ects i d en ti c al movies  wi th d i ffe rent i n t rod ucto ry 

so und t rac ks that we re d esi gned to inc rease threat o r  to encou rage 

den i al o f  the conte n t  o f  the fi l m .  Sub j ects  we re abl e  to mod i fy t he 

affect  cogn i ti v el y .  

Stud i e s  b y  Val i n s ( 1 970 ) and Sc hachte r( 1 975) both i n vol ved 
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deception  o f  subj ec ts . In Val i n ' s  stud y subj ects we re g i ven fal se 

repo rts o f  the i r emotional a rousal whi l e  l ooking at photog raphs o f  

nudes . Sub j ects  we re i n fl uenced by the expe rimen ter ' s fal se 

in fo rmation mo re than the i r  own awa reness of the i r  emotio nal a rousal .  

Schachte r a roused sub j ects  b y  an i n j ection  o f  no rad ren al i n  and put 

subj ects  i n to d i ffe re n t  envi ro nmen tal cond i tions whi ch g reat l y  

i n fl uenced the i r  inte rp retations o f  the i r  a rousal . The se studies  b y  

Lang , Laza rus , Val i n s , and Schachte r po i n t  to the hi gh , mutual 

involvement of the l im bic  system and the n eo-cortex , t he fee l ing  and 

the thi nki n g  pa rts of t he brain . 

C .  Physi o l og ical Mea s u remen t o f  Affec t 

1 .  Lac k o f  Rel i abl e Rel ationshi ps 

The l i te ratu re recounting  the e ffo rts to measure and quanti fy 

phys iolog i c al a rousal and to rel ate i t  systematical l y  to cogni ti o n , 

espec i al l y  sel f-repo rt s  o f  emotional  cond i tions , has been l i tte red wi th  

ambi guous results . The phys i o l ogical  measu res taken refl ect the 

ind i v id ual ' s  ad j ustmen t to the e nv i ronmen t and as such i nvolve  the 

ind i v id ual ' s  bal ancing  o f  a un ique physi ology , a un ique cogn i ti v e  set , 

capab i l i ty and conten t ,  and the e nv i ronmen t . Some ( We i n stein  et al . ,  

1 96 8 ) noted cor rel ations  o f  sel f repo rt  and ph ys iological measures that 

averaged r =. 03 wi th a rang e  of r= -. 1 5  to . 31.  Part  of the variab i l i ty 

was attr i b uted to i n d i v id ua l s  who consi stentl y misr epo rted the i r  

emotional state as compar ed to the i r  physio logical arousal . Re presso r s  

had higher physiological  aro usal than the i r  se l f  r epo rt i nd i c ated and 

sen si ti ze r s  had lower ph ysiological  aro usal than the i r  sel f repo rt 
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i nd ic ated . 

Bu rdick  ( 1 97 8 )  noted that measu rements  mad e  at the same time would  

b e  highl y  sel f-co rrel ated . The re would al so be  sho rt te rm and  long 

te rm movemen ts  t hat would  vary wi th t he sub j ec t ' s  heal th , si ze , d rug 

i n take , p rese n t  d igest i v e  requi remen ts , and cognitive  pe rc eptions o f  

the env i ronmen t .  As wel l ,  t he i nte rac tion o f  t he time o f  t he d ay wi th 

the ind i v id ua l ' s  b iologi cal rhythm could fu rthe r cloud an y attempt to 

c o rrel ate phys i o l ogical  measu res wi th  emotional  sel f-repo rt . 

Ba rham and Bo e rsma ( 1 975)  repo rted that ps ycholog i st s  f rom the 

Soviet  Union had identi fied an o rienting response to a stimulus in t he 

env i ronment that bette r p repa red the o rgan i sm to receive and respond to 

that stimulus . Thi s  concept was simi l a r  to a ttention and a rousal . 

Du ring  the o rienting  res ponse , the re was a ske l etal , head , e ye ,  g en e ral 

muscl e ,  and fac i a l  res ponse as wel l  as he a rt rate , gal van ic  ski n 

response , and pup i l  d i l ation  chang e . But Ba rham and Boe rsma showed 

that all  of t he i n d i c a to rs o f  the o rienting  response we re not usual l y  

acti ve  upon the p resentation  o f  a stimu l us . The re we re v e ry l ow 

co rrel ations between the d i ffe ren t i nd i c ato rs .  The re was no g lobal 

se ries  of phys i o l ogical  changes that was rel i abl y  associated wi th  the 

p resentation of a un i que stimul us no r was the re a consi stent  

co rrel ation o f  sel f repo rt to  phys i ological measu res . 

2 .  Task Di ffi c u l t y  and Physiological  Me asures 

Kahn eman and hi s a s sociates ( Kahn eman , 1 973 ; Kahn eman e t  al , 

1 96 9 ;  Kahneman and Be aty , 1 966 ) t ried to d ete rmine the p red ictive  

powe r o f  ph ys i o l og i c al m easures b y  c o rrelating  them wi th  ob j ecti ve 

stand ard s  of task d i ffi c u l t y .  By g i v i ng s ub j ects tasks that had 



1 5 

s ys tema tic l evels  o f  d i ffi cul ty ,  s uch as mathem a ti cal p robl ems , and 

measu ring physiolog i c al reac tions the y  ob tained signi fic an t 

co rrel a tions o f  task d i ffi cul ty wi th physiolog i c al response . Pupi l 

d i l a tion  c o rre l a ted wi th task d i fficul ty r= . 79 .  Gal van i c  skin  response 

c o rrel a ted wi th task d i ffi c u l ty r: . 4 8 .  Hear t ra te co rrel a ted wi th task 

d i fficul ty r= . 25. These physiolog ical  measures we re somewha t e ffec ti v e  

a t  i d en ti fying  the task d i fficul ty fo r a sub j ec t. The measu re was no t 

rel iabl e betwee n  subj ec ts to d e te rmine  a compa ra ti v e  

i n d i vid ual effo rt b e i n g  �x pended on the task . 

amoun t o f  

Ahe rn ( 1 97 8 )  al so found tha t  pupi l d i l a ti o n  was a sensi ti ve 

i n d i c a to r  o f  the d emands  o f  the task . Supposed l y ,  wi th mo re d i fficul t 

tas ks the subj ec t put i n  mo re effo rt whi c h  was reflec ted by the 

i n c reased d i l a tion  o f  the pupi l .  

Bea tty and Wagone r  ( 1 97 8 )  found s i m i l ar effec ts ye t we re unab l e  to 

iden ti fy how a c ti v a tion  rel a ted to and accoun ted fo r d i ffe ren t l evel s 

o f  e ffo rt requi red fo r the l evel s o f  d i fficul ty requi red i n  i n fo rm a tion  

p rocessi ng . Ac ti v a tion  was no t a un i tary  e v en t. Even though pupi l 

d i l a tion  was a good i nd i c a to r , i t  was s ti l l  a pe riphe ral i nd i c a to r. 

The c en tral process i nvol v ed i n  thi nking  and memor y  was no t tapped . 

3 .  Pupi l Si ze and Affec t 

Some fol k  lore sur ro unded the r el a tion  o f  pup i l  si ze to 

p re fe rence . Hess ( 1 96 5 )  ob served pupi l d i l a tion  var yi ng  wi th the 

con ten t o f  pi c tures tha t  sub j ec ts we re observing . He concl uded tha t  

i n d i v id ua l s  l i ked those i tems whi c h  wer e  accompan ied by l arger pupi l s  

and d i s l i ked those assoc i a ted wi th smal ler pupi l s .  These fi nd ings  can 

be ques tion ed as an enl arged pupi l upon the p resen ta tion  o f  a nude 
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could also i nd icate o the r cogni ti v e  even ts apart from a simple  

ind icatio n of  p refe ren c e . Shock and surp ri se could inc rease pupi l 

d il ation . Complex val ue con fl icts o f  a mo ral natu re could i nvolv e  

e x t ra cog ni ti v e  d eman d s  whi ch could be refl ec ted in  the si ze o f  t he 

pupi l . 

Hakarem ( 1 974 ) al so questioned Hess ' expe rimental method s .  Unde r  

l o w  l ight cond i tions  t he d i l ation  o f  the pup i l  was very u nstabl e .  In 

a dd i tion  the emotional i t y  of the s ub j ect  to the target mate ri a l  could 

no t and was not  adequate ly establ i shed o r  identi fied . 

Whi te and Mal t zman ( 1 97 8 )  read neut ral , p l easant , and unpl easant 

d esc ri pt i ve passages to subj ects  and moni to red the i r  pup i l  chang e . 

Pupi l s  were l a rg e r  d u ri ng both the pl easan t and unpleasant passages and 

d id not change d u ring  the neutral passages . The re was no cont raction 

of  the  pupi l s  d u ring  the unpl easa n t  passages . 

Pupi l  d i l ation appe a red to b e  the most accu rate and rel i ab l e  

physiolog ical ind i c ato r fo r c e rta i n  cogni ti v e  events . I t  d i st i ng ui shed 

the task d i ffi c u l ty fo r each i n d i vi d ua l  but i t  was not e ffec t i v e  at 

d i sti ngui shi n g  the affec t i ve response of pl easan tness or unpl e asantness 

no r the inten s i ty o f  t he affective  response . Could pupi l d i l ation 

d i sc riminate those tasks which  i n volved more seman tic  mean ing  from 

ta sks which  we re more i n v olved in s u r face an a l ys i s? 

Kri msky and Nel son  ( 1 98 1 )  measu r ed pupi l d i l ation in  a 2 X 2 

design . The y p rovided two l ev e l s  o f  d i fficul ty , hard and e asy , over 

two kind s o f  i n fo rmation  p rocessi n g , s t ructu ral and seman ti c . As 

e x pected subj ects rec al l ed more a fter seman tic  and ha rd tasks . The re 

was a d i ffe rence in  pupi l d i l ation b etween ha rd and easy tasks . The re 

was no d i ffe rence i n  pupi ll a ry response between seman tic and st ructu ral 

ta sks . The refo re , i t  appeared tha t not even the best o f  t he 
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phys iolog i c al i nd ic ato rs would be abl e  to d i ffe ren tiate the qua l i t y  o f  

physiolog i c al a rousal ( pl easant o r  unpleasan t )  no r the mean i ng fulness  

·o r  the  l e a rning task . 

D .  Cognition  and Affect i n  School s  

What was the i mpact o n  educational psychology and cl ass room 

p ractice  o f  the fi n d i n g s  t ha t  thi nking and fee l ing  we re hi ghl y 

i nte racti v e ?  

1 .  The Uti l i zation o f  Affect fo r Educ ational Pu rposes 

Rei g en l uth ( 1 980 ) summari zed t he method s to hel p  s t udents rel ate 

wha t  was to be  l e a rn ed to wha t  t he studen t  a l read y  knew . Howev e r, i n  

thi s e x tensive  review  o f  ed ucatio nal l i te ratu re not one refe renc e  was 

mad e  to t he affect  of t he stud en t as an i n i ti al state , as i nvol ved i n  

the l ea rn i n g  p rocess , no r t o  the possi b i l i ty t hat the n e w  i n fo rmation  

would be associ a ted wi th an emotional to n e . The repo rt refe rred to 

method s that  rel ated new mate ri a l  to the l e a rn e r  through the logical  

rel ationsh i ps o f  b e i ng supe ro rd i n ate , coo rd i n ate , subo rd in at e , 

analogic , o r  arb i t ra ry .  The teache r was encouraged to teach 

subsumpti v e  sequencing , s ynthe tic  rel ationshi ps , and mnemonic 

st rateg i e s . Al l o f  t he se tasks we re typical o f  those c a rried out  i n  

the neo-co rtex . The involvement o f  the l imbic system in  new l e a rn i n g s  

was compl e tel y igno red . Thi s  omi s sion  o f  emotion , a ffec t ,  and fee l i n g s  

was n o t  a t ypical espec i al l y  i n  the a rea o f  cogni ti v e  psychology and 

cl a s s room obse rvation research . 

Some in st ruments d esi gned to record wha t  occu rred in  classrooms 
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i n c l ud ed a catego ry that no ted the affec ti ve  behav iou r  o f  the 

pa rtic i pants . One o f  the most wi d e l y  used obse rvational catego ry 

systems was the Fland e rs Inte raction An al ysi s Catego ry 

System . ( Fl and e rs ,  1 960 ) Thi s  i n st rument had one catego ry fo r the 

te ache r verbal l y  accepti ng and cl a ri fying the feel ing of the studen t . 

The cod ing  d i rections speci fi ed that i f  the teache r accepted o r  

cl a ri fi ed the feel ing  o f  a pupi l i n  the time pe riod , the response was 

to be  coded i n  thi s c atego ry even i f  t he teache r' s behaviou r could be 

cod ed in any othe r c atego ry .  The results f rom cl ass room obse rv ation 

u s i ng thi s scale  showed that the c atego ry o f  teache r  acc ept i ng o r  

c l a ri fying pup i l  fee l i n g  was very rarel y used . Usua l l y  l es s  than o n e  

pe rcent o f  teache rs ' classroom behav iou rs we re i n  thi s 

catego ry . ( Flanders ,  1 960; F l and e rs ,  1 970 ) 

The Fl an d e rs Inte rac tion  Anal ysi s  Catego ry System focused sol e l y  

o n  teache r and pup i l  v e rbal  behaviour.  Researc h  using  thi s system thus 

found that teache rs v e ry ra re l y  refe rred v e rb al l y  to the fee l ings  o f  

t he i r  pupi l s .  The non-v e rbal e x p ression o f  a ffect and non-ve rbal  

reaction  to  a ffect we re not  no ted i n  thi s c atego ry system . The re was 

the possi b i l i ty that anothe r st rata o f  emotional commun ic ation  was 

p resent . In add i tion Fl an d e rs noted the frequency of even t s . He d i d  

no t j udge  the sal ience o f  events . The one in stance in  a l esson whe re a 

te ache r respo nded to a studen t ' s  feel ing  may have  had an i mpo rtance 

that would hav e  been l ost in  a frequency count . 

In a New Zeal and obse rvation an al ys i s  of teache r classroom verb al 

and non-verb al behav iou r Ste ffen s ( 1 97 8 )  fo und that the obse rved 

te ache rs usua l l y  d id not v e rbal l y  o r  no n -verbal l y  acc ept , i d enti fy , o r  

attempt to clari fy a n y  pupi l fee l ing . Thi s  was based on the 

ob se rv ation o f  fi fteen te ache rs from three schoo l s  from stand a rd two to 
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fo rm t wo .  Onl y cl assroom i n te ractions o f  t he te ache r wi th one pup i l  at  

a time we re classi fied . On l y  once out o f  over  2 , 700 teache r v e rbal 

respon se s  was the fee l ing  of a pupi l i d enti fied . Non-ve rb al l y  the 

teache rs on average g ave  one  ind i cato r o f  paying atten tion to the 

studen t one-hal f of the time . Fo r the o the r hal f o f  the t ime  the 

teache r gave no non-ve rbal  indication o f  payi ng  attention to the 

studen t even tho ug h  the two o f  them we re conversing . The v i s i b l e  

ind i c a to rs o f  atten tion we re touch , e ye contact , fac ing the studen t , 

lean i n g  towa rd the studen t ,  and being on the same eye l ev el as the 

studen t .  

Patterson  ( 1 977 ) no ted that school s  l ong had aims that i n c l ud ed 

the sel f- real i zation  o f  e ac h  pup i l  and good human rel ationshi ps both 

wi th i nd i vidual s and soc ial  g roups . Yet ,  t he affecti ve d imen sion  was 

not i n c o rpo rated i n to wha t  happened in  school l i fe .  

Eisner( 1 973 ) t raced the sepa ration o f  a ffect f rom cogn i ti o n  b ac k  

t o  Pl a to ' s  d i st i nction  o f  the l i fe o f  fee l in g  and the l i fe o f  t hought . 

Ei sne r  bel ieved that i t  was conven i e n t  to sepa rate affec t and 

cog n i tion , but t he total e l imination o f  a ffect through the st ructu re 

and conten t o f  c l as s room cu rricula  and teache r behav iou r  was  not 

use fu l . 

2. Affec t i n  the Cu rricula  and in  Te aching  Mod e l s  

A w i d e  range  o f  ed ucato r s  d evi sed curricula  that the y b el ieved 

would  assi st i n  the affec tive  developmen t o f  the pupi l .  The y  a l so 

encou raged the d evel opmen t o f  te acher ski l l s  and attitudes tha t we re 

app ro p riate fo r the aims t hat came to be  iden ti fi ed wi th a ffec tive  o r  

human i stic  ed ucation . 
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Jo yce and Wei l ( 1 980 ) g ro uped the non-d i rective  teaching  method s o f  

Rog e rs ( 1 969 ) , the d evel opmen t o f  c re ati v i ty through synectics  

( Go rdon , 1 96 1 ) ,  awa reness t raining  bui l t  on  the encounte r g roups o f  

Shut z ( 1 96 7 ) , and Gl asse r' s ( 1 96 9 )  class room meeting  model togethe r as 

pe rso nal  teachi ng  method s that would respond to the n eed s of the 

ind i v id ual . 

Mi l l er( 1 976 ) noted an even wi d e r  ran g e  than Joyce and Wei l  o f  

ed ucato rs who we re awa re o f  the affect i v e  realm . Whi l e  n o t  a l l  who 

we re g ro uped togethe r in hi s mod el would n ecessa ri l y  agree wi th  t he i r  

plac emen t ,  the c atego ri zation  scheme se rv ed to al e rt ed ucato rs t o  the 

g reat range of alte rnati ve  appro ache s that we re avai l abl e .  

The Developmental Mod el emphasi zed the b iolog ical and soc i a l  

g rowth  o f  the chi l d . Tho se who fol lowed thi s mod el bel ieved that g iven 

the ri g ht mixture of suppo rt and chal l enge , t he ind i v id ual would  

develop t h ro ugh a hi e ra rchy o f  stages . The ego d evelopment mod el  of  

E ri kson ( 1 950 ) ,  the psycholog ical ed ucation  mod el of Mosh e r and 

Sp ri n th a l l ( 1 970 ) , and the mo ral d evelopmen t mod el of Kohlbe rg ( 1 96 8 )  

we re ex ampl es o f  t he d evel opmen tal mod el . 

The Sel f-Concept Model  emphasi zed how t he i nd i vidual fel t  about 

sel f .  The teache r ' s task was to assi st the student  to have a posi tive  

se l f- re g a rd by accept i ng the student and  the  studen t ' s  goal s .  Val ue s  

c l a ri fi c ation ex e rc i ses ( Si mon , Howe , and Ki rschenb aum , 1 972 ) , 

classroom meeti ng st rategies  ( Gl asse r, 1 96 9 ) , and the sel f-d i rected 

learn e r  of Rogers ( 1 96 9 )  we re e x amples of t he sel f-conc ept mod el . 

The Group Sen s i ti v i ty Model emphasi zed the acqu i s i tion o f  

inte rpe rsonal ski l l s  l e a rned wi thin v a rying amounts o f  s t ruct u re .  

Commun i c ation ski l l s  ( Ca rkhu ff , 1 984a ) ,  the variety  o f  encounte r and 

sensi ti v i ty g roups ( Schutz, 1 967 ) , h uman rel ations t raining  of the 
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Na tional  Tr aining  Labora to r y  g roup , and tr ansac tional an al ysi s  ( Berne , 

1 967 ) were exampl e s  o f  the g ro up sensi ti v i ty mod el . 

The Consc iousness Expansion  Model emphasi zed the l argel y un tapped 

var i e ty of e x pe r i ences tha t  wer e  usua l l y  n eg l ec ted in the s tr uc tured 

cur r ic ul um o f  wes te r n  ed uca ti o n . Asi an med i ta tion  me thod s ( He r zog , 

1 982 ) , and the p r edominan tl y  gestal t e x er c i se s  o f  confluen t education  

( Brown , 1 97 1 ) wer e  examples of  the consc iousness e x pansion mod el . 

Impo r tan t i n  each o f  the four models  was the a ttempt to 

incorpo r a te the a ffec ti ve domain i n to the cl assroom . Con fl uen t 

ed uc a tion  and val ue s  c l ar i fi ca tion  a ttempted thi s  incorpo r a tion  b y  

replacing some o f  the cogni ti ve curriculum and mai n ta ining a sepa r a tion  

b e twee n  the two curricul a .  Those who taught tr an sac tional anal ysi s a s  

wel l  as  the g ro up processing  and rel a ti ng ski l l s  o f  the Na ti onal  

Tr a i n i ng Labor a to r y  bel i eved tha t  the y  wer e  i n  possession of  a be tter  

way of  l i fe and  sought to educate the psyches o f  the i r  s tuden ts wi thou t  

refe r r ing  to the tr ad i tional curr icul a o f  the school . 

It  was almo s t  as i f  man y cur r icu l um develope r s  became awa r e  o f  a 

new d imension  o f  e x pe r i en ce .  The y  bec ame so engrossed i n  thi s  

expe r ience tha t  the o r ig i n al purposes o f  educ a tion  and the means b y  

whi c h  the y  wer e  accompl i shed wer e  b ypassed . Rubin ( 1 977 ) bel i eved tha t  

these  wri te r s  wer e  no t awa r e  o f  pub l i c  e x pec ta tions and the r esul tan t 

d i ss a ti s fac tion  o f  the pub l i c  when the e x pec ted ac tivi ti e s  and goal s o f  

schools  wer e  no t m e t .  

3 .  Affec t fo r Ed uca tional no t Therape u tic  Aims 

Rubin ( 1 977 ) and Jones ( 1 968 and 1 97 3 ) wer e  concerned tha t  ther e  was 

often a blurring  of d isti nc tions b e tween wha t  ps ychi a tr i s ts d id and 
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wha t  some ed ucators d id . 

Each noted that ed ucato r s  wer e  not  ps ychi atri sts . Frequent l y  the 

acti vities  cond ucted in  the n ame o f  psycholog ical , h uman i st i c , o r  

affec tive  ed uc ation  could n o t  be d i st i ngui shed from ps ycho ther apeut i c  

i n terven tions . Jones d i ffe renti a ted the educ ational mod el from the 

ps ychother ape u t i c  model at sever al poi n t s . Jones c l a imed that teache r s  

sti mul ated the imag ination o f  a group o f  pupi l s .  Pup i l s  wer e  l ed to 

c r eati ve l ear n i ng by g a i n i n g  mast e r y  o f  the i r  imag i n ation . On the 

o ther  hand psycho ther api s t s  stimu l ated the imagin ation o f  i nd i v idual 

patients  to accen tuate h e l pl essness and anx i e t y .  Te acher s  wanted 

creative  learning . Psycho ther api sts  wan ted anx i e t y .  Jones saw a l arge  

d i ffe r ence  b etween c reat i v e  l earning  and  anx iety;  between mast e r y  and 

hel pl essness;  between a g roup and an ind i v id ual . Emotion  fo r the 

psychother api st  was somethi ng to be control l ed and expr essed . Tha t  was 

the d esi r ed end po int  o f  s uccessful the r apy . Fo r Jones emotion was 

potenti a l l y  v al uab l e  in education . Jones b e l ieved tha t the sub j ect ' s  

per sonal rel evance would be  increased by i nvol v ing  the student i n  

ex plor ing  personal and emotional r eactions to the subj ect m atter . 

However , Ebel ( 1 972 ) noted that schools  wer e  estab l i shed and 

maintained fo r the teachi ng  of func tional knowl edge . He saw a ffec t i v e  

ed ucation as i rr ational i n  that fee l i n gs wer e  a r esult o f  b ehaviour o r  

achievemen t . Feel ings wer e  unteachab l e  and the y were  tran s i en t .  

Sc r i ven ( 1 973 ) also c r i ti c i zed those who encouraged the use o f  

emotions as a guide to l i fe .  Emotion  could be included as o n e  elemen t 

to be eval uated wi th other d ata i n  r eachi ng a d ec i sion . 

r eason was the fi n al arb i ter . 

Fo r Sc ri ven 

Ed uc ato r s  kn ew that emotion was s i g n i fican t  i n  motivatio n . ( Mc Teer , 

1 972 ) If  an e x per ience was pleasan t ,  i t  contr ibuted to the pupi l ' s  
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perseverance wi t h  that e x pe r i ence . In add i tion ac tivity  toward a goal 

was frequent l y  because the pup i l  perceived the possi b i l i ty o f  a 

pleasant exper i e nce . The parti cul ar moti vation o f  an i nd i vid ual  was a 

prod uct  o f  the cond i tions i n  the e n v i ro nmen t and the feel ings  o f  the 

ind i v id ual . 

Car khuff ( 1 984b ) attempted a systematic approach by whi ch a ffect 

and cognition  could be i n t e r acti vel y i nc orporated in the cl assroom . He 

and hi s asso c i a tes prov i d ed te acher s  wi th an o ut l i n e  o f  t he ski l l s  

i nvolved i n  id e n ti fying � d i sc r iminati n g , and communicating  i n  the 

affecti ve  d omain . ( Carkhuff and  Pi erce , 1 977 ) They a l so provided 

teachers wi th a n  out l i n e  o f  t he ski l l s  i nvolv ed i n  i d enti fyi n g , 

p l an n i ng , and d el i v er i ng the conten t o f  the c urriculum . ( Beren so n , 

Ber en son , and Car khuff , 1 97 9 )  As wel l  he o ffer ed the i n tegration o f  

t he se two ski l l  areas to d evelop teachers so that they wer e  more abl e  

to know t he tho ughts and feel ings o f  their  pupi l s  and who wer e  al so 

abl e  to pro v i d e  the appropr i ate teaching progr ammes for these pupi l s .  

In a summary  o f  research fi nd ings  ( Aspy and Roebuc k , 1 977 ) 

teachers who were tr ained i n  these two ski ll  areas had pup i l s  wi th  

hi g her school a t tend ance r a te s , g reater schol ast i c  achievemen t , and 

fewer d i scipl i n e  probl ems t han a control group of teache r s . 

4 .  Pi aget and the Rel ationship  o f  Affect and Cogn i tion 

Pi aget has had a t r emendous i mpact upon educ ational and 

developmen tal psychology . Yet ,  a s  h e  admitted , " Freud foc used on 

emoti ons , I cho se in tel l i gence . "  ( Decar i e , 1 97 8 ,  p . 1 83 )  Piaget g ave 

onl y a smal l place in  hi s wo rk to o utl ine  the d evel opmen t of affec t .  

He no ted three pr inciples  r egard ing  affect and in te l l igence . 



1 .  The Pr inc i p l e  o f  Ind i ssoc i ab i l i ty .  Both affec t  
and i n te l l igence wer e  always present a n d  could n o t  be  
separated . Nei ther was fi r st o r  c ausati ve . Affect 
and i n te l l igence wer e  compl ementar y .  Emotion could 
accel er ate , delay , or d i sturb what  Pi aget called 
mental acqu i si tions . Fo r Pi aget a ffect was l ike fuel 
to a c ar . However , a ffect had no e ffec t  on  the 
structure of i ntel l igenc e . 

2 .  The Pr inciple  o f  Functional Par al l el ism . Just a s  
i n te l l i gence d eveloped accord i n g  to a structur e , s o  
al so d i d  affect h a v e  a par a l l el , d evelopmen tal 
structur e . Whi l e  Pi aget did no t ful l y  d evelop , test , 
and make expl ic i t  the par al l el s ,  he hinted that 
i n te l l i gence provided the str ucture and affect 
prov ided the d yn amic  for the developmen t . 

3 .  The Pr inciple  o f  Inter action . Pi aget bel ieved 
that the d evelopmen t o f  i ntel l i g ence  occurred wi thi n 
an affecti ve r e l ationshi p wi th o ther peopl e .  The 
play o f  i d eas would have affect i ve  components that 
wer e  i mportant in man y ways . But fo r Pi aget 
affect i v e  d evelopmen t and the theo r i e s  that accounted 
fo r the scan ty d ata  wer e  " d amned provisional . "  
( Decar i e , 1 97 8 )  
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Pi aget pro v i d ed a base fo r understand ing  mot i v ation that was i n  

opposi tion  to the psycho an a l ytic  and d ri v e  theo r i sts and that wid e l y  

accepted by stimulus-respo nse advocate s .  One wi she s that h e  had g iv en 

a ful l er account o f  h i s  i n si ghts . 

" Al l  i n te r action  wi th the environmen t i nvolves 
both a structu r i n g  and evaluation . We c annot 
reaso n , even i n  pure m athemat i c s , wi thout 
exper iencing certai n  feel ings , and converse l y ,  no  
affect can ex i st wi thout a m i n i mum o f  understan d i ng 
or o f  d i scriminatio n . "  ( Pi aget , 1 94 7 ,  p . 6 ) 
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5. Other Studies  

Recentl y ,  Zaj onc ( 1 980 , 1 984 ) rai sed the possibil ity  that affec t 

could come before  an y cog n i t i v e  process . Thi s  possib i l i ty arose 

because of a number o f  i nd icato rs , from various research find ings , none  

o f  whi c h  compr i sed ful l  evi d ence . Peopl e appea r ed to l i ke or  d i s l i ke 

somethin g  wi thout knowi ng  wha t  i t  was .  Bar t l ett ' s  research i nd ic ated 

that people  frequentl y r eported how they fel t  fi r st and then l ater g av e  

the content o f  a r emembered exper ience . Pos s i bl y ,  an i mal s i n  fe ar 

escaped to a safer pl ac e  and onl y t hen an al yzed what  they h ad run from . 

There  was a r apid emotional reaction  and a l ac k  o f  control over the 

emotion in many si tuations . People  had d i ffic ul ty i n  verbal i zi n g  

affect i v e  states . Physi c a l l y  col our was made up o f  b r ightness , hue , 

and d ensi ty , but i nd i vi d ua l  pr e fe r ences wer e  not rel ated to thes e  

factors . The l imbic system w a s  a mor e  p r imi ti ve system than the 

n eo -cortex .  These pieces po inted to the poss i b i l i t y  that a ffec t  could 

occur befo r e  thi n ki ng . Zajonc proposed the progression o f  stimulus , 

senso r y  process , affect i v e  r e actio n , r ecogni tion , and feature 

d i sc rimination whi c h  l ed to further affecti v e  and thi n ki ng reactions . 

Cri t i c i sm of the primac y o f  affect wa s not long in  ar i si n g . 

0 1 Ma l l ey ( 1 98 1 )  no ted that when ev er the sel f was i n volved , there  would  

be  both a f fect and cogn ition . The affect i v e  j udgmen t could be  fal se , 

as r abb i t s  ran from man y things  and si tuations that wer e  not d angerous . 

If  cogni ti o n  incl uded bel i e fs about ob j ec ts , then the possi b i l i t y  aro se 

that a ffec t was also i n c l uded in  cognition . 

Lazarus ( 1 980 , 1 984 ) mainta i n ed a r e fusal  to separ ate affect and 

cognition  and resi sted attempts to inc rease the importance o f  a ffec t  

over thi n k i ng . 

Sti l l  others ( Good ye ar and Br ad l y , 1 98 1 ) appr ec iated that a ffect 
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was i n c l ud ed in  the human equ a tion . In the i r  counsel l ing  exper ience 

people were not cha nged by i n fo rmation alone . Dec i sion  making  

methodologi e s  that n eglected t he affective  components wer e  d oomed to 

fa i l ur e . 

emotions . 

People had d i ffi culty i n  j usti fyi ng and 

Yet ,  t he affect had an expe r iential 

ex pl ain ing  the i r  

val id i ty t h a t  wen t 

beyond the cog n i t i v e  content . People  wer e  i n fl uenced in t he d ec i sion  

m aki ng process b y  the emotional value that  was  g iven to the  content .  

Bowe r  ( 1 98 1 )  no ted that cog n i t i v e  psychology was curren t l y  t r apped 

i n to emphasi zing the thinking process as mode l ed by a computer The 

cog n i t i v e  mod el d i d  not i n  and o f  i tsel f  e x cl ud e  affect .  The cog n i t i v e  

i n fo rmation process i ng mod el could i nc l ud e  emotions i f  r esearch was 

cond ucted that g ave  evidence that the affective  i n fluence was 

s i gni fi cant  and could be appl ied  benefi c i al l y .  

Bower had ear l i er worked wi th  the assassin o f  Rober t Ken n ed y and 

r eported that the i nd i v id ual r emember ed the assassin ation  o n l y  whe n  he 

was h i g h l y  aroused and in a state simi l ar to that when the murder took 

p l ace . Bower r ecog n i zed the possi b i l i ty t ha t  the affec t i v e  state o f  

t he ind i v id ua l  a t  the time o f  l earning  and a t  r ecall  could b e  important 

factors . 

Bower hypno ti zed suscepti b l e  sub j ects  and put t hem i n to a happy o r  

sad mood by aski ng t hem to return t o  a happy o r  sad event i n  the i r  

l i ves . In thi s mood the y l ear ned a l i st o f  wo rds . Then , a l l  subj ects 

wer e  put i nto the o ther mood and they l ear n ed a second l i st of word s .  

For the r ecall  tests all  sub j ects wen t  back i n to a happy mood by 

r emember i ng  another happy even t .  Subsequen tl y ,  they wer e  put i nto a 

sad sta te and tested . Sub j ects  r ecal l ed more when they wer e  in  the 

same mood at the t i me o f  r ecall  as when they l ear ned the l i st . He 

cal l ed thi s the mood state d epend ent r etention effec t .  Bower a l so 
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no ted tha t  peopl e a ttended mor e  to even ts tha t  matched the i r  emo tional 

sta te .  He cal l ed thi s  the mood cong r u i ty e ffec t. In add i ti o n  Bower 

found no d i ffe r ence  in  the amoun t l earned whe ther the subj ec ts wer e  i n  

a happy o r  sad mood . 

For Bower the e ffec t  emo tion  had on cogni ti ve processes was 

per v as i ve . Ther e  was a s tr aightfor ward  m a tchin g  of mood a t  time o f  

l ear n i n g  wi th mood a t  time o f  r ec al l . Peopl e who were  sad recal l ed 

mor e  sad even ts .  In add i tion people i n te r pr e ted even ts accord ing  to 

the i r  mood . Even ts wer e  sel ec ted tha t  m a tched the presen t mood . Bower  

al so no ted tha t  i n tensel y e x pe r ienced e v en ts wer e  more l ikel y to be  

r ec al l ed .  

E .  Summary 

S tud ies of the an a tomy and physiology  of the b rain showed tha t  

affec t and memor y  wer e  close l y  rel a ted . However , effo r ts to s pec i fy 

the e x ac t  n a ture  o f  thi s r el a ti onsh i p  wer e  no t successful . The r e  wer e  

d i ffi cul ti e s  i n  i d en ti fying  the role  o f  a ffec t i n  the c l assroom . Some  

ed uc a tors  s ti mu l a ted affec t i n  the cl assroom by borrowing  heav i l y  from 

ps ycho ther ape u ti c  techn i que s . However , the u ti l i za tion  o f  a ffec t fo r 

achi e v ing  the tr ad i tional aims o f  educ a tion  was r ar e . The nex t chapter 

wi l l  explore one  l earning  task tha t  rel a ted affec t and cogni ti o n . 



Chapter Two 

The Effec ts o f  Learning  Tasks on  Recall  

A .  Research Assoc i a ted wi th the Level s o f  Processing  Me tapho r 

1 .  The Levels  o f  Processing  Model 
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One o f  the mor e  powe r ful v ar iables  tha t  i s  a ssoc i a ted wi th 

i n c reased r e ten ti o n  o f  m a te r i al to b e  l earned is  r e ferr ed to as a 

lear n ing  task . Wha t the i nd i v id ua l  does  wi th the m a terial  whi l e  payi ng  

a tte n ti o n  to i t  has a l arge  effec t upon the probab i l i ty of  r ec al l . 

Thi s i s  par al l el to the find ing  from pai r ed associ a te s  l e ar n i ng tha t  

the man ipula ti o n  o f  r esponse mean in g fu l ness h a s  a substan ti a l  e ffec t on  

lear ning  outcomes whe r eas the man ipul a tion  o f  s timulus mean i n g fulness  

has  much l ess e ffec t. ( Reese and Li psi tt, 1 970 ) The l earning  tas k  can b e  

per fo rmed wi th the i n te n tion  tha t  the m a te r i al i s  to b e  r ecal l ed a t  a 

l a te r  ti me . Thi s  i s  known as i n ten ti o n al l ear ning . If the l ear n i n g  

tas k  i s  done wi thou t  the knowl edg e  tha t  r ecall  o f  the mate r i a l  i s  to b e  

te s ted , i t  i s  known a s  i nc i d en ta l  l e ar ning . 

The r el a ti o nshi p b e tween the kind  o f  learning  task and memor y  

per fo rmance i s  wel l  known and based o n  expe r imen ts tha t  w e r e  fi r s t  

per fo rmed i n  the n i n e teen th c en tur y .  Ki r kpa tr ic k  ( 1 894 ) d eveloped 

thr ee l i s ts of ten words  each tha t  r epr esen ted i tems tha t  wer e  common 

at tha t  ti me . The wo rds i n  l i s t  one wer e  pr esen ted aur al l y , o ne ever y 

two second s .  Those i n  l i st  two wer e  wri tten o n  a blac kboard one a t  a 

ti me  fo r a s i m i l ar per iod o f  ti me then er ased . The obj ec ts n amed in  

l i s t  three wer e  pr esen ted . The sub j ec ts ( 3 79 pupi l s  from p r i mar y 
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sc hool through to un i versi ty )  wro te down al l the i tems tha t  the y  could 

remember after  each compl e te presen ta tion . Incl uded in hi s fi nd ings  

wer e  resu l ts tha t  poi n ted to primac y and recenc y e ffec ts ,  the 

d i fference  b e tween recall  and r ecogn i tion , the e ffec ts o f  i mmed i a te and 

del ayed recal l , the power o f  using  imagery  as an aid to recal l , the 

e f fec ts o f  d i fferen t l earning  tasks , the ben e fi ts o f  assoc i a tions , and 

i n d i v id ual d i fferenc e s . Ki r kpa tr ic k  poin ted to man y  po ten ti a l  fi e l d s  

for fur ther investi g a tion  and prac ti c al implemen ta tion  i n  the 

c l assroom . These po ten ti a l s  wer e no t mor e  ful l y  d rawn upon fo r more 

than hal f a cen tu r y  as the behaviour i s ti c  mod el was the dominan t 

par ad i gm . The impo r tance o f  the subj ec t' s ac ti v i ty wi th the m a te r i a l  

was neglec ted in  favour o f  approachi ng  learning  from the per spec ti ve 

tha t  emphasi zed ex te r nal i npu ts .  There  wer e  very few r esearche r s  who 

wen t aga i n s t  the behavioural tid e .  

Mor e  rec en tl y ,  the e ffec t o f  the l ear ner ' s  ac ti v i ti e s  whi l e  

l earn i n g  has been i n v e s ti g a ted by wor ke r s  i n terested i n  the l ev e l s  o f  

processi n g  hypo thesi s . ( Cr a i k  and Loc khar t, 1 972 ) Accord ing  to thi s  

h ypo the si s ,  the amoun t o f  i n fo rm a tion  accur a te l y  r ec a l l ed was a prod uc t 

o f  the qual i ty o f  a tten ti o n  g iven to tha t  i n formation whi l e  i t  was i n  

the sho r t  term s to r e . Two coro l l ar ies fl owed from thi s  basic  po si tion . 

1 .  Memory was unaffec ted b y  r epe ti tion a t  a 

constan t d e p th o f  processi ng . 

2 .  Memory i nc reased as the d ep th o f  processing  

increased . 

The amoun t o f  ti me tha t  an i tem wa s i n  the sho r t te rm  s to re and 

the number of r epe ti tions  gi ven to tha t  i n fo rmation was tho ught to have 

no i n f l uence  on  the amoun t of r ec al l . Wha t was hypo the si zed to make a 

d i ffe r ence  in r ec a l l  was the qual i ty o f  the proc essi ng . Deeper 
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processi ng was thought to el aborate the i n fo rmation to a greater extent  

which  a ffec ted the d epth and spread of the associated l in ks that would  

be attached to the  i n fo rmation . The d eeper that an  i tem was  processed , 

the greater the probab i l ity  o f  i ts r ecal l . 

There  have been n umero us e x per imen ts that have suppose d l y  

demonstr ated thi s e ffect . Yet ,  none o f  them have adequately explained 

and ope r ational i zed the d epth o f  processing metaphor to free i t  from 

being  a tautology .  Thus , these e x per iments have  not been successfu l  i n  

te sting the depth o f  processing  hypothe si s .  As Nel son ( 1 977 ) concl uded , 

the evidence  confi rmed only  t ha t  d i fferent  processing method s had 

d i fferen t  r esults . 

Thi s  model of memory  and recal l has done much to stimu l ate 

research . However , t he r e  has b een d i ssati s faction with the mod el even 

to the e x tent that Wic ke l g r en ( 1 98 1 ) declared the hypothe si s d e ad and 

bur ied and no longer r el ev an t .  He came to thi s conc l usion because 

1 .  seman ti c processing  d id not guar antee a high l evel  o f  

l earning , 

2 .  high  per fo rmance on  memory  tests  was not guaran teed b y  

seman tic  processi ng , 

3 .  much l ear ning  happened after l ower l evel s o f  processing , 

e . g . ,  r epeti tion , and 

4 .  there  wa s fr equentl y no d i ffe r ence in the forgetti ng  rate 

between mate r i al that had been l earned after a structural 

or a seman tic l earning  task . 

Cra i k ( 1 979 ) has since  mod i fi ed the l evels  o f  processing  metaphor 

to state tha t the amount of i n fo rmation r ecal l ed d epend ed upo n the 

amount o f  elaboration  achi e v ed by the sub j ec t .  The amount o f  
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e l aboration d epended on  the task i tsel f ,  t he familiar i ty and fluency o f  

the subj ec t  wi th the task , t he n ature o f  the mater i a l , and other 

characte r i stics  of the subject . The end  result o f  inc l ud in g  all  of 

these v ar iabl e s  was an i d iosyncratic  encod ing of the m ater i al . 

Accord ing  to Cr ai k , w i t h  d eeper l evel s o f  processing the r e  wer e  more 

ind i v id ua l i stic  interconnections  wi th  o ther mater ial . Cr aik  saw the 

mod el as a tool to i n tegrate r es earch fin d ings  and to stimu l ate new 

research . Yet ,  bec ause o f  the l ac k  o f  an independen t v al id ation  o f  the 

l evel s o f  processi n g , t he most that could be conc l uded from thi s 

research was that d i fferen t  l earning  tasks h ad d i fferen t results  when 

r ecal l was tested . ( Horton and Mi l l s , 1 984 ) Nel son ( 1 977 ) saw t he 

hypothe t i c al mod el as a power ful image that was i mmed iatel y cl ear , yet  

expl a i n ed nothi n g . 

Be that as i t  may , a pi ece  o f  i n fo rmation from thi s r e se arch has 

emerg ed that d eserves more stud y .  Wi thout being comm i t ted to the 

l evel s of processi n g  mod el one of t he most e ffective  l ear n i n g  tasks i n  

terms o f  the amou n t  o f  mater i a l  accur atel y  r ecal l ed was requ i r i ng the 

subj ec t to g i ve a pl easantness  rating  to the mater ial . The o r i ginal  

stud i e s  that  e x pl o red thi s e ffec t wi l l  be d escribed . Then , a ttempts to 

expl a i n  the e ffec t  wi l l  be pr e sen ted , fol l owed by  the d ev elopmen t of a 

possib l e  mod el tha t could estab l i sh thi s so far i so l a ted facet o f  

i n fo rmation wi thin  a l ar ger bod y o f  knowl edge tha t has pr actical  

appl i c ations . 
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2 .  Pl easantness Rating and Memor y  

Hyde  and Jenkins  ( 1 969  and 1 97 3 ) i n  a ser ies  o f  e x pe r i ments  

per fo rmed mul ti v ar iate 

t asks on memory . The y  

an al yse s  on  

r e p l icated 

the e ffects  of d i fferent  l ear ning  

the fi nd ings  of o ther s  that  

assoc i a ted m ater i a l  was more ful l y  r emembered than non-associated 

m ater i a l . Add i ti onal l y ,  subj ects , who i n tended to r emember , r ec al l ed 

more than sub j ects  who d id not . Whe n  taken i n  i sol ation , e ach o f  the se 

e f fects was s i g n i fi c an t �  However , a n  even mor e  power ful v ar i able  was 

the n ature o f  the learning  task . 

Uni ver s i ty students i n  a l arge  l ec ture  hal l  wer e  r andomly  g iven 

o n e  o f  fi ve  l earning  tasks to per fo rm on  the mate r i a l  whi ch was 

t wenty -four word s . These  tasks wer e  to : 

1 .  r ate the word on a fi ve poi n t  pleasant  to unpl e asant 

scal e , 

2 .  e stimate the frequency  o f  usage o f  t he word on  a fi ve  poi n t  

scal e from ver y frequ e n t  to ver y i n frequent , 

3 .  chec k i f  the l etter " e" or " g" was i n  the word , 

4 .  j udge whether the wo rd was a noun , verb , or adj ecti ve , o r  

5.  j udge  whether the wo rd could fi t i n to a given sentence 

fr ame . 

The wo rd was presen ted oral l y  and the subj ec ts had three second s 

to respond on the ir  an swer shee t . At the end , the y wer e  asked to 

recall  as m any  of the twenty-four wo rd s as the y  could . The r esults  a r e  

sho wn i n  Table  1 .  



Tab l e  1 .  The Re l at i o n sh i p  
Per fo rmance on a Rec a l l  

Lear n i n g  Task 

P l easantness  r ating 
Fr equency of usage 
Par t of speech 
Check " e" or  " g" 
Sen tence fr ame fi t 

between Sever a l  
Test ( Hyde and 

Learning Tasks 
Jen ki n s , 

Word s out o f  24 Rec a l led 

1 4 . 35 
1 2 . 40  
8 . 90 
7 . 95 
7 . 05 
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and  
1 96 9 )  

The subj ects  who gave a p l easantness r ating to the mater i a l  

rec a l l ed the most . Thi s  l earning  task was t he most effect i v e  method o f  

these fi ve l earning  tasks fo r tho se subj ects wi th the mate r i a l that was 

given . 

Numerous l earning  tasks invo l v in g  the r ec a l l  and recog n i tion  o f  

word s and pictures have  b een tested . Gi ving  a p l easantn ess  r ating  has 

been compar ed wi th most o f  these l ear ning  tasks and found to b e  t he 

most e ffect i v e  l earni ng task i n  terms o f  t he tota l amoun t reca l l ed and 

recogni zed . Among the l earning  tasks r epo rted in the l i te r ature are  

tho se l i sted  be low.  



Gi ve  a pleasan tn ess r a ti ng . 
Can i t  be held i n  the hand ? 
Can i t  be used as a we apon?  
Is i t  man  mad e ?  
I s  i t  ac ti v e  o r  passive?  
Does i t  fi t a c a tegory? 
Is i t  fam i l i a r ?  
Is i t  conc r e te ?  
Wha t i s  the n umber o f  a ttr i b u tes?  
How s trong i s  i ts image? 
How frequen tl y  is i t  used? 
How meani n g fu l  is i t? 
Is t he face l i kable?  
Is t he face hon e s t? 
Cre a te a s to r y  wi th these . 
Cons truc t l inks b e tween the se . 
Read in  inver ted  typograph y .  
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Ba tti g  ( 1 97 9 )  compar ed seven of the abov e m e thod s and found tha t  

g iv ing a pl e asan tness  r a ti ng was the mos t e ffic ien t learning  task for 

b o th r ecall  and recogni tio n  te s ts .  Sub j ec ts were presen ted wi th a 

to tal of thi r ty -si x word s .  Each sub j ec t processed twelve  o f  the word s 

b y  one l e a r ning  task , twelve  b y  two l earning  ta sks , and twel v e  b y  three  

tasks . The subj ec ts wer e  g iv en the same amoun t o f  time whe ther the y  

had one , two , o r  thr ee learning  tasks to per fo rm .  Sub j ec ts r ecal l ed 

more o f  the words tha t  had been processed b y  more tasks . The r e  was a 

posi ti v e  correl a tion  b e tween n umber o f  tasks per formed and the n umber 

of words recal l ed . However , the s trongest i n fl uence was from the main  

effec t o f  the l earning  task . 
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Tabl e  2 .  The Amount  of Rec a l l  and Recog n i tion  under Di fferen t  Le ar ning  
Tasks ( Batti g ,  1 97 9 )  

Learning  Task 
Pleasan tness  Rat i ng 
Fami l ia r i t y  
Concreteness  
Number o f  Attr ibutes 
Imager y Str ength 
Categori zab i l i ty 
Mean in g fu lness  

Percentage Cor rec t 
Recall  Recog n i tion  

2 6 . 4 92 . 8  
20 . 0 79 . 9  
1 8 . 9  83 . 2  
1 8 . 7  86 . 5  
1 7 . 7  8 1 . 6  
1 5. 3  78 . 5  
1 4 . 8  83 . 5  

Tog l i a  and  Bat t i g  ( 1 97 8 )  al so r ated 2 , 854 words  on each o f  seven 

characteristics . ( See Tab l e  3 )  Thus , e ach o f  the c hosen word s was r a ted 

fo r pleasantness , fami l i ar i t y ,  concreteness , n umber of a ttribute s , 

i m ager y ,  catego r i zab il i t y , and mean in g ful ness . There wer e  strong 

i n tercorrel ations  betwee n  concreteness , i mager y ,  and categor i zab i l i ty 

that  i nd ic ated that these fac tors  could not b e  separated for most wo rd s 

i n  the Eng l i sh l anguage . The r at i n g s  fo r pleasantness wer e  rel ati vel y 

i nd ependent o f  t he o ther d i men sions . Thi s  i nd ependence could have 

r e sulted bec ause the p l easan tness d imension  engaged an emotional 

component that was not engag ed in  any  o f  the o ther r ati ng s . 



Tab l e  3 .  Cor r e l a tions  b e tween Dimen sions fo r 2 , 854 Words , 
( Tog l i a  and Ba tti g , 1 97 8 )  

IMG CAT MNG F AM NOA PLS 

Conc r e teness . 83 • 89 • 43 • 32 • 39 . 22 
Imagery  • 9 1  • 68 . 56 • 54 • 27  
Ca tegori zab i l i ty . 59 . 49 • 52 • 28 
Meani n g fu lness  . 82 • 75 • 3 1  
Fami l ia r i ty . 55 . 27 
Number o f  A ttr ib u te s  . 39 
P leasan tness  
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Mean 

• 52 
• 64 
• 6 1  
• 60 
• 50 
• 52 
• 29 

In ano ther s tudy g iving  a p l easan tn ess r a ti ng appe ared to b e  

b enefi c i a l for mai n ta i n ing  i tems i n  the i conic s tore a s  we l l  as the 

v erb a l  s to r e . In a s tudy u s i n g  i n d i v i d ua l  pho togr aphs o f  seven ty-two 

faces ( Bower and Kur l i n , 1 974 ) sub j ec ts v iewed each  pho tograph fo r fi v e  

second s a n d  j udged the sex , l i kab l en ess , o r  honesty o f  the i nd i v id u a l 

in  the pho tograph under i n te n ti o n a l  or i nc id en ta l  cond i tions  o f  

l earning . Und er the i n ten ti o n a l cond i tions  o f  l earning  the subj ec ts 

wer e  i n fo rm ed tha t  the y  wer e  to b e  tes ted l a te r  on thei r  r ecogni ti o n  o f  

faces . Und er the i n c i d en ta l  learning  cond i tions  the o ther subj ec ts 

wer e g iven a cover s tory  tha t  the ex per imen ters  wer e  tes ti n g  the 

r eac tion  time o f  the sub j ec ts i n  maki ng a dec i sion . No d a ta was 

co l l ec ted on r eac tion  ti mes fo r the three  l earning tasks . For the 

r ecogni ti o n  o f  faces the i n ten tion  to remember was no t o f  c r i ti c a l  

impo r tance . Judging  the sex o f  the ind i v i d ua l  was no t a s  e f fec ti v e  a 

lear ning  task as the o ther two m e thod s .  



Tabl e  4 .  The Rec·ogn i  tion  o f  Faces a s  a Function o f  Three Learning  
Tasks ( Bower and  Kur l in , 1 974 ) 

Lear n ing Task 

Li kableness 
Honesty 
Sex 

Accur ate Recogni tion  
Intenti onal Inc id en tal 

80 
76 
56 

75 
8 1  
60 

3 .  Ini tial  Proposi tions to Expl a i n  the Effecti veness 

Pl easan tness Rating  Lea r n i n g  Task 

o f  
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the 

Was the r e  a mor e  fami l iar , und erl yi ng mechan i sm that could account 

fo r the fi nd ings?  One method that was suggested was t ha t  o f  

r e peti tion . Or was thi s task e ffec t i v e  bec ause the task r equi r ed t he 

subj ects to make a r anking  along a conti nuum? Possibly an y task  that  

requ i r ed the  subj ec t to  rate o r  ran k the mate r i al would be e ffecti v e  

and the affecti ve  componen t would be shown t o  be o f  n o  impo r t . 

Postman and Kruesi ( 1 977 ) acknowl edg ed that j ud g i n g  the 

pleasan tn ess of mate r i a l  was one o f  t he most powe r ful  m ethod s o f  

l e arning . However , they i n i ti a l l y  bel i eved that thi s succ ess could be 

ex plained by uti l i zi n g  an ex tant l earning  task that had al r ead y been 

wel l  researched , i . e . ,  r epetition . The y  h ypothesi zed that sub j ects  

developed a pl easan tness scale by  compa r i ng i tems to eac h o ther . By 

doing  thi s ,  the sub j ects  r ehear sed the mate r i al more frequen tl y than 

und er the o the r learning  tasks . Fo r e x ampl e ,  i tem " A" was j udged to be 

a " 3 "  on a pl easantness scal e when i t  was shown i n i tial l y . Then , i tem  

" 8" was compar ed to  " A" fi r st and then  pl aced on the scal e . Item " C" 
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was compared with both  " A" and  " 8" and then r an ked . Possi bl y ,  thi s 

learning task encour aged increased i tem repe ti tion which  l ed to 

improved rec al l . Postman and Kr uesi hypothesi zed that i f  t he i tem was 

compar ed to a stand ard tha t was e x ternal to t he g iven mater i a l , there  

would be  l ess  i tem repe t i ti o n  and  hence less  r ec al l . 

The y  a ttempted to separ ate the components  o f  a rating that was 

der i v ed by compa r i n g  to a stand ard i nd ependen t  of t he mate r ial  and a 

r ating  that was d e r i ved from i n te r -i tem compa r i sons . The i r  four 

l ear ning  tasks wer e as fol l ows : 

1 .  r ating the pl easantness o f  the mean ing  o f  the word , 

2 .  r ating the pleasantness o f  t he sound o f  the 

ind i v id ua l  syl l ables  o f  the word , 

3 .  r ating the frequency o f  usage o f  t he word , and 

4 .  r ating the fr equency  o f  usage o f  the component syl l ab l es . 

Tab l e  5 .  Learning Tasks and Repe ti tion : An In fe r en tial  Study 
( Postman and Kruesi  , 1 977 ) 

Lear ning  Task Number of Wo rd s Cor rect out o f  
Incidental  In tentional  

Pleasantness o f  Me an ing  1 0 . 3 1 9 . 63 
Pl easan tness o f  Syl l ab l e  6 . 38 7 .  3 1  

Sound 
Frequency  o f  Wo rd Usage 7 . 4 4 9 . 3 1  
Frequenc y o f  Componen t 4 . 6 9 5. 50 

Syl l ab l es Usage 

24 

It can be que stioned whe ther the e x periment d emonstr ated the 

effec ti v en ess o f  g i v ing a pl easantness r ating  in  terms of r epeti tio n . 
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The subjec ts· l e arned mor e  �ords when the l earning  task foc used on the 

compl ete �,r.d. i n ste ad of just the syl l ables  of the word . The subj ects 

wer e  tested onl y on  complete wo rds  as the measure o f  the e ffec ti veness 

o f  the l ear ning task . It was not  surpr i si n g  that the l earning  tasks o f  

r a t i n g  the pleasantn ess o f  t he word ' s  mean ing  and the frequency o f  t he 

word ' s  usage wer e  the two b est method s .  Of t hese two methods r ating  

the  plea santness of  the mean ing  o f  t he word was supe r ior . 

One interest i n g  r esult  was that und er  the pleasan tness rating  

learn i n g  task t he subj ects  r ec al l ed on  aver age 1 0 . 3 1  words  under the 

inciden t al l earning  cond i tions  and an aver age of 9 . 63 word s und e r  the 

intentio n al learning  cond i tions . In al l other r esults the subj ects 

recal l ed mor e  after  knowi n g  that they wer e  going to be  tested fo r 

recall  than i f  the y wer e  not  i n fo rmed . The e x per imenters  d i d  not 

anal yze o r  repo r t  the stat i sti cal s i g n i fi c ance  of thi s d i ffe r enc e .  

Possib l y ,  i t  was a chance happen ing  wi thout signifi c anc e .  Sev er al 

other under stand abl e  options  could be advanced . Thi s  r esul t was 

atyp i c al of most compar i so n s  o f  i nc id en ta l  and i n tentional cond i tions  

o f  l ea r n i ng upo n subsequen t r ec al l . 

One possi b l e  r e ason fo r the better r e s u l ts for the pl easantness 

rating l earning task a fter  t he inciden tal l earning cond i tions  t han 

after  t he subj ects  were  i n fo rmed tha t the y wer e  to be tested was that 

the p l e asantness r ating learning  task was not a fami l i ar l e ar n i ng task 

fo r the subj ects . They wer e  abl e  to use it e ffec tively  in a rel axed 

manner  under the incid ental cond i tions . When the other sub j ects  wer e  

d i r ec ted  to use the pleasan tness r ating learning  task and i n fo rmed that 

the y wer e  to be  te sted , possibl y t hese  subj ec ts used the task 

per func to r i l y  and shi fted to a l ess e ffec ti ve , but more fami l iar , 

l ear n i n g  task . 
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Another pos s i b l e  e x planation fo r the  d i ffe r ential results  und er 

the incidental and i n te n ti onal cond itions  consider ed the atten tion o f  

the l ear ner . I f  the attention o f  t he subj ect was concentr ated on the 

word to be learned and the affec t  i t  was assoc i ated wi th , t hen it was 

more l ikely t ha t  the word was reta i n ed than i f  t he atten tion  o f  the 

subject was d i ffused through the word , t he knowl edge that a test was to 

come , the un fami l i a r i ty o f  the pl e asantness r ating lear n i n g  tas k , and 

the perso nal preference and past e x pe r i ences wi t h  other l ear ning  tasks . 

Al l of these could l ead to d i ffusi o n  o f  the attention . If  thi s wer e  

t r ue , i t  would  ind icate  that the r e  could b e  a positi v e  r el ationsh i p  

b etween the i n ten s i t y  o f  the a ffec t  e xper i enced i n  r eg ard t o  the 

m aterial  to b e  l earned and subsequ e n t  r ec al l . 

As all  four method s r equ i r ed the sub j ects  to rate and eval ua te 

a long some d imen s i o n  and because the recal l results  showed d i ffe r en ti a l  

results , t h e  a c t  o f  r ating and eval uati n g  p e r  s e  cannot be used to 

e x plain  the e ffecti v en e s s  of one o f  t he l ear n i n g  tasks . 

Possi bl y ,  the subj ects created an i n ternal compariso n  scale when 

they gave a pleasantness r ati ng  and thi s l ed to repe t i tion o f  t he 

word s .  Possibl y ,  the subj ects compar ed the frequency of the usage o f  

t he word to an e x te r n al standard . There  was a d i ffer enc e  b etween the 

r ecall  after the pl easan tness ratings  and fr equency rati ng s , but i t  has 

not been establ i shed that thi s was bec ause of i nc r eased i tem 

r epeti tion . The r e  was a d i ffe r enc e b etween the amount of r ecall  after 

r ating the pl easantness o f  mean ing  and the pleasantness of s y l l ab l e  

sound , b ut i t  h a s  no t been estab l i shed that thi s wa s because o f  

i nc reased i tem repeti ti o n . 

The e ffec ti veness o f  repeti tion as a l earning task has been 

que stioned . Thi s  conc l usion wa s d r awn from an exper iment by Cr aik  and 
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Watki ns  ( 197'3' ) that showed that maintaining  an i tern ov er  one , fi ve , o r  

twelve  iaterrwen i ng i tems had no s i g n i fi cant e f fect on recal l . In thi s 

e x pe r imen t subj ec ts wer e  p r e sen ted a se ries  o f  wo rds  one at a time . 

When a signal was g iven , the subj ec t was requi red to say the l ast word 

in the series that began wi th t he l etter " g" . Sometimes , t he sub j ec t  

h a d  to mai n t a i n  the " g" wo rd fo r onl y one i n stance befo re another " g" 

word took i ts pl ace . At other times , the " g" word had to be  

maintained , p re sumab l y  by  r epeti tion , over  fi ve  o r  twelve  words  befo r e  

t h e  appearan c e  o f  ano ther " g" wo rd .  At t he e n d  o f  the word se ri e s , the 

subj ect was asked to rec a l l  as many o f  t he " g" words as possible .  

The r e  was no d i ffe r ence  i n  the r ecal l o f  " g" word s that had been 

main tai n ed for a sho rt or a l ong per iod . Sub j ec ts we re abl e  to recal l 

and forget a l l  " g" wor d s  equa l l y  wel l .  Simpl y to mainta i n  a piece o f  

i n fo rmation fo r a longer time span wa s not enough to improve r ecall  i n  

thi s se tting . It can b e  i n fe r r ed that inc r e ased i tem r epeti tion was 

not l i kel y to be  the mec han i sm that could accoun t fo r the l ev el of 

r ecall  after a l e a rning  task that r equi r ed the m ate rial to be  eval uated 

in terms o f  i ts pl easan tness . 

Fur the r suppo rt fo r thi s po si tion  c ame f rom the wo rk o f  Nel so n  

( 1 977 ) who pr esen ted twenty  wo rd s t o  his  un i v e rsi ty subj ects . The y  

r epe ated the wo rd once o r  twice  d u r ing  a stand a rd length o f  t i me . The 

subj ects who repe ated the wo rd twi c e  rec al l ed s i g n i fican t l y  mor e  wo rd s  

than those who repeated i t  only  o nce . Fu rthe r wo rk ( Ne l son  and 

Vin ing , 1 978 ) showed that al though i t  requi red ten repeti tions  of a 

st ructu ral an alys i s  o f  a wo rd to equal the rec a l l  estab l i shed by a 

semantic  l e a rning task d one once , t he long term recall was equal . Onc e  

t h e  mate ri a l  had been ac qu i red , the re was n o  supe rio ri t y  o f  recall  o f  

mate rial  l e a rned b y  e i the r method . 
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I t  should be no ted tha t r epe ti tion  could no t be el imin a ted as one 

m e thod o f  learning m a terial to fac i l i ta te recal l . Ebb inghaus in  h i s  

e x pe r imen ts on  the r ecall  o f  mean ingless syl l ables showed tha t  

r epe ti ti o n  was an aid  to recal l . Repe ti tio n  was an effec ti v e  , i f  

somewha t i n e ffi c ien t,  learning  task . Thi s  r esul t would poi n t  to the 

l i kel i hood tha t  repe ti tion  was no t the und erl yi ng mechan i sm for 

learning  when g i v ing a pl easan tness  r a ti n g  bec ause o f  the speed a t  

which  the original  l earning  tas k  was per formed . 

B. Problems for Res e arch 

1 .  Probl em Developmen t 

The r esponse o f  the sub j ec t  i n  g iv i ng a pleasan tness  r a ti n g  

r ecord ed the tone o f  the emo tional reac tion  and the s tr eng th o f  the 

r eac tion .  The tone was pleasan t, neutr al , o r  unpl easan t. Non e  o f  the 

repo r ts no ted above anal yzed whe ther the sub j ec ts recall ed more o r  less  

when the y  gave a p l easan t, n e u tr al , o r  un pl easan t r a ti ng . Ther e  is  a 

school o f  thought tha t  tr i e s  to provide  pl easan t e x per iences  fo r 

child ren in  the bel ief  tha t  pl easan t e x per iences are  more l ikel y to be  

r ec a l l ed than un pl e asan t ones . In add i ti o n  the se ed uc a tors  bel ieve  

tha t  pleasan t e x pe r i ences tr an s l a te in to posi ti v e  sel f-concepts . These 

ed uc a to r s  would hypo thes i ze tha t  the m a te r i al tha t  was r a ted as 

pleasan t would be more l i kel y to be r ecal l ed than tha t  whi ch was j udged 

to be  unpleasan t. ( Sl i fe and Rychlak , 1 98 1 ) 

However , evol u tionar y b io l ogi s ts and an thropolog i s ts have s ta ted 

tha t  bo th emo tional  reac tions  wer e  conduc i ve to estab l i sh i ng a memory  

tha t  had a high probab i l i ty o f  being  rec a l l ed when n ecessa r y . Bo th 
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reactions  wer e  j ud g ed to b e  impo rtant fo r surv ival . Thus , the o rgan i sm 

would be more l ikel y  to flour i sh i f  i t  could remember pleasant  

exper iences such a s  the nuts  that wer e  nour i shing and  the places where  

the wate r  was c l ear and pur e , and the unpl easant experiences such as 

the plan ts that wer e  b i tter and the pl ac e  of d anger . ( Kety , 1 976; 

Plutchi k ,  1 980; Tiger , 1 979 ) 

The se possi b i l i ti e s  wer e  b ri e f l y  tested i n  an educational setti ng . 

Fi tzger ald  and Aus ubel ( 1 963 ) found that whe ther secondar y school pupi l s  

wer e  pos i ti v e l y  o r  n egati vel y i nc l i n ed toward a g iven s ub j ec t  matter 

had no effec t  o n  the r eten tion  o f  the mate r i al when general knowl edge 

was held constan t .  

The r e  i s  uncer tai n t y  whe ther the r ecall  and recogni tion  o f  

mate r i a l  learned b y  g i ving  a pl easantne s s  r ating may be  superior  when 

the r es ponse i s  p l easant or equal  a fter  pl easant and unpleasant 

responses .  

Li kewi se ,  none o f  the r eports  anal y zed whe ther the stren g th o f  the 

reaction  was rel ated to the per fo rmance on the tests of r ecall  and 

recogni tion . It was uncl ea r  whether mater i a l  was l earned 

Kl e i n smith d i fferenti a l l y  accord ing  to the strength of the r eaction . 

and Kap l an ( 1 963;  Badd e l ey , 1 976 ) repo rted that strong phys io l og ical 

reactions  have b een detrimen tal i n i ti al l y  to the immed iate r ec al l  and 

recogni tion  of mater i a l . However , thi s mate r i al associated wi th a 

strong ph ysiol og ical  reaction was r ecal l ed more effectively  a t  a l ater 

time . It was uncl ear whether the inten s i t y  o f  the sel f-repo rt  o f  the 

subj ec t was r el ated to per fo rmance on recall  and recogni tion  measures . 

In add i tion  the r e  has been l i tt l e  r epo rted wo rk on the pos s i b l e  

interaction  between the to ne and the strength o f  the rating  o n  

subsequ e n t  r ecall  measures . It appe ared that making a pl easan tness  
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rating was a po,we rrul learning  task that l ed to supe rio r recal l . Yet ,  

what  was thi s  e ffec ti veness b ased on? The re was a l ack o f  c l a r i ty a s  

to 

1 .  the fac to rs i n  the task that l ed to improved recal l , 

2 .  t he factors  associated wi th the l earner that l ed to 

improved recal l , and 

3. t he theoreti c al fr amework  that e x plained these factors  

most ad equate l y .  

By far the maj ority  o f  s ubj ects used i n  the abov e experimen ts wer e  

und ergr ad uate uni versi ty stud ents . Thi s  i mmed iately r a i sed  the 

quest i o n  as to the gener a l i zab i l i ty o f  t he e ffects . Sev er a l  rese arch 

questions  appeared to  be  appropr i ate at thi s  stage . 

2 .  Research Questions  

1 .  Are ther e  any p roc edu r al features o f  the  l ea rning  task that 

could be  assoc i ated wi th d i ffe r en ti al outcomes? 

a .  Does the sub j ect ' s  r esponse , whe the r pleasant or unpl easan t ,  

rel ate to subsequen t rec al l ?  

b .  Does the st rength o f  the subj ect ' s  r esponse rel ate to 

subsequent  r ec al l ?  

2 .  How does t he pleasan tness rati ng l e a rning task compa re wi th 

othe r l e a rning  tasks in  reg a rd to memo ry o utcomes? 

2 a .  Are the pleasan tn ess  rating and repe ti tion l ea rning  tasks 

equal l y  e ffec ti ve? 

2 b .  Are v a ri o us wel l  known l ea rning tasks such as assoc i ation , 
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imager y ,  and  sur face anal ysi s  equal l y  e ffec tive  as the pl easan tness 

r ating learning task? 

3 .  Is t here  v ar iabi l i ty in per fo rmance  usi ng the pl easantn ess 

r ating lear ning  task? 

4 .  Ar e younger , non-ac ad emical l y  selected sub j ects abl e to use 

the pl easantness rating  lear n i n g  task e ffec t i v e l y? 
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Chapter Three  

Pi l o t  Study 

An  exper imen ta l  pi l o t  i nvesti ga tion  was  conducted to ex plore 

whe ther the pleasa n tness  r a ti n g  lear n i n g  task was e ffec ti v e  wi th 

younger l earner s . The sample was ten Form I I  pupi l s  who wer e  the 

en ti r e g rad ua ti ng cl ass from a r ur al school . Ther e  were fi ve  males  and 

fi ve fem ales . Fi ve  wer e  ' twel v e  and fi ve wer e  thi r teen year s old . Thi s  

investi g a tion  was per fo rmed wi th a sma l l  sampl e befo r e  comm i tting  

resources to a l arger  sampl e .  

A .  Ope r a tional i za ti o n  

1 .  Ma te r ial  to be  Learned 

Ind i vidual word s have fr equen tl y  b een chosen to tes t  l earning  

effec ts . It  could be ques ti oned how e ffec ti vel y the l earn i n g  o f  

si ngle , u nconnec ted words would  r el a te to more complex l e a r ning  

mate r i a l s such as conc ep ts o r  ski l l ed procedures . General l y ,  i t  was 

fo und tha t  when more compl ex mater i a l s were r ed uced to simpler 

el emen ts , the l ear n i ng of the simpl er el emen ts proceded more 

effic ien tl y  and the per fo rmance of the complex  whol e  was gained more 

easi l y .  Thi s  was the found a tion  o f  many o f  the r ed uc ti o n i s ts .  

( Skinner , 1 96 8 ;  Gagne , 1 970 ; Har te ,  1 97 5 )  On e o f  the bases o f  man y  

compl ex learning aims could b e  tr aced back to i n d i v idual wo rd s .  Thi s  

thesi s i s  maki ng no te s t  a s  to the e ffec ti veness o f  the pl easan tness 

r a ti ng l earning tas k  wi th more compl ex m a te r i al s .  
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A l is,t. of one hundred word s was d eveloped whi c h  was used as t he 

poo l  of •ate r i a l  that subj ects wer e  expected to remember . From the 

fi r st three l e v e l s  of the New Zealand Counc i l  fo r Ed ucational Research 

Spel l ing Li st ( 1 96 8 )  wer e  sel ec ted wo rds  that wer e  al so i n  the Pai v io , 

Yui l l e , a nd Mad i g an ( 1 96 8 )  l i st whi c h  quanti fied values for e ac h  noun 

on the d imensions  o f  i mager y ,  conc rete n ess , and meaningfu lness . 

The words  i n  the spe l l ing l i st wer e  used b y  almost all  New Zeal and 

pr i mar y school s  as a basi s for graded s pe l l ing l essons . By the end o f  

standard two , most chi l d r en would have been e x posed to these fi rst  

thr ee l evel s  in  thei r  spe l l ing lesso ns . In add ition i t  could be  

ex pected that  the  c hi l d r en would be  qui te famil iar wi th a l l o f  these 

wor d s  as they wer e  d rawn from wo rds fr eque n t l y  encountered in speech 

and the read i n g  ser ie s  i n c l ud ing suppl emen ta r y  r e ader s  pro v i d ed to New 

Zeal and school s  wer e  bui l t  o n  these word s .  Schoo l  read ing  j ournal s 

al so uti l i zed the spe l l i n g  l i sts as a b asic source fo r sui tab l e  word s .  

Pai v io , Yui l l e , and Mad igan ( 1 96 8 )  estab l i shed norms for thr ee 

possible  cha r ac te r istics  of noun s . One thousand wo rds wer e  pr esented 

ov er  time to u n i ver s i ty students who r ated each wo rd on a sev en poi n t  

sc ale  wi th l o w  imager y a n d  h i g h  i mager y being  the end po i n ts o f  the 

sc al e . Sub j ec t s  j udged the e ase wi th which  an image aro se whe n  r ead ing  

the  word . The over al l  mean  fo r imag e r y  on  the i r  l ist was 4 . 97 with  a 

standard deviation  o f  1 . 93 .  The mean fo r the fi ft y wo rds  whi c h  wer e  

used was 6 . 1 7  wi th a stand ard deviation  o f  0 . 9 1 . The sampl e used had a 

hi gher  mean v a l ue and was more restr icted in r ange  than the 925 wo rd s 

that Pai v io , Yui l l e , and Mad igan ( 1 9 6 8 )  used . 

The same 925 wo rds we re  r ated on a seven po int  conc reten ess scal e 

wi th the e x t r emes o f  t he scale l abeled highly  abstr ac t  and highl y 

concrete . The mean fo r conc reten ess was 4 . 95 with a stand ard dev iation 
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of 3 . 5 1 ( si c ) . The mean fo r the sampl e was 6 . 33 wi th a standard 

dev iation of 1 . 03 .  The sampl e had a hi ghe r  mean value than the total 

l i st used by Pai v io , Yui l l e , and Mad igan ( 1 96 8 ) .  

Pai v io and h i s associates  obta i n ed a measure o f  mean ingfulness  b y  

showi ng  the same words  t o  the subj ects who wrote down al l o f  t he 

assoc i ations that  the y could thi n k  o f  for one  o f  t he word s i n  thi r ty 

second s .  Thi s  p roced ure was o r i g i n al l y  d eveloped by Nobl e ( 1 952 ) .  The 

basic  hypothesi s was that h i g h l y  mean i n g ful words  would have more 

asso c iations whi c h  would be shown b y  a hi gher number o f  word s wri tten 

in  a g iven time span . The mean fo r mean i n g fulness  was 5 . 8 1  w i th a 

standard deviation  o f  1 . 2 1 .  The mean fo r the sampl e was 6 . 84 with  a 

standard deviation  o f  0 . 86 .  Thus , a l l  thr ee char ac terist i c s  h ad hi ghe r  

mean v al ue s  and wer e  more r estr i c ted i n  r ange  than t h e  total l i st used 

by Pai v io , Yui l l e , and Mad i g an ( 1 96 8 ) . Al l thr e e  measur ements  fo r t he 

sample  taken from the spe l l i n g  l i st s  whi c h  wer e  i n  the calib r ated l i st 

wer e  skewed in  the e x pected d i r ection , i . e . ,  the sel ected wor d s  had a 

hi g he r  imager y value , wer e  more conc rete , and wer e  more mean i n g fu l  t han 

tho se word s not selected . 

The pool of o ne hund red word s was r andomly  d i vi d ed i nto ten l i sts  

o f  ten wo rds eac h . The ten  r esulting  l i sts  wer e  te sted fo r s i m i l ar i ty 

u s i n g  the d ata fo r concreten ess , imager y ,  and mean i n g fulness . ( See Tabl e  

6 )  



Tabl e  6 .  The Rang e  o f  Imager y ,  Concreteness , and Mean i ngfu l ness 
for Fi ve Li sts  o f  Word s 

Wo rd Li st Number 
Range 2 3 4 5 

Hi g h  I M I , C  
Mid d l e  C , M  C , M  I , C  I , M  M 
Low I c 

Key : I = Imager y C:  Conc reteness M = Me an i n g fulness 
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To accen tuate the po-ssi b l e  e ffects  of these three characte r i st i c s  

upo n  r ecal l and recogn i tion  wo rd l i st s  shown i n  Tabl e  6 wer e c ho sen to 

be the l i sts  that wer e  shown as mater i a l  to b e  remembered . The o ther 

fi fty wor d s  wer e  r et a ined to be  includ ed as d i stracte r s  in the 

recognition  test . These  word s wer e  simil ar to tho se used as mater i a l  

to be l earned . 

2 .  Lear n i n g  Tasks 

The learning  tasks wer e  those acti v i t i e s  the l earner s d id wi th t he 

wor d s  d ur ing  the few second s the word was on the sc reen and the 

r esponse r equ i r ed on paper . The five acti v i ties  wer e  consi d e r ed to be  

common str ateg ies to  i mprove memo r y . Inc l ud ed her e  i s  t he tr ansc r i pt 

o f  the tape r ecord ed d i rections  g i v en to the students . 

Tape Record ed Di r ec tions  

You wi l l  be  shown a wo rd on the sc reen b r i e fl y .  
Dur ing the time  tha t i t  i s  on the sc reen , look a t  the 
wo rd and do the task that you have been gi ven . When the 
wo rd goes off the sc reen , very qui c kl y  mark your pape r 
and be r ead y fo r the n ex t  wo rd . 



Pleasantness - Unpl easantness 
Fi nd sec tion  one  on your pape r . It  says 

pl easan tness - un pl easantn ess . When you are  shown a word 
on the sc reen , t h i n k  how p l easant o r  unpl easant i t  i s .  
For ex ampl e ,  see  the wo rd " SOIL" on the screen . Some 
people wi l l  think  soil  i s  pleasant because plants  g row i n  
i t . The y  wi l l  put a c i rcle  around " P" .  Some other 
people wi l l  think  so i l  is very unpleasant because i t  
m akes things  d i r ty .  The y  wi l l  put a c i r c l e  around v e r y  
unpleasant .  Some wi l l  think  t h a t  soi l  i s  nei ther 
pleasan t nor unpleasa n t . Fo r them it is n eutral . The y  
wi ll  circle  the l et te r  " N" .  There  i s  no correct answer . 
What i s  impo rtant i s  t ha t  you l ook a t  the word and think  
how p leasan t or  unpleasant it  is  for you . And you put a 
c i rcle  tha t  shows how you feel about t he word . 

Similar  Item 
Find sec tion  two on your paper . It says s i m i l ar 

i tems . When you a r e  shown a wo rd on the screen , t h i n k  
about other word s t h a t  a r e  si milar . For e x ampl e ,  see the 
word " GAME" on  the screen . Some peop l e  wi l l  think of t he 
words pl ay , four -squ ar e ,  and tic-tac-to e . The y  wi l l  have  
thought o f  three  simil ar wo rds and wi l l  put  a c i r c l e  
around the n umber three  when the word goes o ff t he 
sc reen . If  you c an thi n k  o f  no s i m i l ar word s ,  put a 
c i rcl e around zero . If  you can thi n k  o f  mor e  than four 
si milar word s , put a c i rc l e  around four plus . There  i s  
n o  correc t  an swer . Wha t  i s  i mpo rtant i s  t hat you see t he 
word and t r y  to thi n k  o f  wo rds  that you think  a r e  
simi l ar , and that you p u t  a c i rcle  around the number o f  
words  that you have  thought o f .  

Repeti tion 
Find sec tion  thr ee  on your paper . It says 

r epeti tion . When you a r e  shown a wo rd on the screen , s a y  
t he word sever al t i m e s  si l en tl y t o  your sel f .  Keep  
r epeati ng the word to  your sel f unt i l  i t  is  taken off t he 
sc reen . Then put a c i rc l e  around the number o f  t i mes 
that you have r epe ated the wo rd . Fo r e x ampl e ,  some 
people wi l l  repeat the wo rd twi c e . The y  wi l l  put a 
c i rcle  around the number two . Some people  wi l l  repeat 
the word fi ve  times . The y  wi ll  put a c i rc l e  around fi ve  
p l us . The r e  i s  no  correct  answer . What  is  impo rtant i s  
that  you look a t  the wo rd and r epeat i t  si lentl y .  And 
you put a c i r c l e  around how man y t imes you r epeated the 
wo rd . 

Letter " e" or  " g" 
Fi nd sec tion  four on  your paper . It says l etter " e" 

o r  " g" . When you are  shown a wo rd on  the sc reen , look to 
see i f  the wo rd has e i ther the l etter " e" or the l etter  
" g" in  i t .  If  the wo rd has e i ther o f  these l etters , put 
a c i rcle  around ye s .  If the wo rd has nei ther of t hese  
l etter s ,  put  a c i r c l e  around no . Fo r e x ampl e , see the 
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•WlJ>rr"d' " SOIL" 0 111 the screen . It has no " e" or  " g" so you 
.�d. c i .r:- c.l e  no . See the wo rd " MEDICINE" on the sc reen . 
It llnals; tJ:re 1 et ter  " e" in  i t  so you would circl e yes .  
The�� i s  a corr ect answer . Wha t  i s  impo rtan t i s  that  you 
l0>0Jlc at the word and check  i f  the r e  are  an y l ette r s  " e" 
or " g" o r  both o f  them i n  i t  and you put a circle  around 
yes or no . 

Imag i n e  sel f  
Find sec tion  fi ve on  your paper . It says i mag i n e  

your se l f .  Whe n  you a r e  shown t h e  wo rd o n  the s c reen , 
imag in e  your se l f being o n  TV wi th that i tem . Fo r 
example ,  see  the word " MEDICINE" on  the screen . Some 
peop l e  could imag i n e  that they a r e  in a hospi tal going 
around g i ving  med ic i n e  to ever y person that the y mee t . 
They a r e  abl e  to  imagine  themsel ves wi th  the word . If  
you a r e  abl e  to imagi n e  you r se l f  and the word together in  
an y s i tuat io n , put a c i r c l e  around yes .  If you c annot 
see  your sel f  and  the wo rd together , put a circle  around 
no . Ther e  i s  no correct answer . Wha t  is importan t i s  
that you t r y  to see your sel f wi th t he word and you put a 
c ircl e  around whether you a r e  abl e  to see yoursel f wi th  
the  word o r  not . 

3 .  Memo r y  Tests  

5 1  

Foll owin g  the suggestions o f  Cra i k  ( 1 97 9 ) , memory was assessed 

twi ce ; i mmed i a te l y  a fter acqui s i tion  by f r ee recal l and after  an 

i n terval of t ime and other acti v i t i e s  b y  r ecog n i tion . 

B .  Proced ure  

The r esearch d es i g n  fo r the  p i l ot stud y was a 5X5X2 a n a l ys i s  wi th 

incomplete blocks d ue to the smal l sampl e .  

Subj ects wer e  tested ind i v idual l y  wi th the order o f  both the 

learning  ta sks and the wo rd l i sts  being varied randomly . Wi th  a smal l 

sampl e i t  was not po s s i b l e  to sys t ematical l y  c ross each l ea r n i ng task 

wi th  each wo rd l i st . Thi s  could have l ed to some d i sto rtions  i n  the 

data whi c h  could no t l ead to a to ta l l y  confi d e n t  i n terpretation whe ther 

the e ffec t  was d ue to the character i stic  o f  t he l i st o r  the task . 

I ' 
, I  
I 
I 
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However , t�r e  was t hought to be  enough c ro ssing of tasks and l i sts 

tha t some gemer.-al ind i c ation o f  main  effects could be gained from the 

pi l ot study . 

After ] ] stening  to the gen e r al d ir ections , each subj ect  was g iven 

d i r ec tions for o ne o f  the l ea r n i ng tasks whi ch were  r andomly o rd ered . 

The fi rst word was sho wn on  a sc r een at eye l evel , appr o x imat e l y  1 . 5  

metres  from the subj ect . The word was proj ected from an overhe ad 

tr an sparency whi c h  d a r kened the e n t i r e  screen except fo r t he wor d . The 

subj ec t  r ecorded a r es ponse on  the paper as r equi r ed by the l earning  

task and  resumed looki ng at the screen . The screen was b l an k  for 

approx imatel y twi c e  as long as t he word was on  the screen . The timing 

was measur ed to b e  approx imatel y t hree second s on  and si x second s o ff .  

At t he end o f  using  one l earning  task wi th ten word s ,  t he 

ex per i menter asked a mental ar i thmetic  question  to d i sr up t  r epeating o f  

t h e  word s .  

Immed iate l y  a fter  answe r i ng the one question , the student wrote 

down al l of t he word s that could be r emembered from the ten presented . 

The n , t he stud ent was given ano ther  l ear ning  task and ano ther ten word s 

to respond to accord i n g  to the tape r ecorded d i rection s .  The n e x t  

mental ar i thmeti c  que stion was a sked and the stud en t wro te d own a l l  o f  

t h e  wo rd s that could b e  r emembered from the second l i st . Thi s  

proced ure  conti n ued unti l al l fi ve l ear ning  tasks , word l i sts , men tal 

ar i thmeti c que stions , and fr ee r ec al l  tests were  compl eted . 

The student was asked ind iv idual l y  to compa r e  all  o f  t he learn ing  

tasks  and to  expl a i n  the  b asi s fo r the  j ud gmen ts . Then , t he sub j ec t  

was asked wha t  was usual ly  d o n e  to remember i n fo rmation , h o w  succes s ful 

thi s method was , and othe r per sonal tac t i c s  

i n fo rmati o n . 

used to remember 
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After the ten min ut e  i n terview ,  t he sub j ec t  was given a l i st o f  

one hund red wor d s  i n  al ph ab eti c al ord er  whi c h  i nc l ud ed the fi ft y wo rd s 

that had been pr esen ted as wel l  as  the fi fty d i str acters whi ch wer e  

d r awn from the s i m i l ar pool . The subj ect  was d i rec ted to c hoose fi ft y  

word s that wer e  presented pr evious l y  on  the screen . 

C .  Data Anal ys i s  

Most o f  the e xper imen ts  testing  the e ffect i venenss o f  t he 

pleasantn ess r at i n g  learn i n g  task took o n e  o f  two fo rms . In som e  ( Hyde  

and Jen ki n s , 1 96 9 )  over  o ne hund red un i versi ty  stud ents  in  o ne room 

wer e  randomly g i ven one of fi ve lear n i n g  task d i r ec tions . Thus , o n e  

student was instruc ted t o  process the g i v en wo rd wi t h  imager y ,  t he n e x t  

student was i n s t r uc ted t o  process t he same word at the same time b y  

r epe t i tion , and s o  on . The word was g i v en to al l o f  the students a t  

the same time aur al l y .  At t he end o f  t he l i st o f  words , e ac h  student 

wrote al l of the wor d s  t ha t  could be r ec al l ed . Stud ents wer e  r andomly 

assi gned to a l earning  task and all  wer e  prov ided wi th  the same 

mate r ial  to lear n . 

Some ( Hyd e , 1 97 3 )  presen ted the mate r i al to be  l earned to a c l ass 

o f  under thi r t y  stud en ts all  of whom l earned the l i st using the one  

method . The same l i st was a l so l ear n ed by another c l ass o f  un i v er s i t y  

students using ano ther method . Sub sequentl y ,  t hese i n ta c t  g roup 

results wer e  compa r ed . 

The second of these  exper imen tal d esigns  was not c ompl ete l y  

elegant  bec ause o f  the assumption o f  g roup equ i v al en ce . However , the r e  

wer e  a l arge  number o f  s ubj ects ( 20 t o  3 0+ )  in  each g ro up who wer e  

ran d oml y assi gned b y  g roup t o  o n e  o f  fi ve l earning  tasks . The 

I 
I 
I 

I 
I 
1 :  l 
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ex perimente r s  wo rki ng wi th these  l arge  numbers wer e  abl e  to  qui ckl y 

obtain d ata that allowed them to test fo r d i ffer ences i n  l earn i n g  

outcomes that could b e  attr i buted t o  the learn ing  tasks . 

These proced ures wer e  j udged to be  unsati sfactory for younger 

students fo r sever al reasons . School s  d i d  not have l arge poo l s  o f  

r el atively simil ar ind i v idua l s  to b e  spl i t  i n to fi ve exper imen tal  

cond i tions . It  was a l so consid er ed ri sky to  consid e r  schoo l s  as  

equi valent units  to whi c h  learning  tasks could  be r andom l y  assi g ned . 

Fur ther , i t  was desi r ab l e  to test t he e ffec t  o f  the l earning  tasks over  

four grade l evels  as wel l  as the further d i v i sion  o f  sex to  ex tend the 

general i zab i l i ty o f  the fi ndings . It was ex pected that the r e  would be  

a rel ati vel y l arge amount  o f  v ar i ab i l ity  that  would  be attr ibuted to  

d i fferences in  the  students t hat e x i sted befo r e  the expe r imen t . Thi s  

variab i l i ty was impo r tan t .  It was hoped to i d en ti fy some o f  the 

sources o f  the between student  v ar i abi l ity i n stead o f  attr ibut i ng it  to 

the unknown o f  e x perimental erro r . For these r easons  it  was d ec i d ed 

tha t each subj ec t  would  expe r ience  eac h  o f  the five  c ho sen learning  

tasks . The memory  results  fo r the  sub j ects would be anal y zed usi n g  a 

r epeated measures d esign  as suggested b y  Wi n e r  ( 1 97 1  ) and 

operational i zed by the Stati stical Pac kage fo r the Soc i al Sciences  

( Hu ll  and Nie , 1 98 1 ) In thi s method o f  d ata analys i s  each sub j ec t  was 

ob served under each of the treatmen t cond i tions . The aver age 

correl ation  of the i n d i v i d ual ' s  fi ve memor y  scores wa s accoun ted fo r 

and thus e l i min ated from the e x pe r imen tal e r ror . If t he student ' s  

scores wer e  se l f-correl ated , the exper imen tal error mean square  would  

be red uced and the F-ratio o f  the main  effec t s  would mor e  sensi tively  

show  the i r  contr ibut i on to the var ianc e . Thus , r epe ated measures 

provided a stati stical  control on the d i ffe r ences between the sub j ec ts 
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that e x i sted before  the e x per imen t began . In e ffect the ten students 

i n  the pi lot study und ergoing fi ve l earning  tasks would prov i d e  d ata 

equ i valent to fi fty  students  doing one l earning task each . 

D .  Results 

1 .  Free Recal l and Recog n i tion b y  Li st 

Ther e  wer e  fi ve d i ffe r en t  l i sts  o f  ten wor d s  e ach . As shown i n  

Tabl e  6 ( page 49 each l i st tended to acc en tuate or d im i n i sh the 

str ength o f  one o r  mor e  o f  t he character i st i c s  o f  i mager y ,  

conc reteness , o r  mean i n g fu l n ess . As t he wor d s  i n  each l i st wer e 

l ear ned by d i fferent method s b y  d i ffe r en t  subj ects an an a l ys i s  o f  

var i ance was d one to d etermin e  whe ther the r e  was a n y  s ystematic 

v ar i ance in  the  amoun t of r ecall  or r ecogni tion  that could be 

attr ibuted to the l i sts . Table  7 s umm ar i ze s  thi s i n fo rmation . 
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Table  7.  ANOVA by Li st fo r Reca l l  and Recog n i tion 

Li st 
Li st 
Li st 
Li st 
Li st 

1 
2 
3 
4 
5 

Recall  by  Li st Recognition  
Mean S. D .  Me an S.  D.  
5.1 2. 64 7.1 2 . 5 1  
5. 1 2 . 08  8 . 8 1 .  40 
5. 6 1 .  5 1  8 . 9 1 .  60 
5. 7 1 .  77 8 . 8 1 .  23 
5. 4 1 .  96 7 . 9 2 . 5 1  

ANOVA Free Rec all b y  Li sts 

Source of Var i ance  ss d f  

Li sts 3 . 08 4 
Residual 1 84 . 7  4 5  

Total 1 87 . 78 4 9  

ANOVA Recog n i t i o n  b y  Li sts 

Source of Var i ance  

Lists 
Residual 

Total 

ss d f  

2 4 . 6  4 
1 67 . 9  4 5  

1 92 . 5  4 9  

b y  Li st 

MS F 

0 .  77 0 . 1 87 8  
4 .  1 0  

MS F 

6 .  1 5  1 .  65 NS 
3 . 73 

NS 

The two an al yse s  o f  var i ance  po int  to the high  probab i l i ty t ha t  

the re  was no signi fi cant  d i ffe r ence  in  the free r ecall  or  recog n i tion 

o f  the m ater ial  tha t could be attr ibuted to  the  c ha r ac ter i stics  of  the 

l i sts . In these c i rcumstances the l i sts  c an be  considered to be  

equi val en t .  Thus , a g roup o f  wo rd s that  tended to  have high  i magery 

val ues d id not d i ffer from a g roup of wo rds that tended to have low 

i magery  val ues as measur ed by the amount tha t was r ecal l ed o r  

recogni zed . The same could be  s a i d  about the fac to rs o f  conc reteness 
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and mean�Ui:nes s . The se tnr:ee fac to r s  as quan ti fied by Pai v io , 

Yui l l e , ,aniJ Mad i g an ( t 9;6;8, ) d id no t contr ibute signifi c an t l y  to the 

l i s t wi se v�c e  in recall  or recognition . The memory of students for 

Li st 1 appe�s to be lower than that fo r the other l i sts . Thi s  l i st 

Was used l'ry' seven o f  the ten studen ts on  l ea r n i ng tasks whi ch wer e 

sho wn to be l ess  e ffective , i . e . ,  r epeti tion and d etec ting the l etter 

"e" or  11 ,g .. . The o ther l i sts  wer e  more even l y  d i str ibuted among the 

l ea r n i ng tasks . 

2 .  Free Recal l and Recogni tion  b y  Learning  Task 

The r e  wer e fi ve d i ffe r en t  l earning  tasks whi c h  al so had d i ffer ing  

response mod es . The fi ve l earning  tasks and the i r  r esponse mod es wer e :  

Task Response 

Detection  of t he l etter " e"or" g" 

Imag i n e  sel f  wi th t he word 

Repeat the wo rd si l en t l y  

Asso c i a te Si milar Wo rds 

Make a Pleasantness Rating  

Ci r c l e  Yes o r  No 

Ci r c l e  Yes o r  No 

Ci r c l e  Number o f  Ti mes 

Word Repeated 

Ci r c l e  Number of Wo rd s 

Assoc i ated 

Ci rcle  a Po si tion  

on a Sc al e 

An ana l ysi s o f  var iance  wa s per fo rmed to d etermine whe ther the r e  

was any  si gni fi cant  d i ffe r ence in  the amount o f  r ecall or  recognition  

that  could  be  attributed to the tasks . 
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Tab l e  8 .  ANOVA b y  Learning  Task for Rec all  and Recogni tion 

Recal l by Task Recogni tion by Task 
Mean S . D Mean S. D.  Total out o f  20 

Pleasant 6 . 3 1 .  77 9 . 4 • 70 1 5 . 7  
Imagi n e  6 .  1 1 .  79 9 . 3 • 95 1 5 . 4 
Assoc i a te 5 . 8 1 .  75 9 . 5 • 53 1 5 . 3  
Repea t  4 . 9 1 .  45  7 .  1 1 .  79 1 2 . 0  
" e " o r " g" 3 . 8 2 .  1 5  6 . 2 2 . 44  1 0 . 0  

ANOVA Free Rec all b y  Learning  Task 

Sour c e  of Var i ance  ss d f  MS F Prob 
Between People  
Sex 0 . 02 1 0. 02 • 005 NS 
Residual  32 . 88 8 4 .  1 1  

Wi thin Peopl e 
Task 95 . 00 4 23 . 75 1 2 . 77 • 000 1  
Task X Sex 5 . 08 4 1 .  27 0 . 68 NS 
Resi dual  59 . 52 32 1 .  86 

Total 1 92 . 50 4 9  

ANOVA Recogni tion b y  Learning  Task 

Source  o f  Var iance  ss d f  MS F Prob 
Between People 
Sex 6 . 48 1 6 . 48 0 . 79 NS 
Resid ua l  65 . 60 8 8 . 20 

Wi thi n Peopl e 
Task 38 . 28 4 9 . 57 3 .  1 8  • 026 
Task X Sex 9 . 32 4 2 . 33 0 .  77 NS 
Resi d ua l  9 6 . 40  3 2  3 .  0 1  

Total 2 1 6 . 08 4 9  

58 

The analyses o f  vari ance  po i n t  to the ver y h i gh probab i l i ty that 

the d i ffe r ences  i n  the amount recal l ed and recogni zed by the subj ec ts  

c annot be  attr i buted to  c hanc e .  The l earning  tasks mad e  a d i ffe r ence  
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fo r these youn g er l earner s as to the amount that  the y wer e  abl e  to 

rec all  and to r ecogn i ze .  

These r.esul t s  wi th New Zeal and Form I I  studen ts were  similar to 

the r esults ob tained by v ar ious e xper imen ts  conducted wi th un i versi ty  

studen ts . In  general  the  amount o f  successful r ecall  and recogni tion  

was  affected more  b y  the  l earning  task than b y  c har acter i st i c s  o f  t he 

mate r i al or b y  t he behav ioural  r esponse r equ i r ed . Subjects c i r c l ed a 

yes o r  a no for both " im ag i n e  your sel f" and " check ' e '  ' g "' learning  

tasks . Also , s ub j ects  c i r c l ed a n umber to i n d i c ate how man y t imes the y  

had done the r equ i r ed acti v i ty for both assoc i a t i n g  similar  wor d s  and 

repe ating the word . Yet the n umber o f  word s recal l ed and recogni zed 

was signi fi c an tl y  d i ffe r e n t  even though the response r equ i r ed was 

i d e n ti c al . Thi s  d i fference was attributed to the l earning task . 

E .  Concl usions and Fur ther  Di r ections  

The pleasan tness r at i n g  learning  task  appe ar ed to  work  wi th 

younger studen t s  in  a manner simi l ar to un i v er s i ty students . The 

results  o f  the tests g iven to the sma l l  sampl e were  suppo r t i v e  o f  

fur the r i nvesti g ation o f  t he phenomenon o f  good memor y  per fo rmance  

aft e r  g i ving  a pl easan tness rating . Two d i r ections  were consi d er ed to 

be wor thy o f  further exte n s ion . On e was to ex tend the numbers  i n  the 

sample and to l ower the age r ange . Thi s  was a straight fo rward push 

toward g reater and more confi d ent  gener al i zation  and as such would not 

need ex ten sive  j usti ficati o n . 

The second d i r ec tion  was an attempt at expl a i n ing the d evelopmen t 

and cor rel ates o f  i nd i v i d ual d i ffe r enc es . Wha t  fol l ows i s  a r ational e 

fol l owed by an e x ploration that wi l l  at tempt to unr avel some o f  the 
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possibl e facto rs a s soc iated wi th those ind i v idual s who per form wel l  

wi th  the pleasantness  rating  l earning task and tho se who d o  not . 

Simpl e explanations fo r per fo rmance that consi d ered only  t he proced ural 

fe atures of the task and the material did not ad equatel y account fo r 

ei ther the success ful attainment o f  a high  memor y  stand ard no r did  i t  

explain  the var iance in  i nd i vi d ual per fo rmance . 
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Chapter Four 

Soc i al �nsf ti v i ty and Its Rel ationsh i p  to Pl easantness Rating  

A .  Cha r acte r i s t i c s  o f  Subj ects and  the i r  Rel ation  to  Rec al l  and 

Recogni tion 

In  the pilot study the r e  was variation in  the total amount o f  

mate r i a l  rec all ed and recog n i zed b y  sub j ects . I n  add i tion  the r e  was 

var i at i o n  as to the e ffecti veness of the var ious l earning  tasks . Some 

subj ect s  per fo rmed mor e  e ffecti vel y u s i n g  other l earning tasks than 

g i v ing  a pleasantness  r ating , e v en though o n  aver ag e , i t  was the most 

effecti v e  learning  task . What wer e  the c h a r ac te r i st i c s  o f  the sub j ec t s  

that accounted fo r some o f  t h e  v ar iation i n  outcome? 

1 .  Int e l l igence 

On e var i ab l e  that was fr equentl y associated wi th l earning  outcomes 

was some measure  of g lobal inte l l i gence such as IQ .  However , 

i ntel l i gence n eed no t be consi d e r ed as a un i ta r y  const r uc t . Pi aget 

( 1 94 7 )  considered the d evelopmen t of  i n tel l ec t  through sever al stages . 

The hi g hest l evel o f  d evel opmen t fo r Pi aget was the stage o f  fo rmal 

oper ations  when the i n d i v i d ual could man i pul ate and evaluate ab str ac t  

const r ucts . Thi s  requ i r ed both c reati vely  associating v ar ious pieces 

o f  i n fo rmation and evaluating the appropr i ateness o f  t he r esul ts . 

Wal l ac h  and Kog an ( 1 965 ) explored the correl ates o f  i n tel l i genc e  

and c r eati v i ty . A sampl e o f  1 5 1  students was evaluated on several 

measu r e s  o f  i n te l l igence and d i v i d ed i n to hi gh  and low i n tel l i genc e  
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groups . xnese students wer e  a l so d i v id ed into high  and low c reative  

groups . The st�dents who wer e  in  the  h i gh c reati ve hal f  wer e  l ess  

d e fensi ve a�d were  open to  expl o r i n g  mate r i al whi c h  may  have  caused 

other s  some anx i ety . These l ess d efen sive  ind ividuals  wer e  in Wal l ac h  

a n d  Kog an ' s  term , physiognomical l y  sensi tive . Phys iognomic sen s i ti vity  

was the non-defe n s i v e  awar eness  of  the  i n d i v id ual to emoti onal changes . 

Thi s  sen siti v i ty was i nver sel y  r el ated to d e fensi veness . For Wal l ac h  

a n d  Kogan phys i og nomic sen s i ti v i ty r epr esen ted a fusion  o f  i ntel l igence 

and creati vity . Thi s  was· r e l ev an t  for t he present study because some 

of t he var iance  in memory  a fter  the pl easantness r ating lear ning  task 

may be accounted fo r b y  physiognomic sensi tivity . Possi bl y ,  t ho se 

subj ects who wer e  the most awa r e  o f  emotional changes wer e  more abl e  to 

uti l i ze the pleasantness r ating  lear n i n g  task . 

GQrdne� 1 98� ) also noted that some i n d i v id ua l s  wer e  more abl e  than 

othe r s  to process  i ntraper so nal and i n ter per so nal i n fo rmation . These 

peop l e  wer e  abl e  to ensure  the smooth func tioning  of t he wid er 

commun i ty . According  to Go rdon , t he c hi e f  prod uct o f  human i ntel l ec t  

was a soc iety that  hel d  together . Go rd on put fo rward a theo r y  o f  

mul t i p l e  inte l l i gences whi c h  i n c l ud ed l ingui sti c , musical , 

log ical-mathematical , spat i al , bod i l y-ki n esthe ti c , and per sonal  

inte l l i gences . These domains  wer e  ar eas o f  po tenti al  i n te l l ec tual 

competence that wer e  d i st i n c t  from each o ther . Of spec i a l  r el evance  

fo r thi s thesi s were  the i n tr aperso n al and  in ter per sonal intel l i gences . 

These  incl uded access to one ' s  own fee l ing l i fe and the ab i l i ty to 

no t i c e  and make d i st i nctions  among other i n d i v idua l s , i n  par ticular , 

among the i r  fee l i ng s ,  tempe rmen ts , and i n tentions . 

Belmont ( 1 97 8 )  hypo the si zed tha t some ind i v iduals  r ecal l ed more 

and wer e  more  inte l l igent  because the y spontaneous l y  used more 
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effective  l ear ning  tasks . Thus , the r e  was the possib i l i ty that  

per fo rmance on c r i te r io n  m easures could  be l ev e l l ed out i f  the i n i ti a l  

famil i arity wi th both t he material  and the learning  task could be  m ad e  

equa l  fo r al l subj ects . Bel mont trained fi v e  year o lds t o  use imager y 

as a l earning tas k .  The y  wer e  then abl e  to recall  si x teen out o f  

twen t y-one i tems that had been presen ted to them as word s .  One 

i n fe r ence from thi s r esearch was that sub j ects  who were  supposed l y  more 

i n te l l igent were  more fluent  and  pr ac t i c ed i n  using  lear n i n g  tasks , 

such as g iv ing a pl easantn ess r ating  and imag i ni ng , t ha t  wer e  more 

effective  than o ther l ear n i n g  tasks . If Belmont was correc t , an  

attempt to incl ude  an i n te l l igence  measure would  confound the results  

and  approach a tautology . 

2 .  Developmental Processes 

Most o f  t he fi n d i n g s  from the r esearch  on  cogni tive processes and 

cog n i ti ve-affecti v e  l in ks wer e  assumed to be  general i zabl e to most 

popul ations . Thi s  was a strong g en er al i zation  to be  d rawn from 

ex pe r imen ts per fo rmed onl y on  univer s i t y  stud en ts . On the o ther  hand 

d evel opmental i st s  l ooked at a segmen t of cogni tion or b ehav iour 

evid enced in  an  ad ult  and frequentl y assumed that at one  time  i n  the 

ind i v idual ' s  development that it was not  ther e .  The y  then wond e r ed how 

i t  d eveloped . 

d e v e lopmen t , 

Both a ssumptions , that  o f  un i v ersal ity  

n e ed ed test i n g . ( Fl avel l and  Ro ss , 1 98 1 )  

and 

Was 

o f  

the 

e ffecti veness of giv ing  a pl easantn ess r ating  related to certain  

devel opmen tal l in ks?  Flav e l l  and Ross  and  Zajonc ( 1 98 1 ) bel ieved that 

the a ffec ti ve response was e arl y ,  not o n l y  in terms of r esponse to an y 

mate r ial , but a l so i n  the d evelopmen tal hi sto r y  of the sub j ec t . 
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However , the y acknowl edged that i t  was l argel y an unknown d evel opmen t .  

Presumab l y ,  i f  the chi l d  had an emotional response to mate r i a l  at  an 

ear l y  age , t he l earning task  of g iv i n g  a pl easan tness rating could  a l so 

b e  effective  wi th young chi ld ren . 

Yar row( 1 98 1 ) bel i e v ed tha t the r e  was an interac tion  o f  the 

emotional reaction , the cogni tions , and the moto r behaviour of the 

i n fant that l ed to the d evelopmen t of all  three spheres . For ex ampl e , 

the i n fant e x pe r i enced an even t , t he r e  was an emotion al r eaction and a 

physi c al reaction , the e�ent was stored i n  memo r y , and i t  was then 

ava i l ab l e  fo r recal l . Thus , from an ear l y  age t he i n fant wou ld be  abl e  

to d i sc rimina te and hol d  i n  memor y  t he char acter i stics  o f  famil iar  

people  and events  that  wer e  asso c iated wi th emotion al reactions . The 

pl easantness r ating lear n i n g  task could be d er i ved from thi s proced ur e . 

One necessar y progression  o f  ski l l s  to per fo rm the pl easantness  

r ating  lear n i ng task seemed to  b e  that the  chi ld  would  fi rst  exper ience  

an  emotion upon presentation  of  t he mater i a l , then b e  aware of  t he 

emotional response , and fi n al l y  r epo r t  i t .  In o ther word s the chi l d  

would  have t o  be sel f-awar e .  

One expl anation o f  the d ev elopment o f  the i n d i v idual ' s  awareness  

of  sel f grew  out o f  t he i n s i ght s o f  Mead ( 1 93 4 ; Hal l  and  Li nd ze y ,  

1 95 7 ;  Light , 1 979 ) . Mead pro v i d ed a sketchy t heory  o f  men tal 

d evelopmen t which  wa s consi stent wi t h  hi s conception  of the d evelopmen t 

o f  the sel f  in  a soc i e tal setti n g . Me ad bel ieved tha t  a ind i v i d ual 

knew himsel f onl y to the e x tent that the ind i v i d ual knew others . At 

fi r st , the r e  was no se l f  because he bel ieved that an ind iv idual could 

no t enter hi s own expe r ience  d i r ectl y .  Thi s  knowl edg e  o f  other s  was 

fi rst  achi e v ed by a c h i l d  wi th t he ind i v i d ual that Mead cal l ed the 

important  o t her . Frequentl y ,  fo r chi ld ren thi s impo rtant other was a 
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paren t .  The impo rtant  othe r  reacted to the chi ld  as an  obj ect o f  

attenti o n .  As a consequenc e ,  t he chi l d  began to thin k  o f  sel f  as an 

object who had atti tudes and feel ings . In i ti al l y ,  t he child  respond ed 

to herse l f as others r espond ed to her . In a figurative  way o f  speaking 

by knowi n g  an impo rtant  o ther t he chi ld  was g i ven a plat fo rm out s i d e  o f  

sel f to use to obse r v e  sel f  as a n  obj ec t  o f  attention . Mead ' s  sel f was 

formed through soc i a l  i n te r ac ti o n . 

Instead o f  gai n i ng an awareness o f  o ne ' s  emotional responses 

through i n trospec ti v e  ex erci se s  and the e x amination  o f  i n d i v id ual s in  

i so l ati o n , Mead poi nted to the possi b i l i ty that the ind i v i d ua l  would 

i n te r ac t  wi th signi ficant o the r s , under stand them fi rst , and then 

und er stand  sel f .  Thus , t he emotional awareness of o n e ' s  sel f d eveloped 

and was a ssoci a ted wi th an awa r en ess o f  the emotions o f  i mpo rtant 

others in  the fi rst in stance whi c h  then general i zed to an awar eness of 

others and  to an inc reasing awa r en ess of sel f .  

Ano ther find ing  from the r esearch done  i n  the fr amework  o f  

consider i n g  the c h i l d  as a soci a l  being has b een that the chi ld , a t  al l 

stages o f  d evelopmen t ,  was more c apab l e  o f  taking the roles  o f  o ther 

people  than Pi aget o r iginal l y  t hought . Sha n t z  ( 1 975 ) in reviewi ng the 

growi ng l i terature r el ated to the d evelopment of soc i a l  cogni tion 

d efi n ed rol e-taking as the the cog n i t i v e  proc esse s in  knowing  and 

und erstand ing  another indiv idual . Along wi th thi s d evelopment i n  the 

ab i l i ty o f  understand ing the o ther per son  was the inc rease in ab i l ity  

to  und erstand one ' s  sel f .  Rol e-taki ng  was  the acti v i ty or  abi l i ty to 

take the posi tion o f  ano ther and to i n fer that person ' s  per spec ti ve . 

It was not  a gen eral class  o f  shared behavioural expectations which 

soc iolog i st s  use to d e fi ne rol e . Rol e-taki ng  was mor e  o f  a minute to 

minute per fo rmance . 



In general Shantz ( 1 975 ) found tha t : 

measures  o f  i n te l l igence rel ated 
ski l l s  b etween r : . 20 and . 40 .  

to role-taking  

Pre-school chi l d r en wer e  awa r e  that o ther s had a 
d i ffe r en t  v i sual per specti ve . The y  adj usted the i r  
verbal expl an ations  somewh at  to the d i fferent  
char acte r istics  of  t he i r  l i stener s .  The y  were  abl e  
to i n fe r  wi th accur ac y  the fee l i ngs  o f  the other 
i nd i v i d ua l  from fac i al cues or from the si tuation . 
The y  d e s c ribed the o ther i n d i v id ual i n  terms o f  
physi c al appe ar an c e  and gave an eval uation o f  the 
other person  based on a personal fr amewo r k . 

Chi l d ren  from fi ve  to seven wer e  qui te similar to the 
pre-school chi l d r en ex cept that they could more 
read i l y  i n fer  and consider the i ntentions o f  the 
other person . Thi s  i n fe r ence  could be eas i l y  swamped 
by the child  being  aware  o f  the d i sapproval of an 
adult  o r  by some l arge , n egative  r esults o f  the other 
per so n ' s  behaviour . 

Chi l d r en i n  midd l e  c h i l d hood could i n fe r  accur atel y 
the fee l ings  o f  o ther s  who wer e  in  un fami l ia r  
situation s . When they d esc r ibed othe r s , a greater 
propo rtion  of the i n fo rmati on  would  be in  terms o f  
the i n n er characte r i stics  o f  the other whi ch had been 
i n fe r r ed . At thi s age , the child ren also became 
aware  that o ther s could be  awa r e  o f  wha t  they wer e  
thi nking . 

Du r i n g  adol escen c e  i n d i v i d ua l s  could more  accur ate l y  
i n fer the fee l i n g s  o f  othe r s  and explain  them . The y 
wer e  awa r e  that t he i r  sel f  could be the object o f  the 
tho ughts of a thi r d  per son . There  wer e  add i tional  
refi n ements in  t he power and  accur ac y of the i r  
rol e-taki ng  ab i l i ti e s . 
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Fl avel l ( 1 96 8 )  conc e i v ed of four n ec essar y steps fo r o n e  to be 

considered successful at rol e-taking . 

1 .  The i n d i v id ua l  had to b e  aware  o f  t he e x i stenc e 
of another . 

2 .  The i n d i v idua l  had 
necessa r y  to take an 
ind i v id ual ' s  per s pecti ve . 

to be aware  
i n fe r ence  of  

3 .  The ind i v id ua l  made an  i n ference . 

that 
the 

it was 
other 



q .  The ind i v i d ua l  appl ied the i n fo rmation  from the 
i n fe r ence . 

67  

Hi ggins ( 1 98 1 ) questioned whether ther e  was ac tual rol e-taking at 

an ear l y  age or whether some othe r fac to r or fac to rs could account for 

the accur ate per fo rmance o f  the young child . He saw the abi l i t y  to 

take on roles  being conti ngent upon the ab i l i ty to consider  an 

inc reasi ng number o f  facto r s , e . g . , behaviour , conse quences , 

i n tentions , and i n ternal per sonal i n fo rmation . Not o n l y  was the 

development of role-takin g  conti ngent upon the abi l ity  to consider  a 

g r e ater number o f  facto r s , but a l so upon the abi l i ty to inhib i t  one ' s  

o wn sel f .  He saw  that to b e  accur ate i n  some r o l e-taki ng  si tuations  

d em an d ed l i ttle  more than i d en t i fyi n g  the  context  o r  aud ience  o r  a 

common social  r e fe r ence per son  • ( " That  person  i s  old . My g r andmother 

is old . My g r an dmother fel t  such and such in a simi l ar si tuation . 

Tha t  per son  who i s  a l so old  feel s  the same as my grandmother . " ) To be  

an adequate rol e taker r equi r ed the  ind i v i d ua l  to  b e  abl e  to  r eceive  

and rel ate mul t i ple  pieces  o f  i n fo rmatio n , control and pos s i b l y  i nhib i t  

per sonal respo n se s , and have a good store  o f  soc i a l  knowl edge . The r e  

wer e  the d anger s o f  maki n g  Type I a n d  I I  e r r o r s  i n  attr ibut i ng 

rol e-taki n g  ab i l ity . Some peopl e had the ab i l i t y , but d id not use i t .  

Some people  d i d  not have t he ab i l i t y  to rol e-take , yet wer e  abl e  to 

appe ar to rol e -take accurate l y  because the y i magi ned how the y would 

fee l  if they wer e  in  that si tuation . In man y common , soc ial  si tuations  

thi s was  suffi c ient  to rol e-take accuratel y .  

B .  Egoc entr ic i ty o r  Rol e  Taking i n  Young Chi l d r e n ?  

Pi aget ( 1 92 6 )  concl uded from hi s stud i es t h a t  child ren could not 



take the pe� spec t i ve o f  another .  

" Ho w  then are  we to char acter i ze the stage o f  
understa n d i ng between chi ld ren befo r e  the age o f  seven 
or e i g ht ?  I t  i s  n o  par adox to s a y  that a t  thi s l evel , 
und e r stand ing between chi l d ren occurs onl y i n  so far as 
the r e  is contact b etween two i d enti cal men tal schemas 
al r ead y e x i sting  in each chi ld . In all  other case s t he 
expl ainer  talks to empt y a i r . He has not , l ike the 
adul t ,  t he art of seeking  and finding  in the o ther ' s  
mind some basi s on  whi c h  to bui l d  anew . "  ( Pi aget , p .  
1 33 )  
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Flavell ( 1 96 8 ) in  summar i zi n g  Pi aget ' s  fi ndings  conc l ud ed that thi s 

soc ia l  i so l ation  could be b ro ken main l y  t hrough peer  inte r actions  that 

i nvolv ed confl i c t s  and arguments  that fo rced the chi l d  to consi d er 

other ' s  v iewpo i n t s . The egocen tr i c  thought patterns  and behaviours  

could  onl y  grad ua l l y  d ec rease after  the  child  was seven o r  e ight . 

Piaget d er iv ed thi s pi cture  o f  the young chi ld  as being  loc ked i n  

a n  egocentr i c  wo r l d  from sever al c ruc i a l  observational stud i e s . ( Pi aget 

and Inhe l d er , 1 95 6 )  In one t he chi l d  was seated looking at a three  

d imen sional papi e r -mache construc tion  of  three mountain peaks and  the 

surround ing  coun t r ysi d e . Each moun tain  was d i st i n c t  i n  some way from 

the other s . The chi ld  was shown a d ol l  tha t was placed on  the o ther 

s i d e  of the mount a i n . The c h i l d  was asked to desc r ibe  wha t  the doll  

could see . The c h i l d ren younger than seven o r  e ight could no t do  thi s 

task . Accord ing  to Pi aget they wer e  egoc entr ic . 

Two recent r ese arche r s  have  r estructured thi s task and have sho wn 

tha t much younger  chi ld ren c an take the pe rspec t i ve o f  another more 

acc u r atel y  than Pi aget suspec ted . Donald son ( 1 97 8 )  const r uc ted sever al 

dol l si zed wal l s . 

Then Donal d so n  showed the child  a doll  o f  a pol iceman and a doll  

of a chi l d . The pol i ceman was  pl ac ed in  the  setting and the  c h i l d  was 



69 

asked to hi d e  the d o l l  of the c h i l d  whe r e  the pol iceman could no t find 

the chi l d . Man y  four year old  chi l d r en could do  thi s task as wel l  as 

i d enti fyi ng appropr i a te hiding  pl ac es when two pol icemen wer e  p l ac ed at 

d i fferent  locations in the setti ng . Not onl y wer e  the chi l d ren abl e  to 

take the per spect i v e  o f  another , they wer e  abl e  at the same time to 

take the per spect i v e s  o f  two other  i nd i v i d ua l s .  

Donald son  inter pr eted the d i sc repanc y  b etween her fi n d i ng s  and 

Piaget ' s  i n  that the chi ld  had a c l ear understand ing of the moti ves and 

i n tentions  of the e x per imenter and the char acter s  in the play . Hid ing 

was a conc ept that was read i l y  accessib l e  to the chi l d ren . Pi aget ' s  

mountain  task was more ab strac t and not  d rawn from the e x per i ences o f  

t h e  c h i l d ren . It was suggested that the r e  was a possi b i l i t y  t ha t  the 

ex per imenter who loved the mounta i n s  o f  Swi tzerl and had not  d ecentred 

i n  consi d er ing  the feel ings and p l an s  o f  wha t  the chi l d ren could  d o  and 

so d rew concl usions  that overstated real i t y .  

Even Piaget 1 s  findings  o f  t he l ac k  o f  object  permanence  i n  i n fants 

was questioned . Do n aldson r epo rted that an i n fant stopped r eachi ng  for 

an obj ec t  i f  i t  was covered . Yet ,  i f  t he l ig hts wer e  turn ed off , the 

i n fant  kept r each i n g  toward the o b j ec t  i n  the d ar k .  Al so , i n fants  were  

shown to  look i n  the  same d i r ection  of  the i r  mother ' s  g a ze . These 

fi nd i ng s  tend ed to s hake the e a r l y  fo und ations  of egocen t r ic i ty . In 

man y settings  the young chi ld  to some d egree was able to get  o ut o f  

sel f a n d  enter i n to another ' s  wo rld . 

Donaldso n  held tha t too frequen t l y  t he fo rmal system of the 

theo r i st and ed ucator was presen ted to chi l d ren . Chi ld ren apprehended 

the conte x t  o f  the e x perimen t ( the mean i n g  o f  the setting , the verbal 

and non-verbal messages pr esen t )  and frequentl y drew d i ffe r ent  

conc l usions from wh a t  was  expec ted . In  real i ty though the c hi ld ren 
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tr i ed to make the si tuation  meaningfu l . For exampl e ,  when the question  

was , " Are the r e  mor e  r ed c and ies  o r  c andies? " , the child ren substi tuted 

wha t  was to them a more  mean ingful  question , such as , " Ar e  there  more 

red candies or yel l ow c and ies?"  Donal d son showed through r est r ucturing  

the  si tuation , t he young chi ld ren wer e  abl e  to  d i sti nguish b et ween the 

quantity  in a set and a sub-se t .  An y i n terpr etation of the se find ings  

must includ e  the concl usion  that chi l d ren wer e  active  in shaping  the 

i n fo rmation that the y r e c e ived to make sense . 

Working ind ependen t!� , yet wi th  simi l ar techniques and r eaching  

si m i l ar conc l usions , Li ght ( 1 97 9 )  i n tensi vel y stud ied a samp l e  o f  

fi ft y-si x fou r  year old  chi l d ren . The chi l d ren per fo rmed v ar ious 

rol e-taking tests  such a s  whe ther the y would place a figure  r i ght s i d e  

u p  for a per so n  si tting  opposi te , i d en ti fyi ng  a face that e x pr essed the 

fee l ing  that was appropr i a te fo r a sto r y , find ing a h i d i n g  place  

si m i l ar to  the  Donaldson  task above , and other tasks . The y  wer e  tested 

fo r intell igenc e , t he i r  mother s  wer e  i nterv iewed , they wer e  observed 

interacting  wi th  the i r  mother s ,  and they wer e  fol lowed up a fter  the y 

had been i n  school fo r si x months . Some o f  the find ings fol l o w .  

Rol e-taki ng  ab i l i ty correl ated between . 29 and . 6 1 wi th i n tel l i gence . 

Rol e-taki ng ab i l i ty was si gni fi c an t l y  and posi tively  r el ated to : 

chi ld ren who p l a yed games wi th rules  

chi ld ren who p l ayed symbol ical l y  

mother ' s  educational l evel  

mothers  who kept a low pro fi l e  in i n t e r ac tions wi th the chi ld 

chi ld ren who wer e  pun i shed in fr equentl y phys i c al l y  

chi ld ren who wer e  successful i n  soc i a l  ad j ustmen t a t  school 

I I 
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chi l d ren who l e ar ned to read quickly  a t  school 

chi l d ren who spoke appropr i a tel y  fo r d i fferen t  i nd i viduals 

chi l d ren who had concentr ated , i nd i vidual interactions wi th a n  ad ul t .  

Ther e  was no rel ation to pl ay o r  amount o f  play wi th peer s wi th 
rol e -taki ng ab i l i ty .  

Ther e  were  no soc ial  cl ass d i ffe r ences e i ther . 

These fi nd ings  suppo rted Mead ' s  a pproaches and rai sed questions  

about Pi aget ' s  and  Fl avel l ' s  emphasi s upon pee r  pressure as t he 

mec han i sm that developed an appreciation  o f  the other ' s  v i e wpo i n t . 

Al so , the deg r e e  o f  egocen t r i c i ty o f  young chi l d ren was questioned . 

" From ear l y  i n fancy the c h i l d  appe ars  to show some 
sensi ti v i ty to al ternati ve v i sual per specti ves , but  
that  such  sensi t i v i t y  wi l l  probab l y  onl y b e  mani fest i n  
very  s impl e si tuations wher e  the i n st r uctions ar e 
ex pl ic i t  and the conten t o f  the per spec t i v e s  
uncompl i cated . Dev elopment from thi s poi n t  onwar d s  i s  
toward s  a greater d i sposi tion to take per s pecti ves and 
a greater ab i l i ty to  construct  the conte n t  of another ' s  
per spective , so that perspective  taking  becomes 
man i fe s t  in more , and  in  more complex si tuations . We 
are suggest i ng , then , a g r ad ual development o f  
per spec t i ve-taki ng  abi l i ti e s  whi c h  has a l re ad y  begun b y  
the second o r  thi r d  year o f  l i fe and whi c h  i s  qui te 
wel l  adv anced by t he end o f  t he presc hool per iod . 
Known fe atures o f  the behav iour o f  preschool chi l d r en 
thus l end some we ight to the fi nd ings  of t he 
rol e-taking stud i e s  which  have  been r ev iewed . Suc h  
chi l d r en undoubted l y  do beha v e  egocen t r i c a l l y  in  a ho st 
o f  ways , but the i r  egocentr i sm i s  far from compl ete and 
does not  consti tute near l y  as t i ght a s t r a i t-j acket a s  
has o ften been supposed . "  ( Li ght , 1 97 9 ,  pp . 20, 25 ) 

If  chi ld r en from an e a r l y  age had some pro fi c iency at b e ing abl e  

to per fo rm clear l y  spec i fi ed ro l e-taking  ta sks , i t  can be i n fe r r ed that 

the y would be l i kel y to have some profi c iency in being awa r e  o f  t he i r  

own emotional reactions to materia l that was to b e  l earned . Thus , i t  
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could be l i ke l y  that the pleasantness r ating l earning  task would be an 

effec tive  l earning  task fo r those c h i l d ren who had role-taki ng  abi l i ty . 

It could al so be  i n fe r r ed that those chi l d r en who wer e  poor at 

rol e -taki ng  would be mor e  l i kel y to be poo r at b eing  aware of the i r  o wn 

emotional r e actions and fo r them the pl easan tness r ating learning  task 

would possib l y not be  an effecti ve  l earning task . 

The empathy t r a i n i n g  progr ammes o f  Car khuff ( 1 984a ) , Ga zd a ( 1 977 ) , 

and othe r s  could be approp r iate i nterventions to  d evelop some o f  the 

empathic abi l i ties . The se autho r s  uti l i zed a r el iable methodology to 

d evelop empa thy in a wid e  r ange  of peopl e .  It could be h ypothesi zed 

that those who wer e  poo r at rol e-taki ng could d evelop t he appropr i ate 

ski l l s . Wi t h  the se ski l l s ,  t he y  possibly  could use the p l easantness 

rating learn ing task as e ffec t i vel y as others who wer e  i n i t i a l l y  

ski l l ed a t  r o le-taki ng . Thi s  could be  a n  area  for fur the r  e x per imen tal 

stud y .  

Ano ther possib i l i ty to account  fo r the e v id ence  o f  role-taki ng 

capab i l i ty in young chi l d ren was that empa thic b ehaviour was " hard  

wi r ed "  i n to most human s . Ho ffman ( 1 975 ) gave  accoun ts o f  i n fants and  

young chi l d r en who e x hi b i ted beha viours that could  be i n te r pr eted as  

ind icating  empathy . Two d ay old  i n fants c r ied wi th si gns of  d i str ess 

when a r ecording  was pl ayed of ano ther i n fan t c rying in d i stress . Two 

month old  i n fants fol lowed the d i r ec tion  o f  t he i r  mothe r s ' gaze and 

looked in  the same d i r ec tion . Ho ffman al so g ave accounts of todd lers  

of  twenty  months observ ing  an  age  mate c r yi ng , going  awa y to  loc ate 

the i r  com fo r t  device , o ffe r i ng thi s to the c r ier , no tic ing  that the 

c r ier  was no t com fo rted , and then going  and retrieving the c r i e r ' s  

com fo r t  d e v i c e  whi c h  wa s succ essful at stopping  the obse r v ed d i st r ess . 

Even i f  empa thic behaviour  was " hard wi r ed '' i n to most human s at b i r th , 
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there remain ed the possi b i l ity  that the ab i l i t y  could be i n ter fe r ed 

wi th  by env ironmen tal cond i tions o ffer ed by parents or  other s .  

The presenc e  o r  absenc e  o f  empathi c abi l i t i e s  in  a chi l d  could 

hav e  been affected by o n e  or  mor e  d evelopmental d eterminan ts . 

Bate so n ( Open Uni v er si t y ,  1 98 1 ) noted several catego r i e s  o f  

dete rminants . Some d e te rminants start somethi ng happening  

( in i tiation ) ,  some d etermin ants  make i t  easier  fo r somethi ng to  happen 

wi thout actual l y  star ting it somewh a t  in t he n ature of a cata l ys t  

( fac i l i tation ) ,  and some d eterminants help  something  to cont i n ue that 

has al read y  star ted ( maintenance ) .  These d esc r i pt i ve l ab e l s wer e  

hel pful i n  b r i n g i n g  some o rd er to the study o f  t he acqu i si ti o n  and 

main tainance o f  compl ex behaviour s . Possi b l y ,  the empathi c  ab i l i ty o f  

the c hi ld  d epen d ed upon c r i t i c al incidents  to i n i ti a te ,  faci l i ta te , and 

main tain  thi s c ompl ex  ski l l . 

Hoffman ( 1 97 5 ) showed that a few d a y  old  i n fa n t  who was e x posed to 

the sound of another i n fa n t  in d i st r ess r eacted wi th a d i stress  c r y . 

The chi ld ' s  d is p l ay o f  empa thy could be fac i l i ta ted by the presence o f  

certain  cond i ti o n s  i n  the background  that wer e  n ec essary but t ha t  d id 

not actuall y  c ause the empathic behav iour . Li ght ( 1 97 9 )  po i n ted out 

sev e r al facto rs that could be consi d e r ed to fac i l i tate and no t i mped e  

the d evelopment o f  empathy . Empa thy t r a i n ing  programmes ( Ca r khuff , 

1 984a ) could be  ben e fi c i a l  in the mainta i n ance  and enhanc emen t o f  

empa thic ski l l s . 

C .  Summar y 

One pos s i b l e  source o f  var iation on  pe r fo rmanc e in  us i ng the 

pleasantness r ating  l ear n i n g  task could be var i ation  in an awar eness o f  
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Thi s  awa r eness could be concei ved as 

hav ing the two d evel opmen tal components ; being aware  o f  o thers  and 

being aware  of s e l f .  

success ful l y  using  

i d enti fyi ng thi s 

thi s 

ab i l i ty 

Those who wer e  more aware  may per fo rm more 

l e ar n i ng task . On e possible  method of 

could be through measuring  rol e-taking  and 

empathic  abi l i t y .  The ope r ational i zation  o f  thi s concept i s  out l in ed 

in  the fol l owing  chapter . 
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Chapter Fi v e  

Empa thy a s  a Source Var i ab l e  fo r the Pl easantness Rating Lear n i n g  Task 

A . The Defi n i tion  and Ope r at i o nal i zation of Empathy 

Hornblow ( 1 98 0 ) concl uded from a stud y of t he l i terature on  empathy 

that empathic per fo rmance v ar ied between and wi thi n i nd i v id ua l s ,  

emer g ed in  the course o f  d ev elopment sub j ec t  to consider able  i n fluence  

o f  s i tuational facto r s , could in  par t be  l ear ned a fter a r el ati v el y 

sho r t  training  per iod , was i mportant i n  i n terpe r sonal commun ication  and 

psychother apy , and tended to be  negatively  r e l a ted to per sonal i t y  

d i st urbanc e .  He al so noted d i fficul t i e s  i n  d e fi n ing , conceptual i zi n g , 

and measuring empa thy . 

Two major  s t r and s have  evol ved i n  the l i ter ature in attempti n g  to 

defi n e  empathy . One strand has i d en ti fied empathy as a v i c ar io us , 

emotional arousal on the par t o f  one per so n  that i s  congruent wi t h  t he 

emotional arousal o f  another person  both i n  the amount and the 

d i r ec tion  o f  arousal . The o ther str and has emphasi zed the cogni ti ve 

ab i l i ty o f  the person  to know how t he othe r i s  feel ing . The actual 

emotional arousa l  o f  t he two ind ividua l s  is i nd epend ent . 

1 .  Empathy as Matched Fee l i ngs Be tween Two Peopl e 

One maj or theo r i st who uti l i zed the fi rst d efi n ition  o f  empa thy 

was Mar tin  Ho ffman . ( 1 975 , 1 97 6 , 1 97 8 , 1 98 1 ) Fr eque n tl y ,  he  at tempted to 

ex plain  interpe r sonal behaviours , e spec i a l l y  those tha t wer e  

al trui sti c , by i n ferr ing  a vicar ious , empathi c arousal . Accord ing to 
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Ho ffman people who saw another i n d i v i d ual in d i stress had a mar ked 

physiolog ical reaction  befo re the y a ttempted to hel p .  The intens i ty o f  

the affecti ve  arousa l  was posi tively  rel ated to both the speed o f  

mov ing to hel p  and to the perceived sever ity  o f  the other ' s  d i stress . 

Upo n hel pi ng the d istressed ind i v id ual , the physiologic al i n d i c e s  o f  

arousal i n  the hel per  d ec reased , wher eas , the physiological  arousal o f  

tho se who d id not h e l p  r emain ed high . Ho ffman thus concl uded that 

al trui st i c  behaviour was posi tivel y rel ated to an emotional arousal and 

that thi s arousal  was i n fer r ed to be  empathi c ;  t he helper was j udged 

to feel as the v i ct i m  fel t .  

Ho ffman noted that certain  rol e-taki ng  tests ( Piaget  and 

Inhelder , 1 95 6 ;  Fl avel l 1 96 8 )  appear ed to show t hat chi l d ren wer e  not  

empathic unti l they wer e  seven or  e ight ye ars  old  or  on some tests  with  

greater  i n te l l ec tual d emand s ,  even older . However , Ho ffman b e l ieved 

tha t i f  t he cogn i t i v e  r equi r emen ts o f  the task , espe c i a l l y  v er b al 

components , wer e beyond  the abi l i t y  o f  the sub j ec t , the empathi c l ev el 

of the child  would be  masked . For Ho ffman the child  coul d  be empathic 

at a much younger age and mor eover , t he c h i l d ' s  abil i ty could be  

ob served . He  provid ed several accoun ts of  a chi ld under  two who 

ob served another c h i l d  in d i stress  and who acted to comfo r t  the chi l d  

in ways that were  a ppropr i a te and spec i fi c  fo r that chi ld . Ho ffman 

i n fe r r ed that the chi l d  was empathi c .  

To be  empathic  fo r Ho ffman r equi r ed tha t the sub j ect ( 1 )  had an 

arousal of a ffec t  and ( 2 )  tha t i t  was of the same qual i ty and d i r ection  

as  the mod el ' s  a ffec t .  Ph ys i o l ogical  measures  prov ided qu i te strong 

ev i d ence  that young child ren through to ad ults  were  capab l e  of t he 

fi r st par t  o f  empathy . However , there  have b een no rel iable  and val id  

measures that have  sho wed the second requ i r emen t o f  empa thy to  b e  
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p r esent i n  subj ects . Whi l e  the mod el could be in  pa in , the subj ec t ' s  

arousal could have mean t  pl easure . Whi l e  the mod el could be ind icati ng 

p leasur e , the subj ec t ' s  a rousal could be amazement .  Even physiol og ic al 

measur es wer e  troubl esome i n  confi rming the fi rst part of the 

d e fi n i tion . Possi bl y t he skin  conduc tance showed arousal but ther e was 

no fac ial  response or v i ce-versa . ( Barham and Boersma , 1 975 ) What has 

been l ac king  fo r thi s approach has been a method of  accurate l y  

i d en ti fyi ng an y v ic ar io us arousal that was i n  the same d ir ec tion  and 

qua l i t y  as the other ind i v id ua l ' s  a ffect . Onl y  t hen could the subj ect 

b e  accur atel y  i d en ti fi e d  as empathi c .  Another d i fficulty of obta i n i ng 

an appropr i a te measur e  h i nged on the theo reti c al d e fi n i tion  o f  empathy 

a s  the v icar ious arous a l  o f  an a ffect wi thout any consid e r ation  of t he 

r o l e  o f  cogni tion i n  empa thy . As soon as the sub j ec t  was a sked to 

r epor t  on  hi s emotional  state , t he cog n i t i v e  ab i l ity  o f  the sub j ec t , 

whi c h  i nc l ud ed soc i al sensi ti v i t y , could i n fluence the subj ec t ' s  

sel f-report . 

2 .  Empathy a s  a Knowi ng  How a Per son  Feel s  

Other s  consi d e r ed empathy to be  a cog n i ti ve ski l l . Pi aget 

uti l i zed the verbal repo r t s  of c h i l d r en who wer e  g i ven a task to 

d etermine the i r  ab il ity  to d ecentre  whi ch Pi aget consi d e r ed to be 

c r i ti c al fo r empath y .  As noted abov e ,  Pi aget ' s  task ( Pi aget and 

Inhe l d er , 1 95 6 )  invol ved a compl ex conste l l ation of ski l l s ,  any o f  whi c h  

i f  not presen t could prod uc e a n egati ve r esul t and ind ic ate tha t the 

sub j ec t  could no t d ecen tre . The r e  was the mod el o f  three  moun ta i n s  

whi c h  was not  a fami l i a r  obj ec t  o f  pl ay . Then , t h e  chi ld was r equ i r ed 

to l eave hi s " eye-in-the-sky" and to take the perspective  o f  an 

, I : I 
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imagined ind i v id ual o n  t h e  mountain  who on the s c a l e  o f  a human t o  a 

moun tain would  be micro scopi c . The chi l d  was r equir ed to repo r t  

verbal l y  wha t  could and could not b e  seen from that perspe c t i ve . The 

un famil iar pl ay obj ec t  and proced ur e , the immense d i fference i n  scal e , 

and the verbal repo rt  wer e  al l functional requ i r emen ts tha t  c al l ed upon 

ab i l i ti e s  o ther than per specti ve  taking let alone the d ec en tr ing  

abi l i ty that Pi aget was  stud ying . Hi s conc l usions  great l y  overstated 

the fa i l ur e  r ate o f  chi l d ren ' s  ab i l i ty to d ec en tr e . The ir fai l ure r ate 

could j us t  a s  wel l  be attr ibuted to per i pher al ski l l s  t hat had no 

rel ation to the cen tral  ski l l  o f  knowi ng  how the o ther was e x per ienc ing  

the  world . 

Pi aget ' s  emphasi s upon empathy a s  a cog n i t i v e  knowl edg e  o f  how t he 

other fel t  was fol lowed by one o f  h i s  Amer ican popu l ar i ze r s  and 

ex tended i n to var ious t e st s  that became known as i d en ti fying  the 

chi l d ' s  ab i l i ty to role-take . ( Fl av el l , 1 96 8 )  These role-taking tasks 

requ i r ed the chi ld  to report , to i d en ti fy ,  o r  to commun icate 

no n-verb al l y  i n  some man n er the per specti ve , t h i n ki ng , or  fee l ing  o f  

another ind i v id ual . No attempt was mad e to investi gate whe ther the 

subj ect ' s  and the o ther ind iv id ual ' s  fee l i ngs matched . These  

al te r ations e n abled the  chi ld ' s  ab i l i ty a s  a soc ial  being to  be  more 

cl ear l y  del i n eated . Som e  rel ated i nvesti gations showed that g i ven 

opti mum cond i tions , qui te young chi ld ren could appe ar to kno w how 

another fe l t .  

Borke ( 1 97 1 )  pr esen ted thr ee  to ei ght ye ar old c h i l d ren wi th 

pi c tures o f  a chi ld i n  fami l ia r  si tua tions . The sub j ec t  was onl y 

requ i r ed to po int  to a styl i zed pic ture  o f  a face tha t sho wed one o f  

fo ur emotional  expr essions as t o  how t he chi ld in  the pi cture fel t .  

The results  i nd icated that most o f  the chi ld ren wer e  ab l e  to acc urate l y  
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know how anothe r chi ld fel t .  The young sub j ects wer e  empathic  when 

usi ng thi s procedure  and accepting Bo r ke ' s  i n fe r ences . 

Thi s i nter pr etation was c r i ti c i zed by Chand l er and Gr eenspan 

( 1 972 ) because the pi cture  of t he o ther chi l d  was too b l atant a 

pr esentation o f  the r el evant  clues , t he si tuations wer e  too soc i a l l y 

ster eotypic , and the task d i d  not requ i r e  the subj ect to consider  any 

other ind i v id ua l ' s  feel ing  as the " co r r ec t  answe r "  could be obtained 

wi th  a total l y  sel f-refe r en ti a l  appro ach , i . e . ,  " How d id I feel when I 

was given a pr esen t?"  

Borke ( 1 972 ) rejoined that  one  could frequently  be accur ate i n  

kno wi ng how another fel t  b y  being sel f-refe r en t i al  a s  noted b y  Chandler  

and  Greenspan . Si nce  thi s approach was so frequentl y accurate , i t  was 

a sati s facto r y  str ategy to employ in the exhibition  and d evelopment  o f  

empathy . It met the n eed to know how another i n d i v id ual fel t .  Even 

the consi deration  o f  thi s question a t  such an ear l y  age  was not 

consi dered pos s i b l e  b y  Pi aget . In add ition  Bo rke c r i ti c i zed Pi ageti an 

measuremen t approaches fo r d eterm i n i n g  young chi l d ren ' s  empathic 

ab i l i ty as t he y  fr equen tl y r equi r ed too man y per i pheral  cogni ti v e  

ski l l s . ( Bo rke , 1 983 ) 

B .  Summar y and Conc l usions  as to a De fi ni tion o f  Empa thy 

Research po in ted to the l i kel i hood that c hi l d ren at an  ear l ier  age 

than supposed b y  Pi aget had some r ud imentar y ,  empa thi c ski l l  o f  knowi ng  

ho w another pe r son  fel t ,  espec i al l y  i f  the target  per son  and  the 

si tuation wer e  similar  to the child  and the child ' s  past e x per ienc e . 

The r esearch b ased on a d e fi n i tion o f  empathy that  includ ed feel ing  as 

the other fel t  had too man y i n feren t i a l  l i nks to be  consi d e r ed accur ate 
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and appropr i a te fo r thi s thesi s .  

It i s  commonl y  e x pe r ienced that one fee l s  pa in  when e x posed to the 

pain  of othe r s  and that thi s v icar ious e x per ience  of pain has l ed some 

to ac t hel pful l y ,  e v en al trui sti c al l y .  However , l aborato r y  and 

natural istic  stud ies  have  not been abl e  to rel iably  or val id l y  i d enti fy 

thi s empathic ab i l i t y  to feel as the other fee l s .  Nei ther have these 

studies  been abl e  to d evelop a measure that i s  free  o f  a n y  cog n i t i v e  

mod i fi cation o f  t h e  measu r ed response . Indeed this  may be  part  o f  t he 

prob l em . It may be  impo ssible  to measure an y empathi c response that i s  

fr ee  from cognitive  i n fl uence . If  t he subj ect feel s a s  the other 

fee l s ,  thi s i n ternal state must be  c ommun icated to be  known . In the 

act of communicati ng , whether verbal l y  or  non-verbal l y ,  cogni ti ve 

i n fluences would be hard  to avoid . Those who have proceed ed to 

measu r i ng empathy  a s  knowi n g  how the other fee l s  have avoided some 

measurement probl ems . In so doing  they may have  fai l ed to explore a 

fund amental h uman process . For thi s the s i s  the empathic ab i l ity  o f  the 

chi ld  wi l l  be measured b y  aski ng  the chi ld  how does another i nd i v i d ual 

fee l . The o ther ind i v i d ual wi l l  be  of a simil ar age to the subj ects  

and  in  easi l y  under stood s i tuations that  are r ic h  in  contex tual clues . 

C .  The Cho i c e  o f  an In strument to Me asure Empa thy 

The r e  appe ar to be two par t i cular  tr aps to avoid in the 

measuremen t of empathy . On e i s  having  a task that requ i r es too man y  

per i pheral  s ki l l s , the fa i l ure  to pe r fo rm an y o f  whi c h  would  ind icate a 

fa i l ure  o f  t he central s ki l l . Thus , t he sub j ect would  be fal sel y 

j udged inc apable  o f  empathy . Th i s  i s  frequen t l y  r e ferred to as a Type  
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I error . Pi aget ' s  moun ta in  per spective  taking appears  to have suffe r ed 

from thi s  mi stake . 

The other d anger  i s  having  a task t ha t  allows t he subj ect to b e  

successful  through alter nati ve  approaches i nstead o f  o n l y  uti l i zi ng the 

cen t r al ski l l . Thus , the sub j ec t  would  be fal sel y  j udged capabl e  o f  

empathy . Thi s  i s  frequen t l y  r e fe r r ed to a s  a Type I I  erro r . Bo r ke ' s  

point-to -the-face task appe ars  to have suffe r ed from this m i stake . The 

chi l d ren  could be successful even though the y  never consid e r ed the 

other person . The i r  acttial method o f  c hoo s i ng the i r  r esponse was not 

e x plored . 

Ano ther consi d e r ation that should a l so enter i n to the c ho i c e  o f  a n  

inst r ument to measur e  empathy i s  t hat o f  t he d evelopmental stages o f  

thi s ab i l ity . Instead of consider i ng empathy a s  being  totall y p r esent 

or  absent  i n  an  ind i v id ual ' s  r eper to i r e  of ski l l s , mor e  could be  g ai n ed 

by noti n g  the r ange  o f  facto r s  that i s  contained wi thi n the concept o f  

empathy . Thus , the e x pe r i menter ' s  task becomes more d e sc r i pt i v e  i n  

outl i n i n g  the cond i tions  n ecessary  fo r the sub j ec t  to exhi b i t  some 

g iven c ha r ac te r i s t i c  of empa thy . Some o f  Pi aget ' s  e i ght year old s 

could not give  an empathic  r esponse when the d i ffe r ence  in  scale  was 

too great , when the e x per ience  was very  d i ffe r en t  from the i r  past 

e x per ience , when the appar atus was un fam i l iar  to them , and when the 

verbal d emand s wer e  too great . Some of Bo rke ' s  three year old s wer e  

abl e  to give  an empathic respo nse when the sex o f  the other was the 

same as the i r  sex , t he si tuation  was common wi th the i r  past e x per ienc e , 

they could commun i c ate non-verbal l y  b y  s i mpl y po i n t i ng , and they wer e  

onl y r equi red to make g ross d i stinc tions i n  the fee l ings o f  the o ther . 

From these e x pe r i ments i t  would be wrong to conc l ude  that the e i ght 

year old sub j ects  of Pi aget we r e  not empathic  and that the three year 
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old s of Borke wer e  ful l y  empathi c .  

Desc r i b i n g  the cond i tions  und er whi c h  the i n d i v id ual was c apabl e  

o f  empathy could remov e some o f  the pate n t l y  unsubstanti ated and 

ex agger ated c l a ims as to the n ature  of t he child ' s  ab i l i ty to 

und erstand ano ther . For ex ample ,  Sturm and Jorg ( 1 98 1 ) i n  applying  

Pi aget ' s  i nsi ghts to  the  appropr i ateness o f  i n fo rmation passed over 

tel ev i sion  to young chi l d r en stated that chi ld ren under e ight could not 

take the per spective of anyone e l se . However , s i x ty to e ighty-fi v e  

per c en t  o f  four year o l d s  wer e  abl e  t o  assume accurate l y  t he 

per spective  o f  an owl i n  a tree . In stead o f  a g lobal pronouncement 

that chi ld ren wer e  o r  wer e  not  abl e  to be  empa t hi c ,  i t  would  be more 

const r ucti ve  to out l i n e  the d evelopmen tal sequence  of the c apaci t y  for 

empathy and to iden t i fy whe r e  o n  that conti nuum the 

per formed . 

i nd i v id ua l  

On e  approach t o  the prob l em o f  quan ti fyi ng  emotional r eports  was 

to i gno r e  the question of acc u r ac y .  Gordon ( 1 97 6 )  cons i d er ed each 

d i ffe r en t  l ab el of a feel ing  as t he d esc r i ption  of a d i fferent  emotion .  

He al so noted that emotions  had an eval ua t i ve connotation .  The 

concept s o f  emotion , a ffec t , and feel ings  wer e  usua l l y  s ynonymous i n  

most r esearcher ' s  usag e . Accurac y  i n  i d enti fyi ng  an emotion  was a 

probl em bec ause the i n tention  o f  the ind i v idual was not  alwa ys 

avai l abl e .  When the i n tention  was avai l ab l e ,  the d egree  o f  

s e l f-awareness  and e x pr essive  ab i l i t y  o f  the individua l  cloud ed the 

i ssue . Al so , the r e  was a tremendous v ar i abil i ty i n  the way i n  whi c h  

an y o n e  emotion  could be expr essed both by a n  ind i v idua l  and between 

d i ffe r en t  i nd i v id ual s .  Thus , there  was no stand ard d ic tionar y o f  

emotional behaviour and i ts i n te r pr etation . If two people  put t wo 

d i fferent  emo tional l abel s on one stand ard behaviour , Go rdon concl uded 
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tha t there  was no possi b i l i ty o f  j udging  the correctness of the 

con fl icting label s .  He accepted each l ab el as d esc ript i ve o f  o ne 

emotional name that was i n  the sub j ec t ' s  vocabular y .  Gordon was more 

concer ned wi th the r ange  and var iety of emotional l abels avai l ab l e  to 

hi s subj ects . In general  Gordon found that adults  were famil ia r  wi th 

man y  emotional states . But adults could not agree o n  one word fo r one  

emotional behaviour . 

Gordon showed fi fteen mov ie excerpt s , to s i x  to fi fteen yea r  o l d  

chi l d ren . He a sked the� t o  recall at  the e n d  o f  the fi lm how t h e y  

tho ught a n  i nd i v id ual fel t  a t  a par ticul ar t i m e  i n  the fi lm . Old er 

chi l d ren gave more var ious i n terpretations . Even the si x year o l d s  i n  

total gave thi r ty -two d i ffe r ent  pos s i b l e  emotions  for the fi fteen 

si tuations . 

Tabl e 9 .  
Mean Uni que Emotions  Identi fi ed by Chi l d r en at d i ffer ent Ages 

age 

Uni qu e  
Emotions  

6 

7 

9 

8 9 

1 2  1 5  Ye ars  Old 

9 1 2  

Ther e  were  no sex  d i fferences i n  the number o f  emotions  

identi fi ed . Old er chi l d ren were  more spec i fi c  and  a l so voluntered more  

cogn i ti ve r esponses  that i n ferred the  ind i v id ual ' s  i nten t i o n s  o r  

moral s .  Even s i x  year olds  were  abl e  to make these i n fe r ences  whe n  

asked . The e x pe r i men ter found that cog n i ti v e  r esponses were  frequent l y  

prov i d ed when the subj ec t was asked fo r fee l ings . Go rdon found 

var i ation  as to the total number of un i que emotional  wo rd s that wer e  

o ffe r ed as d esc r i ptors o f  how i nd i v i d u a l s  fel t  i n  the fi fteen mov i e  
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excerpts . Some o f  thi s v a r i ation  was accounted fo r by the age of the 

chi ld . 

After  a chi l d  had iden t i fi ed a fee l ing , the exper imen ter asked 

whe n  the chi ld  had expe r i enced that fee l ing . In e i ghty percent o f  the 

time the fee l ing  was expe r i enced wi th o ther peopl e , espec i al l y  famil y  

members .  Ver y  r ar el y  was the school setting  i d enti fi ed a s  a place  

whe r e  fee l ings  wer e  expe r i en c ed . ( Go rdon , 1 976 ) 

In contr ast to Go rdon the abi l i ty to accur atel y i d enti fy an 

emotion  was shown to be a r el i able ski l l  that could be acqu i r ed with 

tr a i n i n g  and was a ski l l  that  rel ated to o ther  mean i ng fu l , human 

ben e fi ts . Carkhuff ( 1 96 9 ,  1 984a ) , Ivey ( 1 97 1 ) ,  and othe r s  d eveloped 

ski l l  t r a i n ing  packages to i n c r ease the ab i l i ty to accura te l y  identi fy 

fee l i ng s .  As wel l ,  these r esearche r s  found that accurate l y  i d enti fyi ng 

feel in g s  was impo rtant i n  coun se l l i n g  outcomes ,  i n  the amount o f  

sel f-d i sclosure i n  a helping  setting , i n  the attitude  o f  chi ld ren to 

school , i n  the qual i ty o f  commun ication  in a marr iage , and in the 

compl i ance  of pa tients  to taking  prescr ib ed med i c ation . These fin d i ng s  

ind i ca ted that whi l e  Go rdon ' s  hesi tation was 

in fe r ences and the percept ion  o f  d i fficulti es , 

b ased on log ical  

there  wer e  ben e f i ts 

in  b e i n g  abl e  to accur ate l y  i d enti fy the other per son ' s  emotion . Fo r 

the se r easons i t  was seen as appropr iate to d evelop an empa thy 

measu r i ng device  fo r chi ld r en tha t would  be sui tab l e  and under standab l e  

to them , t hat would yield rel iable  scores on both the i n d i v id ua l ' s  

ran g e  o f  un i que emotions that could be i d en ti fi ed , and the acc u r ac y  

wi th  whi c h  this  was accompl i shed . 

Several sho r t , unconnec ted , v ideo-taped excer pts , d rawn from l i ve  

and acted sto ry l i nes , that  used child ren from the same age  as the  

sample that  was to  be used wer e  gathe r ed . These e x cerpts wer e  shown to 
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twenty-fi ve n i n e  and ten year old chi l d ren to te st the compr ehen sion  o f  

the chi l d ren and to measure  the r ange o f  var i ab i l ity  for uni que 

r esponses and accurac y  o f  r esponses that wer e  el i c i ted . Sever al 

i n c idents  wer e  d ropped because the target perso n ' s  emotion was not 

r e ad i l y  understood , t he inciden t  had too man y side even ts  that wer e  

confus i ng , o r  the incident  was possibl y upsetti ng . The e vents tha t  

wer e  c hosen h a d  cl ear , central cha r acters  who wer e  s i m i l ar to the 

sample popul ation , wer e  r ic h  in contex tual i n fo rmation , and wer e  not  

b l atantl y obv io us in  i d en ti fying how t he indi vidual  fel t .  Thus , i t  was  

e x pected that  the video excerpt s would measur e in  part the empathi c 

ab i l i ti e s  o f  t he sample fai r l y .  The video ex cerpts  wer e  shown to 

t wenty ad ul t , counse l l or trainees who had had a minimum o f  1 00 hou r s  

t r a i n i n g  i n  counse l l ing . An agreed l i st o f  fee l ing  word s was d eveloped 

fo r eac h  excerpt . 

D .  Anteced ent  Cond i tions  associated wi th t h e  Dev el opment o f  Empathy 

I f  thi s l in k  from per fo rmance on  the pleasan tness r ati ng  lear ning  

task to the  ab i l i ty to  b e  empathic wa s substan t i a ted , the next  r esearch 

question  would be concerned wi th t he devel opment  o f  empathy . Pi aget 

and Fl avell  po i n ted to the confl i c t  provided by peer s ' v iewpo ints  

ac ting  on the  c h i l d  as the method o f  c hange and  d evelopment of  empathy . 

The y  hypo the s i zed tha t ind ividua l s  progressed through a se t 

developmen tal pattern , e ach stage hav i n g  a speci fied mod e and process 

of thought . By being e x posed to an individual in  the nex t stage the 

subj ec t and hi s mod e o f  t hought would  be thrown i n to con fl i c t  whi c h  

would  eventuate i n  change and accommodation wi th the n e x t  stage taki n g  

pr i o r i ty . The amoun t and qual i ty o f  peer inter ac tion was most c r i ti c a l  
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in the i r  v i e wpo i nt . Suc h  a conc l usion  has not been substanti a ted by 

r esearch . 

As noted before , Light ( 1 97 9 )  found tha t  fo r four year old  chi l d ren 

the r e  was no rel ation between rol e-taki ng  ab i l ity  and play o r  amount o f  

play  wi th  pee r s . Stronger associ ates wi th the child ' s  ab i l i ty to 

und erstand another wer e  found in the mother ' s  educational l evel , 

mot hers  who kept a low p r o fi l e  i n  parent-ch i l d  interactions , and 

chi l d ren who had concen t r a ted , i nd i v i d ual interac tions wi th an ad ul t . 

As wel l , t he c h i l d ren more ski l l ed at role  taki ng  pl ayed mor e  g ames 

wi t h  establ i shed rules , l e a r ned to read mor e  qui c k l y  at schoo l , and had 

rec e i v ed less physical  pun i shment t han chi l d r en l ess  ski l l ed at 

rol e-taki ng . The chi ld ' s  i n te r ac tions  wi th adults wer e  mor e  c r i ti c al 

fo r the d evelopmen t o f  empathy than interactions  wi th peer s . Thi s  

fi n d ing  suppo rted Mead ' s  approach t o  the soc ial i sa tion  process . The 

chi l d  bec ame awa r e  o f  sel f b y  i ntens i v e  interactions  wi th ad ults . 

It would  be  tempti ng to h ypothe si ze a simple o ne-to-one c ausati ve  

pat h  such  a s  t he parents  who wer e  empathic and supporti ve  would  have 

chi l d ren who wer e  empathic and awa r e  of sel f .  Suc h  would  b e  the 

si mpl est mod el . Thi s  approach has attr acted numerous r esearche r s . 

Yet , wha t  has proved to be  more accur ate have been explanations t ha t  

recogni ze mul ti ple  facto r s  i n te r acting  t o  prod uce g i ven outcomes . 

Webster ( 1 979 ) found s t rong patte rns  o f  par ental i n fl uence  on  

adol escent behaviour s ,  achi evements , and atti tudes . He used an 

empi r ical l y  d e fi ned three fac to r mod el of  home in fluence  ( hi gh-low 

support , h i g h-low anx iety , hi gh-low i n i ti ative  which  i ncl ud ed anger , 

regulati veness , and d emand ) .  These fac tors  i n  i n teraction  wi th t he 

i n t e l l igence and per sonal i ty o f  the adol escen ts accounted fo r a l arge  

pro portion  o f  t he variation  in  school and  wi d er soc i a l  outcomes . The 
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patte r n s  of paren t i ng wer e  highl y e ffi c ient  pred icto r s  of student 

outcomes . For exampl e , two g roups wer e  compared : ( A )  adolesc ents  

who se parents wer e  high i n  suppo r t , l ow i n  anx iety , and high  i n  d emand 

( B ) adol escen ts  who se paren ts  wer e  l ow in suppo r t , h i gh in an x iety , and 

hi g h  in d emand . Di scriminant anal ysi s showed that 83  percent o f  the 

time students wer e  correc t l y  c l assi fi ed as to the i r  par en t ' s  g roup b y  

knowi ng how t he student answe r ed a fami l y  questionnai re , whe ther the 

studen t r espected the fathe r , how t he student scored on a happi ness  

scal e , and how emotional ly stable  the  student  was . Those i n  g roup ( A )  

had mor e  favour abl e outcomes o n  al l scales . Thus , the combi ned 

par ental  facto rs as perceived by the adol escents formed par en ting  

styles  t ha t  were  more  pred i c ti ve o f  outcomes than simpl e one fac to r 

par enti n g  styl e s . It was h i gh l y l ikel y that  the famil y ,  that  i n timate 

g roup o f  s i gn i fi can t other s ,  had a strong i n fl uence upon the chi l d ' s  

ab i l i ty to be empa t hi c . 

As t h i s  thesi s i s  attempt i n g  to e x plore  the b ac kground o f  

chi l d r en ' s  abil i ty  o n  the pl easantness r ating  l ear ning  task i t  would  b e  

wi se t o  uti l i se m ethod s t ha t  have proved capabl e  o f  measur ing  the 

fam i l y  s t r uctures and behaviou r s  in a fr amework o f  appropr i ate sc al e .  

One method would b e  to proceed as d id Li ght ( 1 97 9 ) interv i ewi ng and 

ob serv i n g  the paren t , the chi l d , and the parent-chi ld  i n te r action  both 

in the l aborato r y  and at home . Li ght cond uc ted h i s  wor k  wi th a smal l 

sample  b ut sti l l  in volved a team o f  pro fessional l y  t r ained eo-wo r ker s . 

Suc h  an ope r ational  sc al e would be beyo nd thi s i nvesti gation as the 

sample  is l arger out  of the n ec essi ty to i n c l ud e  eno ugh sub j ects  a t  

each o f  several  age l evel s .  

One method that has been successful at rel i ably and val id l y  

i d en ti fyi ng actual and perceived behaviours  and relationsh i ps has been 
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to  uti l i se the  r epo rted perc eptions o f  c hi l d ren . In the cl assroom 

chi ld ren  have  been more accurate at d esc ribing  teacher behaviour than 

the sel f-repo rt of teachers  as j udged by neutr al ob server s .  In a 

review o f  the l i te r ature exploring  the accurac y  o f  teacher sel f-repo r t  

out o f  s i x  stud i e s  t he r e  was not  o n e  that found any s ystematic rel ation  

between what a teacher r epo rted and the  te acher ' s  observed behaviour . 

( Hook and Rosenshi n e , 1 979 ) However , pupi l j udgments  and obse r v at i o n s  

h a v e  prov en t o  be  stable  and acc ur ate when compared t o  those mad e b y  

neutr al , thir d  p a r t y  observer s . ( Borich , 1 975)  Natur all y ,  pupi l s  c annot 

j udge wha t  the y  d o  not know .  Pup i l s  have b een r epo r ted to b e  acc u r ate 

in j ud g ing the l evel o f  te acher knowl edge , c l ar i t y , fai r ness , 

d i sc i pl i n e ,  s ympathe tic  under stand ing , b us i n essl i ke manner , and 

l i vel in e s s . Even when j udging  g lobal per ceptions  of teaching  abi l i t y ,  

chil d ren have been v e r y  close to the j udgment o f  n eutral obser v er s ,  

i n c l ud in g  trained profe ssional s .  These stud i e s  a l so showed that t he r e  

was n o  r e l ation between stud en t opi n ion  and the r an k  o f  the stud e n t  i n  

the c l ass . Even the d u l l est chi ld  was o n  average mor e  accur ate at 

j udging  teacher 

adm in i st r ato rs . 

b ehaviour s t han the teacher and /o r  school 

Thus , i t  would not be  unr easonab l e  to expect  that chi l d ren 

could accur atel y r epo rt on  the r el evant parental behaviours  a s  t he y  

ex per ienced them . It was ex pec ted tha t the chi ld  could r epo r t  

acc urate l y  on  a r ange o f  par ental behaviour s .  However , a possi b i l i ty 

o f  d i sto rtion  of t he d ata would  appe ar i f  t he i n strument e x pected the 

chi ld  to repo r t  accur atel y on  the feel ings  of the par ent . The chi ld  

wi th h i g h  empathic ab i l i ty would be more  l i kel y to i d enti fy acc u r a te l y  

paren tal fee l ings than the chi l d  wi th l ow empathic abi l i ty . The d ata 

from the enti re  sample  as to the fee l ings  o f  the par ents  could be 
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d i storted in  an unknown manner . Henc e ,  the r el ationshi p o f  parental 

feel ing s to the empa thi c ab i l i t y  o f  the child could be c loud ed . It 

would b e  l ikel y  that most of the chi ld r en could repor t  wi th accu r ac y  

those parental beha v iour s that wer e  most appar en t . Thi s would be  

consi stent  wi th the  fin d i n g s  that  ex plored the  e ffecti veness o f  

chi l d r e n  r eporting  o n  the c l a ssroom behaviour o f  teacher s . ( Bor i c h , 

1 975 ) Chi ld ren wer e  abl e  to repo r t  acc ur ate l y  fam i l iar behaviours  and 

less abl e  to repo r t  observations  that wer e  beyond the ir  d evelopmental 

l evel . Fur thermor e , i t  would  be most l ikel y that the d egree  o f  

accur ac y a t  r epo rt i n g  parental fee l ings would  be r el ated posi t i v el y  to 

the empathi c abi l i ty of the c hi ld . Empathi c al l y  s k i l l ed chi ld r en would  

accur ate l y  r epo r t  the i r  par ents ' fee l ing s .  Empathi c al l y  u n ski l l ed 

chi l d ren  would no t r epor t  accurtately the i r  par en t s '  fee l i ng s . In 

order to d etect the r el ationship  of parenta l  feel ings  to the empathi c 

abi l i t y  o f  the chi l d  i t  may b e  n ecessa r y  to sel ect only  t hose students 

who showed empathi c ab i l i ty and to  use them as a sub-group to test the 

r el ation ship  o f  t he perc ept i o n  of parental  fee l ings to the empathic 

abi l i ty o f  the chi l d . 

One instrumen t that explored the per c ept ions o f  adol escents o f  

the i r  parents and that prod uced signi fi c an t rel atio nships b etween these 

perc ept ions  and var ious soc i a l  and acad emic outcome measures was The 

Fam i l y  Li fe Questionnai r e  d eveloped by Web ster ( 1 972 ) .  Thi s  i n strumen t 

conta i n ed 1 50 statemen ts  d r awn from a l ar g e r  pool that wer e  easi l y  

und erstood by i n te rmed i a te school pupi l s .  The questionnai r e  was 

admin i st e red o r i g i n al l y  to over 2 , 000 second a r y  school pupi l s .  The 

r esults  wer e  fac to r an al yzed and the four statemen ts which  load ed most 

strong l y  on the fi ve main facto rs we r e  i d enti fi ed . On l y  these 

statements wer e  incl uded in a mod i fied Fami l y  Li fe Que stionn a i r e . 
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These statemen ts wer e  gi ven to a g roup o f  twenty-fi ve e i ght and n i n e  

year o l d  chi l d ren . The l ength o f  the questionnaire  and the wo r d i ng o f  

the statemen ts appe ared to be  appropr i ate fo r use i n  thi s stud y .  The 

scoring results  from t he fi ve main facto r s  appeared to contain  enough 

variab i l i ty to ind i c a te that a l l  o f  t he child ren were  not answe r i n g  

wi th a si m i l ar m i n d  se t .  
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Chapter Si x 

Expe r imental Des i g n  and Research Procedures 

A .  Summar y and Rese arch Que stions  

From the l i ter ature reviewed and  the  find ings  o f  the  pi lot  study  

it  appe ared that the pl easan tness r ati ng  learning  task  prod uced high  

recal l and  recogni ti o n . · Thi s  phenomenon was  stab l e  over d i ffe r en t  

content i tems , d i f fe r en t  method s o f  presentation , a n  extended age 

range , and wi th a v ar iety  of e x per imente r s . Var ious e xpl an ations wer e  

unsuccessful at further e x pl aining  thi s phenomenon . Hei g ht e n ed 

phys i o l og ical respo n se , r epeti tion , i n te l l igence , and the qual i t y  o f  

the affe c t  wer e  not  c apab l e  o f  explaining  the phenomenon . An anal ysi s  

o f  the task r equ i r ements  poi n ted to the pos s i b l e  expl anation that the 

subj ec t ' s  l evel o f  empathic development could accoun t fo r some of t he 

varianc e . There  was t he possi b i l ity  that sub j ec t s  who wer e  more awar e 

o f  the feel ings o f  other people  wer e  more sen si ti v e  to the i r  o wn 

fee l i ng s , and thus more abl e  to uti l i ze the pleasantness r ating  

lear n i n g  task than wer e  subj ects  who wer e  not  awar e o f  the fee l in g s  o f  

other peo ple . Was t he family  t he insti tuti o n  that accounted fo r the 

variance  in empathi c ab i l i ty among chi ld ren ? Was the family  bac kg round 

al so d i r ec tl y  asso c i a ted wi th per formance o n  the l earning  tasks ? These 

relationsh i ps and the i r  o per ational measuring inst rumen ts wer e  

summari zed in  Fi gur e 2 .  I t  sho uld b e  noted t h a t  the full mod el w a s  not 

construc ted to dete c t  or  ind i c ate causation  espec i al l y  a s  to the 

relationship  between par en t i n g  behaviours and the empathic ab i l i ty and 

memory per formance of the chi ld . The mod el and the investigation wer e  
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not desi gned to test whether the empa thic ab i l i ty o f  the chi l d  was 

" hard  wi red "  in Hoffman ' s  ( 1 975 ) under stand ing  or solely  a prod uct o f  

d evelopmental influences . ( Fl avel l , 1 96 8 )  The proced ures  used would  onl y 

i n d i c ate a r el ationsh i p  and the str ength o f  t he relationship between 

par en ting  behaviours and the empathic ab i l i ty o f  the chi l d  and t he 

c h i l d ' s  memo r y  per fo rman c e . The r el ationshi p between the empathic  

ab i l i ty o f  the chi ld  and  the  pleasan tness r at i n g  memor y r esults  was 

a l so tested as a correl ational rel ationsh i p .  Onl y  the l earning  tasks 

wer e  ex per imentall y  tested by assigning  all pup i l s  to set cond i tions  

and observing  the memo r y  outcomes . 



MODEL 

PARENT I NG 
.. ... BEHAV I OURS I �  

EMPATH I C  AB I L I TY 
OF THE CH I LD � ... 

PLEASANTN E S S  
RAT I NG 

MEMORY 
P E R F ORMANCE 

t t t 
DEF I N I T I ON 
The b e h av i ou r s  o f  t h e  
m.  a n d  f .  a s  p e r c e ived 
b y  the ch i l d 

I NSTRUMENTAT I ON 
Fami l y  L i fe Que s t i onna i r e  
( mod i f i e d  ve r s i o n )  

DATA 
L eve l I - s t an d a r d  f a c t o r  

s c o r e s  f o r  f .  and m .  
s u p por t , a nx i e t y , 
ange r , d emand , 
r e gu l a t ivene s s  

Leve l I I  - d e r iv e d  f a c t or 
s c o r e s  f o r  f .  and m .  

L eve l I l l  - r aw d a t a  f o r  
f .  and m .  

T h e  ab i l i t y t o  know how 
ano t h e r  c h i l d f e e l s  

V i d e o  e xc e r p t s  

Empa t h i c  f l u e n c y  
Empa t h i c  a c c u r a c y  

A l e arn ing t a s k  t h a t  
u s e s  a f fe c t ive r e a c t ion 
to the ma t e r i a l  to be 
l e a r n e d  

F ive l e a rn i ng t a s k s  

P l e a s a n t n e s s  r a t i n g  
Imag e r y  
As s o c i a t i on 
Repe t i t i on 
S u r f a c e  ana l y s i s  

F i gure 2 .  Hypothe t i cal R e l a t ionships between the V a r i a b les : T he Model , D e f i n i t ions , a n d  Opera t i ona l i z a t i ons . 

The pe r c e n t age o f  
i n forma t i o n  a c c u r a t e l y  
rememh e r e d  t o  i n forma t i o n 
pre s e n t e d  

F r e e  r e c a l l  
Re c ogn i t i o n  

F r e e  r e c a l l  
R e c o gn i t i o n 
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B .  Hypotheses  

1 .  The In fl uence  o f  Learning  Tasks on  Memo r y  Per formance s  

Ther e  a r e  fi ve fo rmal hypotheses  concerned wi th the i n fl uence  o f  

l earning tasks on  memor y  per fo rm ances . The fo rmal statemen t o f  e ac h  

hypothesis  wi l l  b e  fol lowed by a n  ope r ational  statement o f  t he 

h ypothe s i s  whi c h  wi l l  be· testable . The fi ve  hypotheses i n  thi s section  

i nvolve  tests  o f  d i ffe r ences o f  mean s . The five lear n i n g  tasks a r e  

associati ng , g iving  a pl easan tness r ating , i mag ining , mak i n g  a sur face  

an al ysi s ,  and repeati ng . Memor y  performances are measured b y  

i mmed iate , free  r ec al l  and del ayed , c ued recog n i tion test s . The 

general hypothesi s i s  t hat the l ea r n i n g  task i n fluences the  subsequent  

memory  per fo rm ances . 

a .  The pl easantness r a t i ng l ear ning  task wi l l  produce quan t i ta ti vel y 

g r eater memo r y  per fo rmances than a sur face learn i ng task . 

Thi s  fo rmal statemen t l e ad s  to the fol l owing  te stable  hypothe si s : 

The pl easan tness rating  lear ning  task wi l l  prod uce 

quan ti tati vel y greater mean scores o n  r ecall  and recog n i ti o n  

tests than t h e  mean scores a fter  a l etter identi fi c ation  

l earning  task . 

b .  Le arning  tasks whi c h  use the mean ing  o f  t he material wi l l  prod uce 

similar  memo r y  per fo rmances . 
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Thi s  fo rmal sta temen t l e ad s  to the fol l owing  testab l e  hypothe si s :  

Asso c iating , i mag i n i n g  sel f wi th the wo rd , and the 

pleasan tness rating lear ning  tasks wi l l  produce simi l ar mean 

scores  on  recall  and r ecogni tion  tests . 

c .  The pleasan tness r ati n g  learning  task wi l l  ran k  as t he most 

e ffec t i ve lear ni n g  task of t hose e x am i n ed in  thi s t hesi s . 

Thi s  fo rmal statement l e ad s  to  the fol l owing  testab l e  hypothe si s :  

The mean for total  memory , c omposed o f  the mean scores for 

rec a l l  and recog n i tion  test s , achi eved a fter the pl easan tness 

r ati n g  lear ning task wi l l  be quanti tati vely  greater than the 

mean scores fo r total memory s ubsequen t to the o ther l earning  

tasks . 

d .  The r esponse to the p l e asantness  rating  learning task whe ther 

pl easant  or  unpl easant wi l l  prod uce s i m i l ar memory  per formances . 

Thi s  fo rmal sta temen t l e ad s  to the fol l owi ng testab l e  hypothe si s :  

Pleasant  and unpleasant r espo nses on the pleasan tness  r ating  

lear n i n g  task wi l l  prod uce s i m i l ar mean scores o n  r ecall  and 

recog n i tion  tests . 

e .  The intensi ty o f  the r esponse on  the pl easan tn ess r ating  lear n i n g  
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task wi l l  be po si tivel y asso c i a ted wi th  memor y  per fo rmances . 

Thi s  fo rmal statemen t  l e ad s  to the fol l owi ng testabl e  hypothesi s :  

Mor e  ex treme r esponses on the pleasantness r at i n g  lear n i ng 

task wi l l  prod uce quanti tatively  greater mean scores on  

r ecall  and  recogni tion tests  than wi l l  r esults from r espo nses 

that a r e  mild  or  n eutr al . 

2 .  The Rel ationsh i p  o f  Empa thic Abi l i t y  and Memor y  Per fo rmance s  

Ther e  a r e  two fo rmal h ypotheses concerned wi th the r el at i o n sh i p  o f  

empathic abi l i ty a n d  memor y  per fo rman c e . The formal statements  o f  t he 

hypotheses wi l l  be fol l owed by subsi d iar y , oper ational statemen ts  o f  

the hypotheses whi c h  wi l l  be testab l e .  These h ypothese s i n  thi s 

section  i nvolve  measures o f  rel ationshi p .  Emotional abi l i ty i s  

measured by t he n umber o f  un i que emotio nal behaviours  i d en t i fi ed and 

the l evel o f  accur ac y i n  identi fying  emotional behav iour s . The general  

hypothesi s is  t ha t  memory  per fo rmanc es achi eved a fter  the fi v e  l ear n i n g  

tasks are  d i ffe r en ti al l y  rel ated to empathic ab i l i ty . 

a .  Memor y  per fo rmanc es , p r evious l y  shown to be  enhanced by the 

pleasantness r ating  lear ning  task , w i l l  be posi tivel y r el ated to 

empa thic ab i l i ty .  

Thi s  fo rmal sta temen t l ead s to the fo l l owi ng testab l e  hypo the ses : 
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The recall and recog n i tion scores  achieved a fter  the  

ple asantness r ating  lear n i n g  task wi l l  be posi ti vel y r el ated 

to the number of un i que emotional behaviour s i n  v i d eo 

ex c erpt s . 

The recall  and recog n i t i o n  scores achieved a fter  t he 

pl ea san tness r ating  lear n i n g  task wi l l  be posi t i v e l y  r el ated 

to the l evel of accurac y  in iden ti fyi n g  emotional beha v io ur s 

i n  v id eo excer pt s . 

b .  Memor y  p e r fo rmances achi e ved a fter  the fi ve  l earning tasks wi l l  be  

d i ffe r en t i al l y  r el ated to empathi c ab i l i ty .  

Thi s  formal statemen t l ead s to the fol l owi ng testab l e  hypothes i s : 

The r ecall  and recog n i t i o n  scores achieved a fter  the  

pleasantness r ating  learn i n g  task wi l l  be  more  strong l y  

r el a ted than wi l l  the o ther l earning  tasks to the n umber o f  

un i que emotional behaviour s i d enti fi ed and the l evel o f  

accuracy in  i d en ti fyi ng emotional 

excerpts . 

behaviour s i n  v i d eo 

3 .  The Rel a tionsh i p  o f  Perceived Par enting Behaviours and t he Chi ld ' s  

Empa thic Ab i l i ty 

Ther e  a r e  fi ve fo rmal hypotheses concerned with the r el ationsh i p  

o f  percei ved parenting behav iour s and the c h i l d ' s  empa thi c ab i l i ty . 
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The fo rmal statmen t o f  each hypothes i s  wi l l  be fol l owed by t wo 

o per ational statements  o f  the hypothes i s  whi c h  wi l l  be testabl e .  The 

fi ve hypotheses i n  thi s section involve measures of r e l ationsh i p . 

Percei ved paren t i ng behaviours a r e  measured b y  factor and i tem scores 

to statemen ts  whi c h  d esc r ibe the c h i l d ' s  perceptions o f  the father and 

the mothe r . The fi ve theo reti c al parent i n g  factors a r e  suppo r t , 

anx iety , r egul ati veness , demand , and anger . The general hypothe si s i s  

that  the r e  i s  a r el atio nshi p between perc e ived parenting behaviours and 

the chi ld ' s  empathic  abi l i ty . 

a .  Ther e  i s  a posi tive  r el ationsh i p  between perceived parental support  

and the empathic abi l i t y  o f  the  c h i l d . 

Thi s fo rmal statement l ead s to the fol lowin g  two testab l e  hypothese s :  

The n umber o f  unique emotional  behav iours i d enti fied  wi l l  be  

posi t i v e l y  a s sociated wi th  perce i v ed parental suppo rt  a s  

d efi n ed b y  the support facto r score and by ind iv id ua l  i tems 

a ssoc i a ted wi t h  the facto r of suppo r t . 

The l ev el of accurac y  i n  i d enti fyi ng emotional  behaviours 

wi l l  be posi t i v e l y  associated 

support . 

wi th  percei v ed parental  

b .  There  is  a n egative  r el ationsh i p  between perceived paren tal anx ie t y  

and the empathic ab i l i ty of the c hi ld . 

Thi s  fo rmal statemen t l ead s to the fol lowi ng  two testab l e  hypo the se s : 
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The n umber of unique emotional beha v iour s identi fi ed wi l l  be 

n egativel y a ssociated wi th per c e i v ed parental an x iety  as 

d e fi n ed by t he anx iety  facto r score and by ind i v id ual i tems 

a ssoci a ted wi th t he fac to r of a n x i e t y . 

The l evel o f  accur acy i n  i d en t i fying  emotion al behaviours 

wi l l  be n eg ati vel y a s sociated wi th perce i v ed parental 

anx iety . 

c .  The r e  i s  a posi ti ve r el ationsh i p  between perce i v ed paren ta l  

reg ulati v eness  a n d  the empath i c  ab i l ity  o f  t h e  chi ld . 

Thi s  fo rmal statement l ead s to the fol lowing set o f  testab l e  

hypothese s :  

The n umber o f  un i que emotional behav iours iden t i fi ed wi l l  be 

pos i ti vel y a s soci ated wi th percei ved par ental r egul ati veness 

as d e fi n ed by the r egulati ven ess facto r score  and by 

i nd i v id ual i tems associ ated wi th the fac to r  o f  

r egul ati veness . 

The l evel o f  accur acy i n  identi fyi ng  emotio n al behaviours 

wi l l  be po s i tively  assoc iated wi th perce i v ed paren tal 

regulativeness . 

d .  Ther e  i s  a posi ti v e  rel ationsh i p  between percei ved par enting  demand 

and the empathi c ab i l i ty of the c h i l d . 

MASSEY UNIVERSITY 
J.1BRARY 
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Thi s  formal statement l ead s to the followi ng  set o f  testab l e  

hypothese s : 

The n umber o f  u n i que emotional behaviours  i denti fied wi l l  be 

posi t i vel y asso c i a ted wi th perceived parental d emand as 

d e fi n ed b y  the d emand fac to r score and by ind iv id ual  i tems 

asso c iated wi th t he factor o f  d emand . 

The l evel o f  accurac y  i n  i d en ti fyi n g  emotio nal  behaviours 

wi l l  be  posi tivel y associ ated wi th perceived parental d emand . 

e .  Ther e  i s  a n egative  r el ationsh i p  b etween perceived par en tal  anger  

and the  empathic ab i l i ty of  the c hi ld . 

Thi s  fo rmal statment l ead s to the fol l owin g  set o f  testab l e  hypothese s : 

The n umber o f  un i que emoti o n al behaviours  iden t i fi ed wi l l  be  

negat i ve l y  asso c ia ted wi th per c eived par ental anger as 

d e fi n ed by the anger fac to r score and by ind i v i d ual  i tems 

asso c i a ted wi th t he facto r o f  anger . 

The l evel o f  accu r ac y  i n  i d enti fyi ng  emotional behav iours  

wi l l  be n egati vely  associate d  wi th pe r c eived par ental  anger . 

4 .  The Rel ati onsh i p  Between Chi l d ren ' s  Memor y  Per fo rmances  and  

Perc e i ved Parenting  Behaviours  
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The r e  are  fi v e  fo rmal hypotheses concer ned wi th the r el at i o n sh i p  

between child ren ' s  memor y  per fo rmances and percei ved par enting  

behaviour s . The fo rmal statemen t o f  e ac h  hypothesi s wi l l  be fol lowed 

by an oper ati o n al statement of t he hypothesi s whi c h  is testab l e .  The 

fi ve  hypothe ses i n  thi s section  involve measures of r elationsh i p . The 

c h i l d ' s  memo r y  per formances a r e  measured b y  immed i a te , free  r ec a l l  and 

d e l ayed , c ued recogn i tion  test s .  Per c e i ved parenting  behaviours  a r e  

measured by facto r and i tem scores t o  statements whi c h  d esc r ib e  the 

c hi ld ' s  percept i o n s  of t he father and the mother . The general  

hypothe si s i s  that  the r e  i s  a r el ationsh i p  between the m emor y  

per fo rm ances achi e v ed after the pl easan tness r ating lear n i n g  task and 

perc e i v ed par en ti n g  behaviour s .  

a .  The r e  i s  a posi tive  r el at ionsh i p  b etween  perceived par en ta l  suppor t  

and the memor y  pe r fo rmances achie v ed a fter  the pl easantness  r ating  

lear ning  task . 

Thi s  fo rmal statemen t l ead s to the fol lowi n g  testable  hypothe si s :  

Rec al l and recognition  memory  per fo rmances achi e v ed after the 

pleasan tness r ating  learn i n g  task wi l l  b e  posi t i v e l y  

assoc i a te d  wi th perceived parental  suppor t  a s  d e fi n ed by t he 

suppo r t  facto r  score and by i nd i v idual i tems assoc i a ted wi th 

the fac to r o f  suppo r t . 

b .  The r e  i s  a negative  rel ationsh i p  betwee n  perceived pa r en ta l  an x iety  

and  the memo ry pe r formances achi eved a fter  the pleasantness  r ating 
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lear ning  task . 

Thi s  fo rmal statemen t l ead s to the fol l owi ng  testab l e  hypothe si s :  

Recal l and recogni tion memo r y  perfo rmances achi eved after the 

pleasantness  r ating  learning  task  wi l l  be  negat i v e l y  

a ssociated wi th per c e i v ed par ental anx iety  a s  d efi n ed b y  t he 

anx iety facto r score and by i nd i vidual  i tems assoc i a ted wi th 

t he factor of a n x i e t y . 

c .  Ther e  i s  a pos i ti ve r el ationsh i p  between perce i ved parental  

regul ati veness and the memo r y  per fo rmances  achi eved a fter the 

pleasantn ess  r ating learning  task . 

Thi s  fo rmal statement l ead s to the fol l owin g  testabl e  hypothesi s :  

Rec all  and recognition  memory per fo rmances achieved after the 

p leasantness r ating  l e ar ning  task wi l l  b e  posi t i vel y 

a ssoc iated wi th perceived par ental  r egul ati veness  a s  d e fi n ed 

by the r egul ati veness facto r  and by i nd i v id ua l  i tems 

a ssoc iated wi th the fac to r of r egulati veness . 

d .  Ther e  i s  a posi ti ve  r el ationsh i p  between perceived par ental  d emand 

and the m emor y per fo rmances achieved a fter the pl easantness r at i n g  

lear ning  task . 

Thi s  fo rmal statemen t l ead s to the fol l owi ng  testable  hypothe s i s : 
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Recall  and  recogni tion memory per fo rmances achi eved after  t he 

pleasantness  r ating  learning  task  wi l l  be posi ti vel y 

a ssoc iated with  perceived parental d emand as d efi n ed b y  the 

d emand fac to r and by i nd ividual i tems associ ated wi th  t he 

facto r o f  d emand . 

e .  Ther e  i s  a n eg a t i v e  r el ationshi p between perceived parental ang er 

and the memory  per fo rmances achieved after the pl easan tness r at i n g  

lear ning  task . 

Thi s  formal statemen t l ead s to the fol l owing  testabl e  hypothes i s : 

C .  Sampl e  

Recal l and recogni tion memory  per fo rmances achieved after the 

pleasantness  r ating l earning task wi l l  b e  n egati v e l y  

assoc i a ted wi th  perceived par en ta l  anger a s  d efi ned by t he 

anger fac to r and by i nd i vidual i tems asso c i a ted wi th  t he 

facto r o f  anger . 

Thr e e  school s from wid e l y  d i ffe r ent  geog raph i c al ar eas agreed to 

par t i c i pate  in the stud y .  School A was a fi ve  teac her New Ze al and 

school wi t h  a total enrolmen t of s l ight l y  more than one hund r ed pupi l s .  

The schoo l was appro x imate l y  fi fteen ki lometr es from the n ear est c i t y .  

The chi l d r en ' s  fami l ie s  wer e  equa l l y  d i v i d ed between rural  wo r ke r s , 

d ai r y  and sheep  farms , v i l l age wo rker s ,  d a i r y  and meat processi ng , and 

commute r s  who worked in  the c i ty . Ten per c ent  of the students in the 
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ex per iment wer e  from m i no r i ty r ac ial  groups whi c h  compares  to the 

national aver age of 1 1 . 6  percent  fo r mino r i t y  r acial  g roups . ( New  

Ze al and , 1 980 ) The school was a full  pr imar y school wi th Forms I and I I  

fu l l y  i n tegrated and j oi n t l y  admin i stered wi th  the rest o f  t he Jun io r  

Pr i mer s and Stand ard s  one to four . Al l o f  t he pupi l s  enro l l ed i n  

Stand ard s three  and four and Forms I and I I  participa ted i n  the stud y .  

Schoo l  B was a ten teacher Ame r i c an school  wi th an enrolment o f  

t wo hund r ed and thi r t y  pupi l s .  The school  was located i n  a n ewer 

suburb of a c entral  state capi tal based in a c i ty of 200 , 000 people .  

The school was a parochial  school attached to one church . Fees wer e  i n  

ex cess o f  $700 U . S . p e r  year . The school consi sted o f  a doub l e  uni t , 

one-hal f d ay pre-school  and kind er gar ten , and grades one to e i ght . Ten 

pupi l s  wer e  r andomly  s e l ec ted from each of the g r ades fou r  to seven who 

wer e  j udged to be age equi valent to the New Zeal and sample .  A l i st o f  

the r andom l y  selec te d  pupi l s  was shown to the c l ass teacher b e fo r e  the 

e x perimen tal proced u r e  was begun to asc ertain  whe ther an asymetr i c al 

sample had been d r awn . Al l teachers  agreed tha t the sampl es appeared 

to be r andom . At the c lose o f  t he e x per imen t , the prin c i pa l  i n fo rmed 

the e x per imenter of t he possi b i l i ty t ha t  the sample d rawn from the 

youngest c l ass was no t bal anced bec ause the four stud ents  who had been 

r equi r ed to repeat a t  l east o ne year o f  the i r  educ ation  wer e  all  

i n c l uded i n  the  sampl e .  The p r i n c i pa l  thought that  these students  

would depress  any  measures that i nvol ved i n te l l ec tual capab i l i t y . Thi s  

was noted . 

School C was a seven te ache r Amer ican sc hool wi th a n  enrolment o f  

one  hund r ed and fi ft y .  The school was l oc a ted i n  an o lder  ar ea  o f  a 

c en tr al , far no rthe r n  c i ty o f  fi ft y thousand peopl e . The paroc h i a l  

school d rew i ts pup i l s  from sever al cong regations i nc l ud ing  at l east 
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one r ural churc h . The school ran a bus service  for i ts r ur al pupi l s .  

Fees wer e  approx imate l y  $400  U . S . per  year . The enti r e  school 

consi sted o f  a pr e-school un i t  conducted out of another centr e ,  a 

kindergar ten , and g rad es one  to si x .  Gr ad es seven and e i g ht wer e  

tran s ferred to the state r un , j un io r  h i g h  school system , The se pupi l s  

wer e not  avai l ab l e  for the exper imen t . Ten pupi ls wer e  r andomly  

selec ted from each  o f  the g r ad es four to  s i x .  

D .  Procedures 

The mate r i al and procedures  that wer e  used in  the pi l ot stud y wer e  

al so used i n  the fin al study wi th sever al adjustmen ts . 

combin ations of  t he word l i st s , l earning  tasks , and order  

The 

o f  

presen tation  wer e  varied  r andoml y .  The wo rds wer e  presented to two 

students  a t  a t ime v i a  a computer at e x ac t l y  three  second s o n  for each 

i nd i v id ua l  word , s i x  second s of b l ank sc r een , and so on unti l the ten 

word s fo r the g iv en l earning  task had been pr esen ted . The i n te r v i e w  

was d ropped . A v i d eo o f  chi l d ren in  var ious s e t t i n g s  and even ts  was 

presen ted . At t he concl usion  of an even t , the e xper imen ter stopped the 

imag e , poi nted to a spec i fi c  child  on  the screen , and asked how that  

chi l d  had fel t  a t  that time . 

Thi s conti n ued unti l al l of the seven excer pts  h ad been v i e wed and 

the c h i l d  had recorded a response fo r eac h . Then , t he wo rd r ec og n i tion  

test i nc l ud ing a l l  fi fty wo rd s and  fi ft y  d i st r ac te r s  was prov i d ed . The 

students  returned to the i r  cl assroom and ano ther pair  beg an the 

process . After al l of the se l ec ted students  i n  the school had 

compl eted thi s section , they wer e  gathe r ed together and g i v en the 

mod i fi ed Family  Li fe Quest io nnai r e .  
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Chapter Sev en 

Results  

The d ata wi l l  be an al yzed i n  four stages in  accord wi th t he mod el 

and h ypotheses a fter  a prel iminar y d emogr aphi c  an al ys i s .  The e ffec t  o f  

fi ve l earning tasks upon memory wi l l  b e  explored . If  the pleasantness 

r atin g  learning task is  shown to be  an e f fecti v e  aid  to memory ,  t he 

r el ationship  o f  empathy to the memor y  r esults  achieved after the 

pleasantness r at i ng learning  task wi l l  be explored . Thi r d l y , i f  

empathy i s  shown to b e  s i g n i fi c antl y associ ated wi th  memo r y ,  t he 

par en tal i n fl uence  upon empathy wi l l  be explored . Fi n al l y , t he d i r ec t  

i n f l uence o f  per c e i v ed parental behaviours  upon memo r y  r esults achi e v ed 

after the pleasan tness r ating  lear ning  task wi l l  be explored . 

A .  Demog raph i c  An alys i s  

Three  schoo l s  par t i c i pated i n  thi s e xploration . School s A a n d  B 

wer e equi v al en t  i n  that pupi l s  wer e  d rawn from al l four age l ev el s .  

School C had no pupi l s  from the hi ghe st age  l evel . 

The pr i n c i pal of school B was concerned about t he hi gher number o f  

less  acad emical l y  able stud ents t hat wer e  r andoml y selected from level 

one . For thi s r e ason a compa r i son  o f  memory perfo rmance  on  the 

lear n i ng tasks across  the thr ee schoo l s  at l evel  one was per fo rmed . 

Inspection  o f  mean per fo rmance over all l ea r n i n g  tasks as shown b y  

Tab l e  1 0  ind i c ated tha t the r e  was n o  si g n i fi c ance  d i ffer ence among the 

schoo l s  on  memor y  per fo rmance at l evel one as shown by t he anal ysi s  o f  

v ar iance . The r e  was a l so no signi fi c an t  d i ffe r ence  between the schoo l s  
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when al l levels  wer e  i n c l ud ed . Means wer e  shown in  Tabl e  1 1 .  

Tab l e  1 0 .  Total Memor y  Per fo rmance  b y  all  School s  a t  Lev el On e 

Sc hool N Mean SD Range  

A 1 2X5  1 2 . 43 3 . 57 4 to 1 9  
B 1 0X 5  1 2 . 80 2 . 89 4 to 1 8  
c 1 0X5  1 3 . 54 3 .  1 0  5 to 1 9  

A NOVA 

Source ss d f  MS F Prob 

Between School s  34 . 04 2 1 7 . 02 1 .  64 NS 
Resi d ual 1 63 1 . 1 5 1 57 1 0 . 39 

Total 1 665 . 1 9  1 59 
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Table  1 1  • Memor y b y  School after Fi ve  Le ar ning  Tasks 

Mean Mean 
Total Total To tal 

School N Recall  SD R ecogni tion  SD Memor y  SD 
A 50 4 . 95 1 .  95 8 . 56 1 .  69 1 3 . 52 3 . 22 
B 4 0  5 . 1 4  1 .  95 8 . 75 1 .  49 1 3 . 88 3 . 02 
C* 30 4 . 90 1 .  88 8 . 63 1 . 59 1 3 . 53 3 .  1 0  

Total 1 20 5 . 00 1 .  93 8 . 63 1 .  60 1 3 . 64 3 .  1 3  

*School C had no l evel  four students  

B .  The Infl uence  o f  Lea r ning Tasks on  Memor y  Per fo rmances -Hypothe s i s 

1 .  Task Var i ance  -Rec al l 

Mul t i v a r i ate anal ysi s  o f  var iance  uti l i zi n g  a repe ated measures 

d e s i gn ( Wi n e r , 1 97 1 ) showed that the kind  o f  l ear n ing task , t he g rade 

l evel , and t he sex o f  t he pup i l  con t r i b uted s i g n i fi c antl y to  accounting  

fo r the v ar i ance  assoc i a ted wi th free r ec al l . ( See  Table  1 2 )  An  F-r atio  

fo r l ear ning  tasks o f  95 . 58 wi th  4 and  448  degrees of  freed om was 

hi g hl y s i gn i fi can t beyon d  a probab i l i ty of . 000 1  fo r thi s r esult  

occ ur r ing  b y  chance . The lear ni n g  tasks accounted fo r a si g n i fi c an t  

propo rtion  o f  t he var i a n c e  in  pupi l r ec al l . In spec tion o f  t he means 

/ 
and a Sche f fe compa r i so n  o f  means test showed that the r e  wer e  three  

l evel s o f  s i mi l ar i t y .  Giving  a pleasantness r ating and  tr yi n g  to 

imagine  the word wer e  similar to each other and si gnifi c a n t l y  s upe r i o r  

t o  assoc i a t i n g  and repe a ting  the wo rd whi c h  wer e  similar to e a c h  o ther 

and si gni fi c an t l y  supe r io r  to anal yzing a sur face featur e of the word . 
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An F-ratio o f  1 0 . 34 wi th 3 and 1 1 2  degrees of fr eedom was 

si g n i fi c ant beyond a probab i l i ty o f  . 00 1  fo r thi s r esult occur r i n g  b y  

chance . The grad e  l evel o f  t he chi ld accounted fo r a s i g n i fi can t  

proportion  o f  t he v ar iance i n  pup i l  recal l . Fi gure 4 ,  page 1 14 ,  showed 

the memory increase over g r ad e  l evel s .  

3 .  Sex Var iance -Re c a l l  

An F-ratio fo r sex  o f  6 . 1 6  with  1 and 1 1 2 degrees o f  freed om was 

si gni fi c ant  at a probab i l i ty of . 0 1 5  for thi s r esul t  occur r i n g  b y  

chance . The sex o f  t he pupi l accounted fo r a signi ficant  propo r t i o n  o f  

the v ar i ance in  fr e e  r ec al l . Inspec tion  o f  t he means showed that 

femal es r ecal l ed more words  t han mal es d id . 

4 .  Inter action Effects  -Rec al l 

The r e  was one  border l i n e  c a se o f  stati sti c al s i g n i fi c ance  fo r an 

i n te r ac t ion . An F-ratio  o f  1 . 73 wi th 1 2  and 4 4 8  degrees of fr eedom was 

si gni fi c ant  at the . 058 level fo r a task b y  l evel inter action . There  

wer e  d i fferent  r ate s o f  recall  over the four  l evel s fo r sever al o f  the 

l ear ning  tasks . ( See Fi gure 5 ,  page 1 1 9 
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Tab l e  1 2 .  Anal ys i s  o f  Var iance  - Rec al l - Repeated Measures 

Source  ss d f  MS F Prob 

Bet ween People  
Sex  3 1 . 84 1 3 1 . 84 6 .  1 6  • 0 1 5 
Level 1 60 . 37 3 53 . 46 1 0 . 34 • 0 0 1  
S e x  X Level 1 9 . 43 3 6 . 48 1 .  25 • 29 

Resid ual 5 7 8 . 74 1 1 2 5 .  1 7  

Wi thin  People  
Tasks 652 . 36 4 1 63 . 09 9 5 . 58 • 000 1  
Sex  X Tasks 1 .  62 4 • 40  . 24 NS 
Lev el X Tasks 3 5 . 44  1 2  2 . 95 1 .  73 • 058  
Sex XLevel XTas k  

9 . 82 1 2  • 82 . 93 NS 

Resid ual 764 . 37 4 4 8  1 .  7 1  

Total  2253 . 99 5 9 9  
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5 .  Task Var i ance -Recognition  

Mu l ti v ar i a te an a l ys i s  o f  v a r i ance  uti l i zing a repeated measures  

d e si gn ( Wi n er , 1 97 1 ) showed that the ki nd o f  l earning tasks and the  sex  

o f  the  subj ect contr i buted signi fic an tl y to accounting fo r the  var i ance  

assoc i a ted wi th recogni tion . ( See Tabl e 1 3 )  

Tab l e  1 3 .  Ana l ys i s  o f  Var i ance  - Recogni tion  - Repeated Measur e 

Source  ss d f  M F Prob 

Bet ween People  
Sex  1 4 . 82 1 1 4 . 82 4 . 56 • 035 
Lev el 1 8 . 08 3 6 . 03 1 .  86 • 1 4  
Sex X Level 2 . 0 1  3 • 67 • 2 1  NS 

Resid ual 3 63 . 6 1 1 1 2  3 . 25 

Wi thin  People  
Tasks 5 1 1 . 4 1 4 1 27 . 85 95 . 37 • 0001 
Sex X Tasks 4 . 28 4 1 .  07 • 80 NS 
Level X Tasks 1 0 . 25 1 2  • 85 • 64 NS 
Sex X Level X Tasks 

1 3 . 4 6 1 2  1 .  1 2  • 84 NS 

Resi d ua l  600 . 59 4 4 8  1 .  34 

To tal 1 53 8 . 5 1  599  

An  F-ratio o f  9 5 . 37 fo r ta sks wi th 4 and 4 4 8  degrees  of  fr eedom 

was hi ghl y s i gn i fi c ant  beyond a prob ab i l i ty o f  . 0001  fo r thi s r esult  

occur r i n g  by chance . The l ear n ing  tasks accoun ted fo r a s i g n i fi cant 

propo r ti o n  o f  the v ar i ance i n  r ecogntion . Inspection o f  the means and 

a Scheff� compa r i so n  of means test showed that there  wer e  three  l evels  

of  s i m i l ar i ty .  Gi v ing a pl easantness 
c:tS�oc ;�til'lj 1 

r atin�Aand imag i n i n g  the wo rd 

wer e  s i m i l ar to each othe r and s i g n i ficantly  s uper io r  to 
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repeating  the word s whi c h  w�s 

si g n i fi cant l y  supe r i o r  to anal yzing a sur face feature of  the word . 

6 .  Sex Var iance  -Recog n i t i o n  

An F-ratio o f  4 . 56 wi th and 1 1 2 degrees of fr e ed om was 

si g n i fi c an t  a t  a probab i l i ty l evel o f  . 03 5  for thi s r esul t  occur r i n g  by 

chance . The sex  o f  the pup i l  accounted for a si g n i fican t  propo r ti o n  o f  

the var i ance  i n  r ecogni ti o n . Inspection  o f  t he mean s showed that 

females recogni zed more wor d s  cor rectl y t han males d id . 

There  wer e  no other s i gni ficant main  o r  i n te r action e f fec t s . 
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1. Concl usions  fo r Hypothese s 1 a , b , c 

Hypothesi s 1 a  stated that the pl easan tness r ating l ear n i ng task 

would prod uce quanti tati vel y greater memory  per fo rmances than a surface 

l e ar ning  task . Thi s  was suppo rted strongly as was seen b y  anal yzing 

the task var iance  fo r rec al l  and recog n i tio n .  

Hypothes i s  1 b  stated that l ear ning  tasks whi c h  used the mean ing  o f  

t h e  mate r i al would produce similar memory per formances . These  tasks 

wer e  g i ving  a pl easan tness  r ating , assoc i ating  simil ar word s , and 

i m ag i n ing  sel f  wi th the word . Gi v i ng a pl easantness r at i ng and 

imag i n i n g  sel f  wi th the word wer e  equal  to each o ther and si g n i fi c an t l y  

supe r i o r  i n  the number o f  wo rds r ec al l ed a n d  recogn i zed a fter 

assoc iating  similar word s .  Mean ing  as ope r ational i zed i n  thi s r esearch 

d i d  not r esult  in  a unid imen sional memory r esul t .  

Hypothesi s 1 c  stated that the l earning  task o f  g iv i n g  a 

pl easantness r at i ng would  rank as t he most e ffective  l ea r n i n g  task . 

Thi s  was suppo r ted by the  pi lot  stud y .  Wi th t he l arger  sample  

imag i n i ng sel f was sl ight l y  more  e f fecti ve . Thi s  d i fference  was not  

sta t i sti c al l y  s i gn i fi c an t .  For thi s age  l evel imagin ing r an ked as the 

most e ffec t i ve l ear ning  task . Thi s  supe r i o r i ty was most mar ked in the 

recog n i tion test . ( See Fi gur e 3, page 1 1 3 )  

8 .  Rel ation o f  Qual ity  and Inten si ty o f  Affec t to Memo r y  -Hypothese s 

1 d  and 1 e  

Hypothesi s 1 d  stated that the r esponse to the pl easantness  r ating 

lear ning task , whe ther pl easant or  unpl e asan t ,  would prod uce similar  

memory  pe r fo rmances . The chi -squa r ed test r esults  i nd icated tha t 

sl i ghtl y  more  unpleasant wo rds wer e  rec a l l ed than could  be e x pec ted . 
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Thi s  d i fference was not stati st i c al l y  s i gni fi c an t .  Thi s  could be 

attr ibuted to the uniqueness of t he word s that wer e consi d e r ed to be  

unpl easan t . Of  the 1 200 wo rds r ated under the  pl easan tness r ating  

learning  task  645 were  r ated pl easan t , 1 83 wer e  r ated unpleasan t ,  and 

the majority  o f  the r emainder wer e  r ated neutr al wi th some that wer e 

mar ked ambiguous l y .  

Hypothesi s 1 e  stated that the i n tensi ty o f  t he r esponse on  the 

pleasantness r a t i ng lear n i n g  task would  be posi ti vel y  asso c i a ted with  

memo r y  per fo rmance . The · c hi -squ a r ed test r esults  wer e  approaching  

s i g n i fi c ance fo r recal l . For r ec ogni tion  i n ten s i ty  o f  i n i ti a l  rating  

had no  rel ationsh i p  to  whe ther or  no t the  wo rd was  recog n i zed . ( See 

Tabl e  1 4 )  

Tabl e  1 4 .  Rel ati o n  o f  Affect Qual i ty and In tensi ty  to Memory 

Rated Obser v ed Rec al l ed Expected Recogn i zed Expec ted 

Ple asant  64 5 388  4 03 603 609 
Unp leasant 1 83 1 29 1 1 4  1 79 1 73 

Intense 3 4 0  237 208 3 3 0  3 2 1  
M i l d  4 5 0  2 5 9  275 4 1 5  425  
Neut r al 326  1 87 200 3 1 0  3 08 

Chi -squa r ed Anal ysi s  Probab i l i ty 

Pl e asantness to r ecall  = 2 . 45 between . 1 0 and . 20 
Pl e asantness to r ecogn i tion  = 0 . 28 NS 
In ten si ty to rec al l  = 5 . 78 between • 05 and • 1 0  
Inte n si ty to recog nition  = 0 . 4 9 NS 

C .  The Rel ationship  o f  Empa thic Ab il i t y  and Memory Per fo rmanc es -

Hypo thesi s 2 

As r esults showed tha t g i v ing  a pleasan tness r ating  was an 
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effec t i ve l ear n i n g  task , an an alys i s  was mad e  o f  cor rel ates o f  thi s 

ab i l i t y  i n  an attempt to accoun t fo r some o f  the var i ance  i n  pup i l  

per fo rmance . 

1 .  Recall  and Uni que Fee l ing  Wo rd s 

There  was a cor relation  o f  r : . 40 of the student ' s  fr ee  r ec a l l  

after the pleasantness r anking and the n umber o f  unique fee l i n g  wor d s 

g i ven o n  the empathy measur e .  Thi s  was signi fican t b e yond  a 

probab i l i ty o f  . 0 1 for thi s resul t happe n i n g  by chan ce . ( Gl as s  and 

Stanl e y , 1 970 ) 

2 .  Rec all  and Acc u r ac y  o f  Empathy 

The r e  was a corr el ation  of r : . 3 1  o f  t he student ' s  free r ec al l  

after  the pleasantness  r ating  and the accuracy  o f  t he identi fi c ation  o f  

fee l i n g . Thi s  was signi fi cant beyond a probab i l i ty o f  . 0 1 fo r thi s 

r esult  happening  b y  c hanc e . 

3 .  Recogni tion and Un ique Fee l ing Word s 

The r e  was a cor r elation  o f  r : .  1 9  o f  the student ' s  rec og n i ti o n  

after t he pleasan tness  r ating  and the number o f  unique fee l i n g  wo rd s 

given o n  the empathy  measur e .  Thi s  result  was s i gn i fic an t at the . 03 

level . 

4 .  Recogni tion and Accur acy o f  Empa thy 



1 1 9 

Ther e  was a correl ation o f  r : . 1 3  o f  the studen t ' s  r ec ogn i ti o n  

after  the pleasantness r a t i n g  and the accuracy o f  the i d en ti fic ation  o f  

feel i ng . Thi s  r esult  was no t stati sti c al l y  s i gn i ficant . 

5 .  Conc l usions fo r Hypotheses 2 a 

Hypothesi s 2a stated that memory  p e r formances , previous l y  shown to 

be enhanced b y  the pl easantness r at i n g  learning  task , would  be 

posi t i vel y r el ated to empathic abi l i ty . Thi s  h ypothesis  was strong l y  

suppo r ted for the r el ationsh i p  between the n umber o f  un i qu e  feel ing  

word s and  free  r ecall  and  recog n i t i o n  after  the  pleasan tness r ati ng  

lear n i ng task . Thi s  hypothes i s  was  al so strongl y  suppo rted for the 

rel ationsh i p  between the l evel o f  accuracy  of fee l i ngs i d en ti fi ed and 

fr ee r ecal l aft e r  the pl easan tness r ati n g  l ear ning  task . The r e  was no 

strong rel ationsh i p  between l evel  o f  accuracy in i d enti fying  feel ings  

and  wor d  recogni tion  after the pl easan tness  r ating  l earning  task . The 

r el at i onshi p was i n  the hypothe si zed d i r ection  b ut d id not r each 

stati s t i c al si g n i fi c anc e .  

Table  1 5 .  
Correl ation  o f  Empa thy wi th Memory after  Pl easantness Rating  

Uni que Feel ing Wo r d s  

Accur ac y o f  Empathy  

* * * =  p<  • 00 1  
* =  p< . 05 

Memory Me asu r e  
Rec all  Recognition  
r : . 40***  r : . 1 9 *  

r : . 3 1 ***  r : . 1 3  

6 .  Rel atio nshi p o f  Empa thic Ab i l i ty to Fi ve  Le ar ning  Tasks -Hypot hesi s 2 b  
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Hypothesi s 2b stated that memor y  per fo rmances achi eved a fter  the 

fi ve  l earning tasks would  be d i ffe r en t i a l l y  related to empathic 

ab i l i ty .  Thi s  was strongl y  suppo rted . Of t he fi ve  lear ning  tasks o n l y  

the m emory  r esul ts  achi eved after the p l easan tness r ating lear n i ng task 

wer e strong l y  r el ated to empathi c ab i l i t y .  The r e  was a c anon i c al 

correl ation o f  Rc : . 44 between the t wo empa thy measures and the two 

memo r y  var i ables  a fter the pl easan tness r ating  l earning task . Thi s  

cano n ic al corr el ation  was s i g n i ficant  b e yond a probabil i ty  o f  . 00 1  for 

thi s r esult  happe n ing  by c hance . The two empathy measure s  both loaded 

strong l y .  Uni qu e  word s l oad ed wi th a coeffi c i e n t  o f  . 77 and accur ac y 

load ed wi th a coeffi c ie n t  o f  . 4 1 . The load ings  from the memory 

var i ab l es wer e  mor e  one s i d ed . Recal l  l o ad ed wi th a coeffi c i e n t  o f  . 93 

and recogni tion  l o ad ed wi th a coeffi c i e n t  o f  . 1 7 .  

Tab l e  1 6 .  Cano n i c al Cor rel ation  o f  Empathy with  
Memor y  a fter Pleasan tness Rat i n g  Lear n i ng Task 

Cano n i c al Co rrel ation = . 4 4 

Eigen v a l ue = • 1 9  
Chi -squ a r e  = 22 . 83 ,  d f  = 4 ' p < . 001  

Coeffi c ients  
Empathy Se t Memory Se t 
un i que wo rd s = . 77 r ecall  = = . 93 
accur ac y  = . 4 1  r ecogn i tion = . 1 7  

Ther e  was a canonical  co rrelation  o f  Re = . 45 between the two 

empa thy measures and the r ecall  measures a fter the fi ve lear ning  ta sks . 
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Thi s  r esult was signi fi c ant  beyo nd a probab i l i ty o f  . 0 1 fo r thi s 

happen i ng by c hance . The two empathy measur es l oad ed strong l y . Un i que 

word s had a coeffi c ie n t  load ing of . 8 1 and accur acy had a coeffi c i e n t  

load i n g  of  . 36 .  The coeffi c ient  l oad ings  from the fi v e  learning  tasks 

wer e  not as b a l anced . The r ecall  after t he pleasantness r at i ng 

lear n ing  task had a coeffi c ie n t  l oad ing o f  . 85 .  Al l o f  t he o ther 

coef fi cient  l o ad ings  wer e  b etween . 20 and a n egative  . 06 .  

Tabl e 1 7 .  Cano n ical  Co r rel ation o f  Empa thy wi th Le ar ning Tasks Rec all  

Canon i c al Co r rel ation 
Eigenvalue 
Chi -square  

Coe f fi c i ents  

Empathy Set 
uni que wo rd s = 

accuracy 

= • 45  
= • 20 
= 2 6 . 05 , df  = 1 0 , p < . 0 1  

Le arning  Task Recal l 
• 8 1 pleasantness r ating  
. 36 asso c ia t i o n  

sur face 
r epeti tion  
imager y 

= • 85 
= • 20 
= • 1 8  
= - .  04 
= - . 06 

D .  The Rel atio n sh i p  o f  Perceived Parenting Behav iour s and the Chi ld ' s  

Empa thi c Abi l i ty -Hypothesi s 3 

The r esults i n  thi s sec tion proceed ed on sever al levels  o f  

assumpt i ons  whi c h  a r e  spe l l ed out here . 

Level 1 

A .  It was assumed tha t the factors , the sco r i n g , and the i tems 

sel ected to repr esen t the fac to rs were  the same fo r thi s sampl e o f  n i n e  



1 22 

to thi r teen year olds  as i t  was fo r o l d er adol escen ts . 

B .  Fur ther , i t  was assumed that these parental facto r scores would 

rel ate in a s i m i l ar , str uctur al man n er to c hi ld  as wel l  as  adolescent 

outcome  measures . 

Thi s  was the hi ghest i n fer e n ti al l evel whi c h  was tested . 

i n ferential  l evel , t he r e  wer e  more basic  assumptions . 

Lev el 2 

Bel ow thi s 

A .  Chi ld ren i n  the sampl e  perceived parental behaviours  i n  r egular , 

und erst andabl e patterns  t ha t  could be extr acted by factor anal ysi s .  

Thi s  ex tracted pattern  may  or  may not  be  s i m i l ar to the patterns  for 

older adolescen t s . 

B .  Fur ther , i t  was assumed that the se r egul ar , perceived par ental 

behav iour  patte r n s  would rel ate to chi l d  outcome  measures . 

Bel ow t h i s  i n fe r en ti a l  l ev el , ther e wer e  even mor e  basic assumpt i o ns . 

Lev el 3 

A .  Chi ld ren acc urate l y  perceived par ental  behav iour s .  

B .  Fur ther , t hese  percept ions we re  communic ated on  the b r i e f  Fam i l y  

Li fe Que stionnai r e  and rel ated to c h i l d  outcome measures . 

Level 4 

a .  Empa thi c a l l y  skil l ed child ren can acc urately  per c e i v e  par en tal 
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feel ings . 

b .  Further , these perceptions r el ated to child  outcome measu r es . 

The r esults  wi l l  be e x plored on  t hese four l evel s .  

1 .  Level 1 .  The Rel ationsh i p  o f  Theoreti cal  Parental Fac to r s  to  

Empathy and  Per fo rmance o n  Memor y  Tasks 

The respo nses on  the Family  Li fe Questionnai r e  wer e  scor ed i n to 

the fi v e  theo reti cal par ental facto r s  o f  s upport , a n x i e t y , anger , 

regul ati veness , and d emand . Each par en t  had fi v e  scores . The ten 

par ental  scores fo r each stud en t  wer e  correl ated wi th t ha t  studen t ' s  

outcom e  measur es o f  empathy  and memory  per fo rmance . Out o f  t he fo rty  

cor r el ates , one  r eached signi fi c an c e  at the . 05 level . It was 

considered appropr i ate to test the assumptions  at t he second level . 

2 .  Lev el 2 . The Rel ationsh i p  o f  Der i ved Par ental  Behav iour Fac to r s  to 

Empathy and Per fo rmance on  Memor y  Task 

a .  Fac tor An al ys i s  o f  Per c e i ved Par ental  Behav iour s 

The r aw data  from the Fam i l y  Li fe Que stio n n ai r e  was entered i n to 

two v ar i max fac to r an a l ys e s . On e an al ys i s  was to extract the facto rs 

rel a ted to per c e i v ed mother behav iour s and the o the r was to e x t r ac t  the 

fac tors r el ated to perc eived father behavio r s . 

The open number fac to r anal yses e x t r acted s i x  mother fac to r s  and 

sev en father facto r s . The fi rst fi v e  mothe r fac tors appe a r ed to be  

conc eptua l l y  cl ean . Two o f  the seven fa ther fac to r s  appe ar ed to  be 
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r ed und ant i n  that one  sta temen t l oad ed heav i l y  i n to two fac to r s . Al so , 

t he other  statemen ts i n  the two fac to r s  wer e  conceptua l l y  s i mi l ar . In 

add ition  sta temen ts i n  another two facto r s  wer e  conceptual l y  s im i l ar 

and wer e  strong l y  correl ated . It was d ec i d ed to simpl i fy both facto r 

an al ys e s  b y  forc i n g  the analyses to d er i ve fi v e  factors . Thr ee o f  the 

r esulting fac to r s  fo r each  anal ysi s  had e igen values greater than 1 . 00 .  

The r el ati ve  impo rtance o f  the fi r st three  facto rs i n  the an a l ysi s 

would be consi d e r ed to have  more power i n  explain i ng the v ar i ance  than 

the other facto r s  that had eigen values  wi th v alues  l ess than 1 . 00 . ( Ni e  

e t  al . ,  1 975 ) Thi s  was true o f  the facto r s  for both the mother ' s  and 

father ' s  behav iour s as perceived b y  their  c hi ld ren . 
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Tabl e 1 8 .  Fac tor Anal ys i s  of Per c e i ved Mother Behav iours 

Facto r 
1 
2 
3 
4 
5 

Eigen Val ue 
3 . 27 
2 . 02 
1 .  35 

• 72 
• 63 

Facto r Facto r Ti t l e  Load ing 
1 Suppo r t  

2 

3 

4 

5 

Anx i ety/ 
Anger  

Regul ati ven e ss 

Demand 

Mi x ed 

. 63 
• 62 
. 60 
. 58 

. 67 

. 59 

. 55 

. 5 1 

• 89 
• 63 

. 72 

. 58 
• 43 

• 52 
• 37 

Percent  of Var i ance  
4 0 . 9 
2 5 . 3 
1 6 . 9  

9 . 0 
7 . 9  

Question/1  
1 2  
1 0  

7 
4 

1 4  
8 
9 

20 

1 5  
1 8  

3 
2 

1 3  

3 
1 5  

Mother Behaviour 
she under stands  i f  I feel bad 
I c an talk to her 
she c an find the b est  way o ut 
she i s  there  i f  I n eed her 

her  fee l ings are easi l y  hurt  
she  gets  upset e as i l y  
she yel l s  a t  me 
she gets  angry qui c k l y  

she d oe s  n o t  l e t  m e  d ec i d e  
does n o t  l et m e  sta y  up l ate 

tel l s  me to wor k  at school 
she is pushing  m e  to d o  wel l  
spec i a l  effort i n  a l l  things  

e x pects  me  to wor k  a t  school 
she does  not let  me d ec i d e  
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Tabl e 1 9 .  Facto r An al ysi s  o f  Per c eived Father Behav iou r s  

2 

3 

4 

5 

Fac to r  Eigen Val ue 
1 
2 
3 
4 
5 

3 . 99 
1 .  93 
1 .  20 

• 67 
• 60 

Anger -An x ie ty 

Suppo r t  

Demand fo r 
Achievemen t 

Regul ativeness 

Mi x ed 

Percent  o f  Var i ance 

. 75 

. 74 

. 54 

. 77 

. 68 

. 58 

. 54 

. 68 

. 55 

. 48 

. 44 

. 42 

. 83 

. 58 

. 46 
• 4 1  
. 37 

4 0  
2 9  
2 8  

2 7  
3 2  
3 0  
2 4  

2 3  
33  
25 
22 
26 

3 8  
3 5  

3 4  
2 1  
3 7  

4 7 . 5 
2 3 . 0 
1 4 . 3  

8 . 0 
7 . 2 

h e  gets ang r y  qui ckl y 
he yel l s  a t  m e  
he g e t s  upse t  e asi l y  

c an find the best way out 
under stand s i f  I feel bad 
I can talk about anythi n g  
h e  i s  the r e  i f  I n eed him 

tells  me  wor k  a t  school 
a speci al e ffor t  i n  all  
sad if  I do poo r l y  
i s  pushing me to d o  wel l  
h e  wor r ies about m e  

h e  lets  me sta y  u p  l ate 
he doen ' t  l e t  me d ec i d e  

feel ings a r e  e as i l y  hur t 
he r ewards  me wi th  mone y  
he pun i shes m e  wi th  wor k  

The se facto rs wer e  c ompared t o  those fac to rs found wi th  older 

adolesc ents  b y  Webster ( 1 975 ) and wer e  found to be si m i l ar . The one  

maj or d i ffer ence was that the c hi ld r en col l apsed the separ ate fac to r s  

o f  par en tal anger and anxiety  i n to one facto r . The younger chi ld ren 

d id not d i sc r iminate parental an x i e t y  as separ ate from pa r en tal anger . 



Table  20. Compa r i son  o f  Par en tal Behav iour Fac to r s  as Percei v ed 
by Adol escen ts  and Chi ld ren 

Chi l d  Factors o f  
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Adol escent Facto rs o f  
Perc e i ved Par en tal Behaviour Perc e i v ed Par ental  Behaviour 

Mo ther 
suppo r t  
anx ie t y  
anger 
demand 
regul ati veness 

Father 
suppo r t  
anx ie t y  
anger 
d emand 
regul ati veness 

Mother 
suppor t  
anxiety/ anger 
d emand 
regul ati veness 
mixed 

Father 
anger /an x i e t y  
suppor t  
d emand 
regul ati v eness  
mixed 

Whi l e  the facto rs r emained stable  and compar able  over the age 

r ange , the sel ec ted i tems d id not a l l  load as t hey had wi th  t he o l d er 

adolescen ts . The n ew facto r s  wer e  correl ated wi th the o utcome measur es 

to test the assumpt i o ns o f  Level Two , B.  
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b .  Co rre l ation  o f  Der i ved Par en tal  Fac to rs  wi th Chi ld Outcomes 

Tab l e  2 1 . Correlation  of Der i ved Par en tal Factors  wi th Chi l d  Outcomes 

Par en tal Fac to r  Empathy Pl easantness Rating Le ar n i ng 

Unique Accur acy Rec all Recog ni tion  

mother support -. 04 • 0 1  • 03 -. 03 
mother anx i e ty/anger -. 08 • 03 -. 09 -.  1 4  
mother r egul ate • 1 2  • 1 1  • 02 • 1 1  
mother d emand -.  1 0  • 02 • 06 - . 2 1 * 
mother m i x ed - . 06 • 04 - . 08 • 03 

father ang er /an x iety  -. 04 • 02 • 00 • 06 
father suppor t  • 0 1  - . 0 1  - . 0 1  - .  1 4  
father r egul ate • 02 -. 0 6  -. 05 • 02 
father d emand - . 1 0  - .  1 0  • 03 - . 07 
father m i x ed . 08 - . 1 0  • 0 1  - . 25** 

* = si gni fi c an t  beyond . 05 
* *  = s i g n i fi can t beyond • 01  

The d er i ved facto rs  did not r el ate strongly or  con s i stent l y  wi th 

the outcome measur e s . Out o f  the forty  correlations  the two 

s i g n i f i c an t  correl ations would best b e  treated wi th c aution . The 

mother d em and  facto r was the fou r th d e r i ved factor . The father m i x ed 

facto r was t he fi fth d er i ved fac to r . Each was significan t l y  correl ated 

wi th r ecog n i tion memory . These r esults could possibl y be ach i e v ed by 

c hance . 

3 .  Lev el 3 .  The Rel ationsh i p  o f  Per c e i v ed Parental Behav iour s to 

Empa thy and Per fo rmance on Hemory Tasks 

It was consi d e r ed appropr iate to test whe the r the r a w  d ata from 

the par en t i ng questionnaire  would  rel ate wi th the outcome measur es . 

The raw  d ata had been successful l y  s i mpl i fi ed i n to facto r s . Po ssibl y ,  
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thi s si mpl i fi cation of the d ata had ob scured the d i sc rete e ffects  and 

rel ationsh i ps between  a par ticul ar and power ful parental behaviour and 

an outcome measur e .  To explore thi s poss i b i l i t y  the r aw d ata from the 

perce i v ed mother and father b ehaviou r s  wer e  entered i n to c anonical 

correl ations wi th  t he two sets o f  o utcome measur e s . The fi rst  

cano n i c al cor rel ation  tested the  r el ationsh i p  of  per c ei v ed par en tal 

beha v iours  to  the  empathy of  the c hi l d . The second cano nical 

cor rel ation tested the r el ationsh i p  o f  perceived par en tal  behaviours to 

the chi l d ' s  per fo rmance  o n  the pl easantness  r ating memor y  t ask . 

Tabl e 22.  Canonical  Correlation o f  Par en tal  Behav iours wi th  Empathy 

Canoni c al Cor r el ation  Eigenvalue Chi -squa r e  d f  Probab i l i ty 

mother . 57 . 33 54 . 34 40  • 065 
father . 52 • 27 4 7 . 07 4 0  NS 

Coeffi c ie n t  for mothe r Coe ffi c i en t  fo r c hi ld ' s  empathy 
- . 57 tel l s  me to wor k  at school • 98 u n i que words 
- . 46 w i l l  be r el ie v ed when I grow • 04 accur ate empathy 
-. 42 y el l s  at me 

. 39 pun i shes me wi th wor k  

Coeffi c ie n t  fo r father  Coe ffi c i e n t  for child ' s  empathy 
- . 64 wi l l  be rel ieved when I grow 1 . 08 u n i que wo rds 
- . 54 tel l s  me wo r k  at school - . 42 accurate empathy 

. 39 does  not r e ward  wi th  money 

The c hi -square  fo r mother ' s  per c e i v ed behaviou r s  appro ached 

si gni fi c anc e .  The stati stic  fo r the father ' s  i n fluenc e  was we aker . 

With the r el ationsh i p  o f  parental behaviours  to the chi l d ' s  empathy 

weakl y supported it was decided to explore  whe ther there was a d i r ec t , 

parental i n fluence on  the chi ld ' s  pe r fo rmance o f  t he l ear n i ng tasks . 

No si g n i fi c an t  canonical cor rel ation  was found fo r ei ther par en t ' s  

pe r c e i v ed behaviours upo n the chi l d ' s  memor y  r ecall  after  the fi ve  
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lear ning  tests nor  a fter the p l easantness r ating learning task taken b y  

i tsel f .  

Tabl e 2 3 .  
Cano n i c al Correlation  o f  Parental Behav iour s wi th Chi ld ' s  Recal l 

Memor y  a fter  Fi ve  Learning  Tasks 

Cano n i c al Cor rel a ti o n  Eigenval ue Chi -square  d f  Probab i l i ty 

mother 
father 

• 54 
. 56 

Coeffi c ient  for mother 

• 29 
• 3 1  

. 55 I can tal k about anything  
- . 52 she i s  t he r e  i f  I need her 

9 5 . 28 
1 02 . 1 3  

1 00 
1 00 

NS 
NS 

Coe f fi c ient  fo r Lea r n i n g  Task 
. 94 imagine  wo r d  

- . 46 associate 
- . 45 she gets ups e t  easi l y  
- . 40 make a speci a l  effo r t  i n  

-. 4 5  pleasantness r ating  
ever ythi ng-. 30  sur face  

Coe ffi c ient  for father  
- . 56 he c an fi nd best way out 
- . 54 h e  gets upset  easi l y  

. 48 he yel l s  a t  m e  

. 4 1  wi l l  be r el ie v ed when I g row 

. 40 wor r i e s  about me 

Table  24 . 

- . 04 repeti tion 

Coef fi c ient  fo r Lear ning  Task 
- . 62 sur face 
- . 54 pleasantnes s  r ating  

. 46 assoc iation 
-. 37 imagine  wor d  

. 08 repe ti tion 

Canonical  Cor relation  of Par en ta l  Behaviours  wi th Chi ld ' s  Rec a l l  
Memor y  after  Pl easan tn ess  Rating  Learning Task 

Canonical  Co rrel ation  Eigenvalue Chi -squa r e  d f  

mother 
fa ther 

• 4 1  
. 48 

• 1 7  
• 23 

1 7 . 7 1 
2 5 . 55 

20 
20 

Si g n i fi c ance  

NS  
NS 

4 .  Level 4 .  The Rel ationsh i p  of Empa thi c a l l y  Ski l l ed Chi l d ren ' s  

Per c ept i o n s  o f  Par ental  Behaviour s and Feel ings  To Empa thic  Ab i l ity  

The r e  was a d i s t i nct possi b i l i ty that  a l ack o f  empa thic  abi l i ty 

o f  some chi ld ren would  d i stort the d ata on those statements  that asked 
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for the c hi ld  to know how t he par en t  fel t .  For thi s r eason the 

students  who wer e  in the top hal f of the combi n ed scores fo r the 

empathic  ab i l i ty measures wer e  selected . The i r  empathi c scores wer e  

r el ated to the standard i zed scores for perceived par ental  behav iour s ,  

the scores obtai n ed from the d er ived factors , and t he ind i v id ual 

statemen ts . No s i g ni ficant  correl ations  wer e  obtai n ed from the fi rst  

t wo l evels  o f  an al ysi s . ( r: . 02 to  . 05 )  

However , four o f  the father statements  and two o f  t he mother 

statements  out of t wenty statemen ts wer e  signi fi cant l y  correl ated a t  

t h e  . 05 level wi th t he empathi c ab i l i ty o f  t h e  c hi ld . Si x father 

statements  and fi v e  mother statemen ts wer e  s i g n i fi cantl y  correl ated at 

the . 1 0 l evel wi th  t he empathi c abi l i ty of the c hi ld . 

Table  2 5 .  Correlation  o f  Per c e iv ed Par enting  Behaviours and Fee l ings  
wi th Empathic Abi l i t y  o f  Sel ec ted Stud ents  

Mothe r s ' Questions fo r 6 1  of 1 20 Students  

I can t a l k  to her about a l l  r :  . 23 P =  • 04 
wi l l  b e  r el ieved whe n  I g row up r : -. 23 P = • 04 
t e l l s  me to work  hard  at  school r : - .  1 9  P =  • 08 
she und er stand s i f  I feel bad r :  • 1 9  P = • 08 
she gets  t i r ed easi l y  r :- .  1 7  P = • 1 0  

Fathe r s ' Questions fo r 5 7  of 1 20 Stud ents 

wi l l  b e  r el ieved whe n  I grow up r :- . 34 P =  . 005 
I c an tal k to him about all  r:  . 30 P = • 0 1  
he gets t i r ed eas i l y  r :- . 30 P =  • 0 1  
he i s  there  i f  I n eed him r :  . 23 P =  • 04 
s a ys make a special  e f fort  in  a l l  r :  • 2 1  P =  • 06 
he gets angry  qui c k l y  r : - . 1 8  P =  • 09 

( he und er stands  i f  I feel bad r = • 1 4  P =  . 1 6 )  

5 .  Con c l usions fo r Hypothesi s 3 and Hypothesi s 4 
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Hypothesi s 3 stated tha t the r e  was a r el ationsh i p  between 

par en t i n g  behaviour s and the chi ld ' s  empathic abi l i ty . The items 

selected from a l ar ger resear c h  i nstrumen t to ascer tain  the child ' s  

percepti o n  o f  par enting beha v iour s showed nons i g n i ficant  r el ationsh i ps 

wi th the  chi ld ' s  empathic abi l i ty when the data from the enti r e  sample 

was used . The r e l ationsh i p  was weakest fo r the theor etical and 

perce i v ed par en t i n g  facto r s . The r esul ts of the canoni c al analys i s  

showed a strong r el ationsh i p  for the mother ' s  behaviours  wi th the 

child ' s  empathic ab i l i ty .  Thi s  approac hed stat i st i c al s i g n i fi canc e . 

Whe n  the students who wer e  i n  the top hal f o f  the scores  o n  

empathi c abi l i ty m e asur es wer e  sel ected and the i r  empathic abi l i t y  

scores were  r el ated to the i r  measures o f  perceived paren ting  behaviours 

and fee l i n g s , sever al statements showed signi fi cant r el ationsh i ps . 

Hypothes i s  3a stated that t he r e  was a posi tive  r elationsh i p  b etween 

per c e i v ed par en tal  support  and the empathic ab i l i t y  of t he child . Four 

i tems fo r the father and two fo r the mother wer e  signi ficant  at  l ess 

than the . 05 level of probab i l i ty .  In add ition  thr ee  i tems for the 

mother and two i tems fo r the father wer e  si gni fi c an t at less  than the 

. 1 0 level of probab i l i ty .  Of t he el even sta temen ts i n  Tabl e  2 5  five  

wer e from the  anger -anx iety fac to r , four we r e  from the suppo rt  factor , 

and two were  from the d emand facto r . These  sta temen ts wer e  correl ated 

in the h ypothe si zed d i rectio n . 

Hypo thesi s 4 s t ated that the r e  was a r elationsh i p  between 

par enting  behav iour s and the  memory  r esults achi e v ed after the 

plesan tn e s s  r ating  l earning task . No s i g n i fic ant rel ationsh i p  was 

observed . The father showed s l ightly  mor e  i n fl uence than the mother . 
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Thi s r esearc h  suppo rted the pos i ti o n  that wha t  the l earner d id 

wi th t he mate r i a l  to be  l earned was h ighl y pred icti ve  o f  s ub sequent 

memo r y  outcomes . As such t he trad i tion  b egun b y  Ki r kpa t r i c k  ( 1 895 ) was 

conti n ued . Of the fi ve tasks uti l i zed g i v in g  a pleasantness r ating and 

imag i n ing  wer e  superior  to the o ther tasks . Pai v io ( 1 975  a & b )  has 

stud i e d  and wr i tten qui te e x tensi v e l y  upon imager y and shown it to be a 

ver y e ffecti ve  l e ar ning  ta sk . The non-si gni fi cant d i ffe r ence  between 

the memory r esul t s  a fter the pl easan tness r ating  and imag i n ing  l earning 

tasks r ai sed sever al questions . Was t he r e  a common physiolog ical 

functio n  that could accoun t fo r the common r esults? Was there  a 

conceptual i zation o f  these two tasks that would account fo r the common 

r esult s ?  

Affect was centred in  the l imbic system wi th effects spr ead ing  

through the hemi spheres . 

mechan i sms o f  the v i sual 

corte x . ( Gazzan iga , 1 97 8 ) . 

Imagery  uti l i zed some o f  the 

cortex as well  as the 

Because of the great  amoun t 

n eural 

fro ntal 

o f  

interdependent func tioning o f  d i ffe r en t  par ts o f  the b r ain  and i ts 

ab und an t red undanc y i t  would be e x tr emel y d i fficult  to posi t a common 

ph ys i o l o g ical location that could accoun t fo r the si m i l ar r esults . 

Li kewi se , i t  would be d i ffi cult  to prove tha t the two l earning  tasks 

wer e  neu rological l y  independ en t of e ach other . A stronger case could 
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be  mad e  fo r a common conc eptual i zation o f  the two tasks . 

Hyde  and Jenkin s ( 1 96 9 )  i n  thei r  o ri g inal  research e xpl ained the 

effecti veness o f  certa in  l earning tasks on  g rounds that the se tasks 

suppose d l y  deal t wi th the mean ing o f  the mater ial  to be  l earned . The y  

concl ud ed that the l ea r n i ng tasks t h a t  emphasi zed the mean ing  o f  the 

mate r i a l  to be  l ear ned would  be more e ffecti ve than learning  tasks that 

d id not use the meaning  o f  the mater ial . The find i ngs from thi s thesi s 

was that the thr ee tasks that  wer e  considered to use  the mean ing  o f  the 

mate r i a l , n amel y g iving  � pl easan tness r ating , i magining the word , and 

d ev elopi ng assoc i ations , r esulted i n  memory  per formanc e  that was not 

equ i v al en t .  Gi v ing a pl easantness r ating and imag i n ing  wer e  

sign i fi c antl y b etter i n  i mmed iate  r ecall  

than  associ atin g . Associating  was s i g n i ficantly  d i ffe r en t  from 

r epe ati n g  and g iving  a sur fac e an a l ys i s  fo r r �c�n {t{Cflo However , i n  the 

·rec..o... ! l test memo r y  r esults a fter associati n g  wer e  not 

s i gn i fi c antl y d i ffe r en t  from memor y  a fter  r epeti tio n . Repeti tion could 

hard l y  be consid er ed to be  a mean i n g ful lear ning  task . Two conclusions  

wer e tha t emphasi zing mean in g fu l n ess wi l l  not ensure  that the  content 

wi l l  be r emember ed nor wi l l  all  l ear ning  tasks j udged to b e  mean i n g ful 

prod uce equi val en t  l ear ning  resul ts . 

A more accur ate r e fo rmul ation o f  the e ffecti veness  o f  var ious 

l ear n i ng tasks could have three l evels  whi c h  would be consi stent wi th 

the fi nd i ngs  from thi s r esearch and parallel  to the t r i un e  b rain 

model . ( Ma c Lean , 1 97 8 )  Le ar n i n g  tasks would be e ffecti ve  i n  d ec reasing 

effec t i v en ess to the extent  that the l imbic system , the n eo-cortex , and 

fi n al l y  the r ept i l ian compl ex was i n volved . Thus , l ear ning  tasks that 

encour aged a broader , e x pe r i ential awareness employi ng  v i sual and 

emotio nal compon ents of the content would  result in better recall  than 
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lear n i ng tasks that emphasi zed n eo-cortex functions such a s  l i st i ng and 

d eveloping a s soc iations  and that these neo-cortex  lear n i n g  tasks would  

be mor e  effective  than l ea r n i ng tasks that wer e  r epet i t i v e  o r  dealt  

o n l y  wi th the  sur face str ucture of  the conten t .  

Thi s  h i e r archy o f  e ffectiveness  for the v ar ious l earning  tasks 

m i r r o r ed par t  o f  the h i sto r i c al developmen tal o f  education . ( Bu r r i dg e , 

1 970 ) An ear l y ,  and ever r ec ur r i n g  conceptuali zation o f  fo rmal 

ed ucation  was that students wer e  to acqu i r e  a number o f  cond i tioned 

r esponses through memo r i zation b y  r epeti tion . Thi s  methodolog y was 

e v iden t in ear l y  Gr eek school s ,  med ieval u n i ver si t i e s , and mass 

e d ucation  in  the twen ti e t h  centur y .  Method s that  d i r ected the l earner  

to d ev elop logical associ ations a s  an aid to l earning  and thi n ki n g  wer e  

p r esen t i n  the Soc r ati c method o f  asking questions , the connections  

made  by  August i n e  between the l iberal arts  and  the Chr i st i an fai th , and  

the  contention  o f  the sciences and othe r s  that  relevan t  associations  

o ught to ex i st between the  c l assroom and l i fe .  In fr equen tly  i n  the  

hi sto r y  o f  ed ucation was the  i nvolvement o f  t he sel f  o f  t he l earner 

consi d e r ed . Ear l y  human i st s  such a s  Er asmus and Thomas Mor e  wer e  awa r e  

o f  i nd i vid ual d i ffe r ences  among the i r  studen t s . They a l so encour aged 

te acher s  to i d enti fy and d evelop t he n atur al apti tudes and i n ter ests o f  

the i r  e l i te students . Rousseau enl arged on the impo rtance o f  the 

l earner ' s  n atur e  and how it could affect the ed ucational setting . As 

wel l , Dewey consi d er ed the educati onal setti ng to include the l earner , 

the teacher , and the subj ect matter wi th e ach cor ner o f  the triangle  

being  o f  impo r tance . 

Car khuff ( An tho ny , 1 985 ; Carkh uff , 1 984b )  also noted three  l evel s 

o f  ed uc ational effecti veness  a s  l earning by acqui ring  cond i tioned 

res ponses  through rote memo r i zation , l ear ning  by atten d i n g  to the 
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mean ing  o f  the content  b y  establ i shing  multi p l e  cogni ti v e  assoc iation s , 

and lear n i n g  by human i n fo rmation  process i n g  which  i nc l ud ed fi ve  

proced ures . 

1 .  t he acqu i si ti o n  and an al ys i s  o f  d ata 

2. t he e x ploration  and d i agnosi s of sel f in r el ation  
to  the d ata 

3. a v al ue c ho i c e  at the most basic  l evel  being toward o r  
away from the a l ter nati ves  pr esented by the previous 
proced ure 

4 .  o per ational i zi n g  a goal for human b enefits  

5 .  e stabl ishing  a methodology to  achi e v e  the goal 

Accord i n g  to Car kh uff , the abi l i t y  to be  awa r e  o f  personal 

r eactions  to the d ata and to be  abl e  to perce i v e  one ' s  sel f i n  r el ation 

to the d ata and the possible  al te r n ati ves wer e  integral components i n  

human i n fo rm ation processi ng . The perso nal involvement o f  t he l earner 

wi th the content to be  l ear ned was a key t r an s i tion  poi n t  i n  d ev el opin g  

e ffect i v e  l earning  str ategi e s  for Car khuff . The l earner who was 

perso n al l y  i nvolved was more l i ke l y  to l earn  than the l ear n er who was 

not per so nal l y  i nvol ved . 

Thi s  h i e r archy o f  educ ational e ffectiven e s s  appear ed to b e  mor e  

potent  than man y  o f  the conventional expl anations at  e x pl ai n i ng 

v ar i ations  i n  achievemen t .  The tasks accounted fo r approx imate l y  three 

ti mes more of  the var i an c e  in r ec al l than the g r ad e  level o f  the c hi ld 

and fi v e  ti mes more of the var i ance than the sex of t he child . The 

mean squar e  fo r tasks was 1 63 ,  fo r g r ad e l evel was 53 , and fo r sex was 

32 . ( Tabl e  1 2 ,  page 1 1 0 )  

Consi der ing  the r an g e  o f  ages from n i n e  t o  thir teen o n e  would 

e x pect that the older ones would d o  better than younger ones  o n  r ecall  
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tasks . Yet , results fo r the n ine year olds  a fter both the p leasantness 

r ating and imagin ing lear ning  tasks wer e  not signi fican t l y  d i fferent  

from the  r esults  o f  the twelve  and  thi r teen year olds  r esults a fter the 

associative l earning task . 

Tim e  was held constant over a l l  l ear n i ng tasks . Rese ar ch  

associated wi th master y l e ar n i ng ( Bloc k ,  1 97 1 ) showed that  the amount 

o f  t i me a student spent  on  task was associated wi th outcome measur es . 

One i mpl ication  from the find ings  o f  thi s t he s i s was to al er t educato r s  

t o  the i mpo rtance o f  l arger , more power ful v ar iables than time that 

could be  i n voked i f  wha t  the l earner did dur i n g  the time could be 

i n fluenced . Ten minutes  spen t o n  tasks o f  r epeti tion  or sur fac e  

anal ysi s  wou ld not b e  a s  useful  as ten  minutes spent i n  imag i ning  the 

content  or iden ti fyi ng  one ' s  emotional r eaction to wha t  was to b e  

r ecal l ed . 

One observation m ad e  dur ing  the e xper imen t was that l ear ning  b y  

g iving  a pleasantness r ating  happe n ed v er y  quickly  and d i d  not r equi r e  

much e f fo r t . The word would b e  o n  the screen for three second s .  Ver y  

soon after the word had been fl ashed on the screen , t he stud ent was 

r ecord i n g  a pleasantn e s s  r ating  fo r that word and lookin g  back at the 

screen about the time the wo rd wen t  o ff .  I t  was i n fo rmal l y  observed 

that the onl y other l earning  task that approached thi s speed o f  

e x ecut i o n  was fo r the sur face anal ysi s  which wa s the l east e ffec tive  o f  

the fi ve  l e arning  tasks . The pl easantness r ating learning  task was 

e ffec ti v e , fast , and appe ared to be  effortless . 

Phys i o l ogical stud i e s  o f  the b rain  have shown that both emotion  

and  memor y  a r e  affected by the in teg r i ty of  the l imbic system . Thi s  

hi ghl y i n teg r ated g roup o f  o rgans has  ensured sur v i v al by tying  

together the se two func tions . Ind i v id u a l s  wi th physi olog ical d amage to 
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a l imbic organ ( such a s  H . M . whose hi ppocampus was damaged as noted in  

O ' Ke e fe and  Nadel , l 97 8 )  have  memory d i ffi culti e s . Whi le thi s study 

does not identi fy or  ex tend new i n formation a s  to the physiology of t he 

brain , i t  does suppo r t  the fi nd ings that a ffect and memor y  are  c losel y  

rel ated . As the physiolog y  o f  the b r a i n  suggests that a ffec t  and 

memo r y  a r e close l y  i n terrel ated so , thi s r esearch supports  the 

use fulness  of maki n g  e x pl i c i t  the affect connotation of what  i s  to be 

r emember ed . Whi l e  a spec i fi c  l oc ation i n  the brain may b e  of c r i ti c al 

i mpo rtance in  the e x ecution  o f  thi s proc edur e , i n  general , a broad 

range o f  normal ind i v id ual s can use the pl easantness  rating  or 

imag i n i n g  l ear ning  tasks to adv antage in having a high probab i l i ty o f  

hi gh memo r y  r etenti o n . 

Gi r l s  d id better than boys using the p l e asantness r ating  learning  

task . However , sever al other factors  should be consi d e r ed i n  o rd er to 

gain  a ful l er und er stand ing  o f  some pos s i b l e  l imitations on  thi s 

conc l us io n .  There  was a correl ation o f  r = - . 1 2  o f  sex to g r ad e  l ev el . 

There  wer e more g i r l s  a t  hi gher l evel s .  Thi s  was o n e  effect o f  t he 

r andom s e l ection method . The r e  wer e more b oys at the l ower g r ad e  

l evel s a n d  more femal es at  the hi gher g r ad e  l evel s .  Those pup i l s  at  

hi ghe r  g r ad e  l evel s r ec a l l ed and recogni zed more than pupi l s  a t  the 

lower grade  l evel s .  The amount of var i ance accoun ted for by the g r ad e  

l evel was more than t he v ar iance accounted fo r b y  the s e x  of the pupi l .  

Thi s  wou l d  ind icate that the in fl uence o f  t he grad e l evel was more 

power ful than the sex  o f  the ind i v id ual i n  accounting fo r the v ar i ance  

i n  r ec al l . 

In add i tion  whe n  each  o f  the memory r esul ts a fter the fi v e  

l ear n i n g  tasks wer e  cor rel ated wi th the sex of t he pupi l , t he 

pleasantn ess r ating learning task showed the least amoun t o f  
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rel ation sh i p  o f  the fi ve  learning  tasks . 

Tabl e  26 . Cor relation o f  Pupi l  Sex wi th Memor y a fter a Lear ning  Task 

Pleasan t Image Associate Repeat 

Recall -.  1 0  -. 1 7  - .  1 6  - . 1 4  
Recog n i t i o n  - . 04 -.  1 7  - .  1 7  - .  1 0  

cor relation  o f  pup i l  sex  wi th g r ad e  l evel r =- . 1 2  
Note : Femal es coded a s  0 ,  Mal es cod ed a s  1 .  

2 .  Inter action Effec t -Rec all 

Sur face 

-. 1 4  
-. 1 6  

The r e  was one i n stance o f  a n  i nter action  that had a bord e r l i n e  

l evel o f  s i gn i fi c ance . Ther e  wer e  d i ffe r en t  r ates o f  r ecall  over the 

four l ev el s  fo r the fi ve  d i ffer en t l ear ning  t asks . Thi s  i s  d epi c ted  by 

the gr aph in Fi gur e 5 ,  page 1 1 5 .  The two lear n i n g  tasks o f  

pleasan tness  r ating  and imagery  c rossed over , but a t  n o  l evel wer e  the y 

si gni fi c an tl y  d i ffer en t . Larger changes occur r ed for the l ear ning  

tasks of  a ssoc iation  and sur face anal ysi s  espec i a l l y  between the  thi rd 

and fou r t h  l evel s .  The slopes fo r both o f  these showed a l arge  

inc remen t i n  r ecall between  l evel thr ee and  level four . Thi s  was 

roughl y between  the ages of e l ev en and twe l v e  ye ars  old . The students 

at the o l d er l evel wer e  abl e  to use assoc i ation  ski l l s  to i n c rease 

the i r  r ec all  memory  • .  The l arge  j ump i n  r ec all  after the sur face 

an al ys i s  l ear ning task at thi s age  was possi b l y  also a r e flectio n  of 

some of t he matur ati onal effec ts , notab l y  that  the old er stud ents  were  

aware  of  the  memory e x pectations o f  the  e x pe r imen tal si tuation and  used 

per so n al l ear ning  tasks in the av a i l ab l e  time to improve the i r  r ec al l . 
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Thi s  r esult may a l so have been a chance event as the memor y  r esults 

a fter a sur face an a l ys i s  have never  been r epo rted to be equ i val en t  to 

those a fter the pl easantn ess r ating lear n i n g  task . Extend ing  the l ines  

fo r the sur face an al ys i s  and  the pleasantness r ating lear ning  tasks 

showed that the y would  j o i n  after two addi tional year s .  

extr apo l ation would not b e  warr an ted . 

B .  The Rel ationsh i p  o f  Empathic Abi l i ty and  Memor y  Outcomes 

Suc h  an 

The level o f  empathic ski l l  of the chi ld  was positivel y  associ a ted 

wi th memory outcomes wi th the pl easantn ess r ating  l earning  task . ( Table 

1 5 ,  page 1 1 9 )  Ther e  was also a posi ti ve  assoc i ation o f  g r ad e  l evel  wi th 

both memor y  outcomes and empathic ski l l . Memo r y  per formance a fter 

g iving a pleasan tn ess r ating was posi ti v e l y  a ssociated with g r ad e  

l evel s and wi th empathi c s ki l l s .  The prog r ession  through the  g r ad e  

l evel s pointed to a matur ational effect t h a t  was n o t  clear l y  d efi n ed 

no r was i t  man ipul ab l e .  On the other hand , the l evel o f  empathic  

ski l l s  was  open to  the  possi b i l i ty o f  being  man i pulable  exper imen ta l l y .  

Ind i v id ua l s  kn ew the i r  own sel f  b y  f i r st knowi n g  othe r s . 

( Mead , 1 93 4 )  Those who showed a g reater und e r stand ing  of othe r s  a l so had 

a greater and more d i fferentiated awa r eness  of sel f .  One impo rtant 

d imen s i o n  o f  knowi ng  othe r s  was empathy . It  was pred icted that those 

chi l d ren who exhi b i ted more of the component ski lls  of empa thy , i . e . ,  

fluenc y o f  i denti fyi ng  a wi d e  r ange o f  feel i ngs  and an acc ur ac y o f  

i d enti fi c ation  o f  feel ings , would b e  more  abl e  to use the pl easantness 

r ating  l earning task because the y would be more abl e  to d i ffe r en t i ate 

the i r  o wn fee l i n g s  wi th gr eater fluenc y  and acc urac y .  Thi s  

hypotheti c al st ructure  and relationsh i p  was supported b y  the find ings . 
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I t  can b e  i n fe r r ed that the children  who wer e  more empathic i n  the i r  

under stand ing  o f  o thers  wer e  more empathic in  the i r  und erstand i n g  o f  

t he i r  o wn fee l i ng s . Those who r espond ed to the i r  own feel ings  wi th 

more fl uency and accur acy wer e  abl e  to use the pleasantness r ating  

l e ar n i n g  task  more  e ffecti vel y .  

Thi s  empathic abi l i t y  was shown b y  the c anonical correl ation 

( Tabl e  1 7 , page 1 2 1 ) to be  strongly r el ated to the pl easantness r ating  

lear n i n g  task  and  o n l y  weakly to  the  other  l e ar n i n g  tasks . Empathic 

abi l i ty d id not r el ate · to all  l ea r n i n g  tasks as a gener al i zed , 

i ntel l ec tual abi l i ty . Ther e  was onl y a we ak r el ationsh i p  between the 

empathy measures and recall after all of the l earning  tasks e xcept t he 

pleasantness r an ki n g . The r e  was a strong r el ationsh i p  between the 

empa thy measur es and the amount of r ecall  after the pleasantness  r ating  

lear n i n g  task . 

Thi s  r esult i ndicated that empathy was not o n l y  the possession  o f  

the intel l ig en t . Those who par t i c i pated i n  the study wer e  i n  the 

gener al  range of i n te l l i g ence and wer e  all receiving  a gener al pr imar y 

ed ucation . The e x tr emes o f  the i n te l l ectual l y  hand icapped wer e  not 

tested . If  t he ful l  r ange of h uman i n tel l ec tual abi l i t i e s  had been 

incl ud ed , i t  could be expected tha t a m i n i mum amoun t o f  i ntel l ectual 

ab i l i ty would have been shown to be n ec essar y to be  empathic and to 

uti l i ze the pleasa n tn ess r ati ng  lear n i ng task . 

Coun sellor tr aining  o f  empathy emphasi zed the impo rtance o f  

accur ate l y  i d enti fyi ng the other ' s  feel ings . ( Carkhuff , 1 984a ; Ive y ,  

1 97 1 ) In  thi s stud y accur acy d id not show a s  strong an e ffect a s  d id a 

measur e  o f  fl uenc y i n  l abel ing  d i ffe r en t  fee l ings . ( Tabl es 1 5- 1 7 ,  pages 

1 1 9- 1 2 1 ) The meas u r ed effect fo r accuracy  was strong and sign i fi c an t . 

Tho se who wer e  accur ate at identi fyi ng  ano ther  child ' s  fee l i n g  d id 
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better on r ecall  after  the pl easantness rating  learning task than d id 

those who wer e  i n accur ate . Those who wer e  fluen t ,  as  measured b y  t he 

d i ver s i ty o f  their  fee l ing  r esponses , wer e  even more  adept at usi n g  the 

pleasan tn ess r ating l earning  task . Thi s  d i ffer ence  could possib l y  be 

an ar ti fac t  o f  the r estr i c ted range of t he accur ac y  r esponse s . The 

possible  r ange fo r acc ur ac y  was from zero to s i x . The r an g e  for 

d i ver s i ty o f  fee l i n g  words  r an ged from zero to seventeen . With  a 

l arger r ange  for accur ac y  an i n c rease o f  v ar i ance would l ikely r esult  

and the correl ation m ay have i n c r e ased for accur ac y .  

It c ould be i n fo rmati ve  to d evelop a n  i nvestigation  a s  t o  the 

separ ate c ontr ibution  of the ski l l s  o f  fluenc y  and accurac y  to memor y  

outcomes . Thi s  could b e  accompl i shed by train ing  o n e  g roup i n  

accur ate l y  identi fyi n g  the fee l i ngs  o f  anothe r . Thi s  would  b e  training  

in  d i sc r imin ation . The o t her  g roup could d evelop t he i r  feel i n g  

vocabular y i nd epend en t o f  consi d er ations o f  accur atel y  i d en t i fyi n g  

another ' s  feel ing . A compar i son  o f  memor y  outcomes o f  these two groups 

a fter the pleasantness r ating  learning  task could help to c l ar i fy some 

of the b as e  of e ffect i veness o f  thi s l ear ning  task as i t  r el ates  to 

empathy . 

Var i o us stud ies  noted be fo r e  attempted un successful l y  to explain  

the e ffec t i veness o f  l ear ning  b y  g i ving  a pl easantness r ating . The 

l evel of physiological arousal , the time on task , the act of j ud g in g , 

the ac t o f  r anking , and repeti tion  wer e  all  d e fi c ient a s  e x pl anations  

fo r thi s e ffect . The po s i t i v e  r el atio nshi p wi th empathy po in ted out 

two areas worthy of consideration . The fi r st was that of the str ucture 

and ph ysio logy o f  the b r a i n . Man y stud i e s  showed tha t one c r i ti c al 

structure  fo r all stages o f  memo r y  from i n put , to sto rag e , to recall  

was located in the l imbi c  system . The l imbic system was a l so o f  
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cr i t i c al importance fo r affec t . Both a ffec t  and memory wer e  strong l y  

asso c i a ted wi th thi s area  o f  the brai n . The structure and phys i ology  

pro v i d e  a potent i a l  str ategy for  the  acqui stion , r etention , and  r ecall  

of i n fo rmation whi c h  could be  uti l i zed n atur al l y  i n  the flow of  l i fe .  

Thi s  study i nd i c ated that a f fect  could be  expl icitly  i d en t i fied and 

assoc i a ted wi th mater i a l  to be  l earned . Fo r many the i r  sub se quent  

r ecall of the mate r i a l  was supe r ior to  that  o f  the i r  r ecall  after  not  

expl ic i tl y  i d en ti fyi ng  the  a ffect assoc i a ted wi th the  mater i a l . 

The second con s i d er ation  was that the abi l i ty to use a ffect a s  an 

aid i n  the proce s s  of memory  storage was d epend en t on  and rel ated to 

the fl uency and accuracy of using  thi s ski l l . Those who wer e  mor e  

fluent  and accur a te a t  i d en t i fying  feel ings  wer e  more abl e  t o  u s e  thi s 

lear ni ng task mor e  e ffecti v el y .  The poten ti al  was present i n  the 

structure  and physiology  of  the  b ra i n . The potential  requi r ed 

developmen t . Ther e  was a b e n e fi t  for usi n g  and pr acti sing  thi s ski l l . 

Cl assroom ob servation stud ies  noted that a ffect was i n fr equen t l y 

uti l i zed for ed ucational purposes .  Fl and er s c a l l ed the cl assroom an 

emotio n al deser t .  Cur rentl y ,  t he poten ti al was not developed in  the 

classroom . The most l ikel y p l ace to account for the d i ffer ent i al 

ab i l i ti e s  i n  empa thic ab i l i t i e s  would be from the home . 

C. The Rel ationship  o f  Per c e iv ed Par en ting  Behaviours and the Chi l d ' s  

Empa thic Ab il i ty 

The child ' s  perceptions  o f  parental behav iour s and fee l in g s  d id 

no t show consi stent  and s i g n i ficant r el ationshi ps to the c h i l d ' s  

empathic  ski l l s  when the enti r e  sampl e wa s used . Some l in ks wer e  

pr ese n t , albei t ,  o f  a we aker natur e than the much stronger assoc i a t i o n s  
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o f  l earning  task wi th memor y  o utcomes and the child ' s  empathi c  ski l l s  

with the pleasantn e s s  r ating l earning  task . Thi s  was a s  would be 

e x pected since the i n i ti ation , fac i l i tation , and maintenance of empathy 

in par en t-chi ld  r e l ations wer e  doubtl ess ear l y  and wer e  i n e sc apab l y  

more compl ex than c an be measured by a b r i e f  questionnai r e .  In 

add i tio n , i f  Hoffman ( 1 975 ) was corr ec t  that empathy was " hard  wi r ed "  

a s  a human c apabi l i t y ,  t hen i t  could b e  argued that empathy was a 

natural ab i l i t y  that  was not so much caused by and l earned from parents 

a s  poten ti a l l y  sti f l ed ahd r epr essed by  the par ental abuse of power . 

Man y stud i e s  h ave shown the p r esence o f  a par en tal  behaviour 

pattern  that has been v ar io us l y l abeled as support i v e , r esponsi ve , 

empathi c ,  o r  loving . Fur thermore , thi s facto r has frequently  been 

shown to be strongl y  r el ated to outcome measur es wi th c hi l d ren  such as 

emotio nal wel l  bei n g , sel f-concept , or amount of contact wi th the 

pol ic e . ( Webster , 1 972 ) 

It  was h ypothesi zed i n  thi s stud y that the percepti o n  o f  parental 

suppor t  by  i tsel f  and in  complex  i n te r actions wi th o ther  par enting  

facto r s  could be positively  r el ated to  the  empathy o f  the c h i l d  and 

both d ir ectl y and i n d i r ectly  a ssoc i a ted wi th general per fo rmance on  the 

memor y  tasks , a n d  spec i fi ca l l y  memor y  perfo rmance  a fter the 

pleasantn ess r ati n g  lear ning  task . Thi s  was not e stab l i shed when d ata 

from the enti r e  sampl e was used . It was however , s uppo r ted when d ata 

from chi l d r en who scored in  the top hal f on empathi c ab i l i ty was used . 

The chi ld ren perceived a paren tal support  factor . ( Tables 1 8 ,  1 9 ,  

pages 1 2 4 , 1 25 )  Thi s  was d er i v ed a s  t he fi r st mother fac to r and the 

second father fac to r .  The fac to r o f  support  was cl ean and eas i l y  

in ter pretable a s  seen before . It was congruent  wi th the suppo rt  facto r 

as identi fi ed by Webste r ( 1 97 9 )  wi th adolescents . Chi ld r en from nine  to 
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thi rteen ye ars o f  age r ead i l y  catego r i zed the i r  perceptions  o f  the 

par ents ' behaviour s i n  one  support  facto r tha t was simi l ar to that 

facto r percei ved by older adol esc ents . 

However , wi t h  the enti r e  sample thi s facto r  was not r el ated 

signi fican tl y to the empathy of the c h i l d , t he child ' s  gener al memo r y  

per formance ,  and t h e  child ' s  specific  m emor y  per fo rmance  a fter the 

pleasantness r at i n g  l earning  task . Bec ause the perceived factor  d id 

not rel ate to the outcome var i abl es , the r aw d ata on  perceived par en tal  

beha v iours  was en ter ed i n to a c ano n i c al correl ation wi th the two 

empathy measur es . These  r esults fo r the enti r e  sample showed cl earest 

resul t s  fo r those statements that re fer r ed to par ental behaviour s whi c h  

wer e  most clear l y  i denti fi abl e . ( Table 2 2 ,  page 129 ) 

Mothers  who r egul ated child r en ' s  b ed time and d id not all ow t hem to 

sta y  up l ate , who d i d  not tell  the ir  c h i l d ren to wo rk  hard in school 

but ex pected a gener al i zed , spec ial  e ffo rt i n  all tasks , who enjoyed 

the i r  chi l d ren , who d i d  not yell at the i r  chi l d r en , and who had enough 

energy  not to be alwa ys t i r ed tended to have c hi ldren who wer e  more 

empathi c .  

Father s who enj oyed the i r  child r en , who d id not tell  the i r  

chi ld r en to wor k  hard in  school but e x pec ted a g ener al i zed , s pec ial  

effo r t  i n  all  tasks , and  who d id not  r eward the i r  chi l d r en monetar i l y  

tended to have c h i l d ren who were  mor e empathi c . 

These wer e  a compi l ation  o f  par ental  behaviours that fo rmed a 

compl ex  r el ationsh i p  to the outcome measure o f  empathy . The mother s  

who were  more  r egulative  in  setti ng bound ar ies  had chi ldren who wer e  

more empa thi c .  The mother s  who wer e l ess  angry and en j o yed the i r  

chi l d r en a s  they were  had chi ld ren who wer e  more empathi c .  

fac to r s  stand out clear l y .  

These  two 
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The second and tenth var i ables  fo r mother s  wer e  both a ssoc i ated 

wi th the d emand -no d emand fac to r contin uum . However , one  v ar i ab l e  

loaded n egati vely  a n d  the other v ar i abl e loaded pos i ti ve l y  onto 

empathy . Thi s  suggested that ther e  wer e  d i ffer ing bases for maki ng  

personal evaluations . The par ental d emand fo r doing wel l  at school 

loaded negati vel y and the general i zed , par en tal  expectati o n  o f  maki ng  a 

spec ial  e ffort i n  a l l  things  l o ad ed posi ti vely  on  chi l d r en ' s  empathy .  

One possible  explan ation fo r thi s was that the pressur e for doing  

wel l  at  school requ i r ed the c hi ld  to  match the  d eman d s  o f  t he 

i n sti tut i o n . Par ental  expectati o n s  o f  doing  well at school poss i b l y  

communic ated t o  the c h i l d  that the fee l i ngs , wi she s , a n d  stand ard s  o f  

o ther s wer e  more importan t a n d  over-r i d ing  than the child ' s  o wn 

feel ing s , wi she s , and stand ard s .  A gener al i zed par ental  e x pectation 

that the child  would make a spe c i a l  e ffo rt in  all things by i ts b r eadth 

and foc us necessi tated that the chi ld b ec ame sel f -observ an t  to 

d etermine  the success  at meeti n g  thi s stand ard . One v ar i a b l e  d emand ed 

that the child  meet the stand ards  o f  an i n sti tut i o n . The o ther 

d emanded that the c hi l d  knew h i s  o wn stand ard s ,  wi she s , and fee l i ng s .  

Seen i n  thi s l i ght , i t  was not surpr i si n g  that these two load ed onto 

empathic per fo rmance d i fferen t i a l l y .  

One v ar i able  was unexpec ted . The e i ghth variab l e  for mothe r s  

load ed negatively  o n to chi l d r en ' s  empa thy . The compl ete word ing  was , 

" She und er stands i f  I feel bad about somethi ng . "  The mothe r s  who wer e 

perceived to be  hi gh i n  thi s behav iour , which  was us ual l y  one  

expr ession  o f  par ental  empathy , tended to  have chi ldren who wer e  l ow i n  

empathy . Thi s  i tem could b e  tappi ng a n  intrusive  control patte r n . 

Accord ing  to Webster ( 1 972 and 1 97 9 )  the protective paren t i n g  pattern 

invol v ed empa thic parents who wer e  also anx ious . It could be 
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hypothesi zed that  these pa r ents  " had all  of  the empa thy" . The chi ld ren 

wer e  taught to look toward the parent because the par ent under stood how 

the child ren felt  and the parents would act as they saw fi t .  The 

chi ld ren wer e  not taught to look i n to themselves . 

Another possib i l i ty was that child ren who had low empathic abi l ity 

wer e  not abl e  to d i sc r im i nate the i r  mother ' s  und er standing . Thi s  

pos s i b i l i ty was suppo rted b y  the finding  that the responses o n  thi s 

statement o f  the child r en who scored i n  the top hal f on the empathic 

abi l i ty measur e s  rel ated somewhat more strong l y  ( r = . 1 9 ,  p : . 08 )  to t he i r  

empathic  abi l i ty . ( Table 25 , page 1 3 1 ) Thi s was the str ength o f  the 

r el ationsh i p  e v en though the r ange  of scores of empathi c abi l i ty was 

h a l v ed by sel ecting onl y  t he top hal f of  t he sampl e .  For the chi l d r en 

who wer e in  the top hal f  o n  the empathi c ab i l i t y  measures the mothe r s  

who wer e perce i v ed to und er stand had chi ldren who wer e mor e  empathic . 

For the e n ti r e  sampl e the chi ld ren ' s  percepti o n s  o f  t he i r  father ' s  

beha v iour s d id not rel ate as strongly to the chi l d r en ' s  empathy as d i d  

thei r  perceptions o f  the i r  mother ' s  beha v io u r s . Several  father 

behav iour s load ed strongly in accoun ting  fo r some of the v ar i ance . 

The fi r st var iabl e  belonged to the anger -no anger facto r 

a. I .so 
conti n uum . The statemen t ,  " He gets angry v e r y  q u i c kl y , "  1\ load ed 

mod er atel y strongly , -0 . 25 .  Fathe r s  who wer e  l ess ang r y  and who 

en j o yed the i r  child ren a s  they wer e  had chi l d r en who wer e  mor e  

empathic .  

The second and ten th var i ables  we r e  in  the d emand -no d emand facto r 

cont i nuum . The se wer e  s i m i l ar to the same fac to r fo r the mother . The 

demand fo r good per formance  in the insti tution  was a ssoc iated wi th 

chi ld ren of  low empa thi c ab i l i ty , wher eas , a g en er al ex pec tation o f  

al ways maki ng a spec ial  e ffo rt was posi tivel y a ssoc iated wi th hi gher 
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empathic abi l i ty . 

The r emai n i n g  var iabl e s  d ec reased rapi d l y  i n  the amount that the y 

contr ibuted to explaining  the c ano n i c al cor rel ation between percei ved 

father behaviou r s  and child ren ' s  empathi c behaviour . The facto r 

continuum of r egul ati ven ess-permissi ven ess a l so appear ed consi sten tl y .  

Father s  who d id not rewar d  monetar i l y ,  who d id not l et the i r  chi ld ren 

stay up l ate , and who d ec id ed wha t  time the i r  chi ld r en wen t to bed 

ten d ed to have child ren who had more empathic ab i l i t y .  

Thus , for both mothe r s  a n d  father s t h e  facto r s  of r egulativen ess-

permissiveness , d emand-no d emand , and anger-no anger all  wer e  

associated wi th chi ld r en ' s  empathic ab i l i t y .  

fac to r o f  suppo rt?  

Wha t  happen ed to the 

The Famil y  Li fe Que stionnaire  r equi r ed some level of empathic 

abi l i ty in order  fo r the child to r ate some par ental behaviour s and 

fee l ings . If the child  had achi eved a c er tain , und etermined level o f  

empathic ab il i t y , the r atings  would b e  mean i n g ful . However , i f  the 

c h i l d  had l i ttl e empathic ab i l i ty , the r es ponse to those i tems whi c h  

r equested a perception o f  the feel ings  o f  t h e  par ent  would be  

m ean ingless . Suc h  chi ld r en could not r ead the  signal s o f  t he i r  

par en ts ' fee l in g s . Fur thermore ,  the r el ationsh i p  o f  r esponses from 

thi s total group to outcome measur es would be d i fficult to i n terpret . 

In fact the facto r  o f  par ental suppo r t  and most o f  the i tems r el ati ng  

to  thi s factor and other i tems which  contained the r equ i r emen t to 

i d enti fy parental fee l i n g s  d id not fi gure  in the d ata analys i s  fo r the 

e n t i r e  sample . Was the fac tor of suppo rt and i tems a ssoc iated wi th 

par ental feel ings  missing  because they wer e  not  in fluen ti al , because 

the enti r e  sample could not perc eive  these i tems wi th suffi c ient  

acc urac y  and  rel iabil ity , b ecause the  enti r e  samp l e  had not  r e ached the 
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necessa r y  developmen tal l evel , or wer e  the measurement i n st r uments 

i n adequa te ?  

The results shown in  Tabl e  25 ( page 1 3 1 ) showed that the perception 

of par e n tal suppo rt  was s i g n i fi can tly  r el a ted to the empathic ab i l i t y  

of  the students who scored i n  the top hal f of  t h e  empathic abi l i t y  

measure s . Thus , one  l i ke l y  r eason fo r the non-appe ar ance  o f  the 

support  facto r fo r the enti r e  sample o f  c hi ld ren was assoc iated wi th 

the l evel of empathi c ab i l i t y . Not all  of  t he child ren had a l evel  o f  

empathi c abi l ity  t o  repo r t  wi th r el iab i l i ty and v al id i t y  t h e  fee l ings  

of  the i r  par ents . However , the  perceptions  o f  the  students i n  the  top 

hal f o f  empathic ab i l i ty i nd icated that par ental suppor t  was 

i n fl ue n ti al in  the d evelopmen t o f  the empathic ab i l i t y  o f  t he c h i ld . 

Thi s was stati sti ca l l y  s i gn i fi c an t  even though the r e  was a d ec r ease b y  

hal f i n  both the sample n umber and the r an g e  on the empathic ab i l it y  

measur e s . 

Chi ldren wi th hi gher  empathic abi l i ty had perceptions o f  par ental 

behaviou r s  t h a t  wer e  simi l ar to the perceptions  o f  

adolescents . ( Webster , 1 97 9 )  Thi s could lead to the i n fe r ence  that one  

of  the  d evelopmen tal d i ffe r ences between chi ld ren of  n i n e  to  twelve  

years  of  age  and adol escents between fi fteen  and ei ghteen year s o f  age  

would be  in  the i r  l evel of  empathic ab i l i t y .  The c hi l d r en wi th 

empathi c ab i l i ty showed perceptions s i m i l ar to the percept i o n s  o f  

adol escents . Thi s  suggested that the pr esence o f  h i gher empathi c 

ab i l i ty r epresented advanced d evel opmen t .  

The percept i o n s  of  father ' s  behaviours  and feel ings  showed 

s l i ghtl y stronger r el ations to the c h i l d ' s  empa thi c ab i l ity  than d i d  

the per c ept ions o f  mother ' s  behaviours and feel ings . ( Tabl e 25 ) I t  could 

no t be i n fe r r ed from these r esults  that fa the r s  had a sign i fi c an t l y  
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greater i n f l uence than mother s  o n  the empathi c ab i l i ty o f  t he i r  

child ren . The most e v iden t  conc l usion  was that fathe r s  a s  wel l  as 

mother s  had i n fl uenc e on  the d evel opmen t of the empath i c  ab i l i ti e s  o f  

their  chi ld ren . I n  add i tion  several i tems wer e present as strong 

i n fl uence s  in the d ata from both the father s '  and mothe r s '  statements . 

Fur ther , t he d ir ec t i o n  o f  t he correl ations  was par allel . Sever al i tems 

r el ated to the per c e ived suppor t  o f  the parents . Chi l d r en b en e fi ted by 

both par ents  being  perceived as o pen to tal ki n g  about e v er ythi n g , b y  

being the r e  i f  n eed ed , · and b y  under stand ing i f  the c h i l d  fel t  bad . 

Chi l d ren al so ben e fi ted when they perceiv ed that anger was not strongly 

presen t . Thi s  was shown from the perception  that these chi ld r en wer e  

enjoyed b y  both par ents now . These parents d id not wi sh that thei r  

child ren would g r o w  up i n  a hur r y  and l e av e . Espec i al l y  fo r fathe r s , 

qui c k ,  a n g r y  r esponses  wer e  not  asso c i a ted wi th i n c r e ased empathic 

abi l i ty of the i r  c h i ld ren . In add i ti o n  chi ld ren benefi ted by 

perceiving  that the i r  par en t s  had enough en ergy to be  abl e  to respond 

and par t i c i pate i n  what the c h i l d  per c e i v ed as the r eal i st i c  d eman d s  o f  

l i fe .  

The r e  i s  an i n c r easi ng number o f  o ptions  available fo r fami l y  l i fe 

such as sol e  parenti n g , both partners  wo r ki n g , ser i al r el ationsh i ps , as 

well  as the tr ad i tional patte r n s . As no  d ata was g athe r ed on  the style 

of fami l y  l i fe that the child  was l i v i n g  i n , it would be  i nappropr i ate 

to i n fe r  fur ther r easons fo r the strong correl ations pr esen t b etween 

the per ceptions  o f  the father ' s  behaviours  and fee l i n g s  and the 

empa thi c ab i l i ty o f  the child . Per haps , fathe r s  wer e  taking more par t 

i n  the r ai sing of their  chi l d r en and hav ing  a signi ficant i n fluence 

because of inc reased time spent wi th their  child ren . Possibl y ,  the 

amoun t o f  time wa s not the impo rtant fac to r . It could be that these 



15 1 

fathers  practi sed a h igher  qual i ty o f  i n te r acting  than previous l y  was 

the case . Possibl y ,  t he c hi ld r en o f  h i gher empathic ab i l i t y  knew  that 

the i r  fathers  e x er c i sed more control than the i r  mother s  and t he r e fo r e  

exerted more e f fo r t  to und erstand and be  empathic wi th t he i r  fathe r s . 

Thi s  attentio n  could have had a pos i t i v e  e ffec t  on the fee l ings  and 

behaviours of t he father s .  These and other explanations could be 

ground s for further i nv estigations i n to the par ental i n fl uence  on  the 

d ev elopment o f  empathic ab i l ity . 

Analys i s  o f  the d ata for the c h i l d r en d efin ed as mor e  empathic 

r eveal ed a strong r el ationsh i p  b etween perceived par ental behav iour s 

and feelings  and empathic abi l i ty .  Par ents  who wer e  per c e i v ed to b e  

supporti ve , t o  have the i r  anger under control , and to enj oy t he i r  

chi ldren had chi ld r en who wer e  empathi c al l y  s ki l l ed . Yet ,  these 

chi ld ren wer e d rawn from the top hal f of the enti r e  sampl e of c h i l d r en . 

What  could o n e  i n fer  b y  e x tend ing  t he find ings  to the bottom hal f o f  

the sample? I f  the r el ationsh i p  held , t hen tho se chi ld r en o n  the 

bottom hal f o f  the sample who gave few i nd ications of empathi c abi l i ty 

had par ents who wer e  no n-supportive , wer e  not avail able to talk  about 

an ythin g , did not und er stand how the child  fel t  , wer e  anno yed b y  the 

chi ld being t he r e , d id not control the i r  anger , and wer e  too ti r ed to 

be involved i n  l i fe .  Yet ,  these chi ldren d id not per c e i v e  these 

behaviours and feel i ng s . These chi l d r en were  too confused to be  abl e  

to d evelop t he n ec essar y s ki l l s  to b e  abl e to understand and rel ate to 

other people wi th und erstanding  and empa thy . The y  wer e  d i sadvan taged 

and d id no t r e al i ze i t .  

Anal yses carr ied out o n  the uppe r hal f o f  the measur es o f  empathic 

ab i l i ty gave suppo rt  to the hypothe si zed model . Par en tal  support , 

anger-anx iety , and demand rel ated s i g n i fi c antly  to empathic  ab i l i ty .  
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Possib l y ,  i t  was thi s group alone that contributed to the obse r v ed 

relationsh i ps between par ental behaviour s , empathy , memor y  per fo rmanc e , 

and the pleasantness r ating l e ar ni n g  task . Al ternati vel y ,  t hose who 

scored in the l ower hal f o n  the measures  o f  empathic ab i l ity  wer e  abl e  

to uti l i ze the pleasantness r ating lear ning  task ind ependen tl y o f  

parental behav iour s and empathic ab i l i ty .  

I t  was i n  order to test whe ther the r el ationsh i p  o f  empathic 

abi l i ty to the pleasantness r ating  l earning task held ac ross empathic 

ab i l i ti e s  that a breakdown i n to two halves of the sampl e was 

under taken . The enti r e  sampl e ' s  r esul ts on the two empathic ab i l i ty 

m easures wer e  summed and cor rel ated wi th memory per fo rmance ach i e v ed 

a fter the pl easantness r ating learning task . Cor rel ations  wer e  al so 

c arr ied out fo r the uppe r  and lower halves o f  the  empathy r ange . The 

correl ations for the en ti r e  sampl e wi th r ecall  ( r =  . 43 )  and r ecog n i ti o n  

( r : . 20 )  wer e  similar t o  the correl ations o f  t he individual  components 

of empathic abi l ity  shown i n  Tabl e  1 5 ( page 1 1 9 ) . The correl ations fo r 

the two hal ves  o f  the sample wer e  simi l ar to each other and to the 

whol e  sampl e . ( Tabl e  27 ) Thi s r esul t i nd ic ated that the v ar iances 

contai n ed i n  the halves  of the sampl e wer e  simi l ar . Thus , the 

consi stency  of the theo re ti c al mod el was upheld  fo r all  chi l d r en , 

whether empa thical l y  s ki l l ed o r  not . Empathic ab i l i ty and memo r y  

per fo rmance  achi eved after the pleasantn ess r ating  lear ning  t a s k  wer e  

rel ated fo r the enti r e  sampl e and fo r the separ ate hal ves . Thus , t he 

mod el was susta ined . Neverthel ess , the possi b i l i ty of a main  effec t o f  

the pl easantness r ating learning task cannot be  d i smissed . 
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Tab l e  27 . Correlation  o f  Empathy wi th Memory a fter the Pl easan tness 
Rating Lear ning  Tas k  fo r the Enti r e  Sample and Two Sub-Groups 

Gro up 

Enti r e  sample 
Empa thical l y  s ki l l ed 
Empa thically  unski l l ed 

*** p< . 00 1  
** p< . 0 1 

* p< . 05 

Recall Recogni tion  

r :  . 43***  r :  . 20* 
r :  . 3 1 * * r = . 2 1 *  
r :  . 37** r: . 30**  

D .  The Rel ationsh i p  Between Chi ldren ' s  Memo r y  Outcomes and Percei ved 

Par e n ting  Behaviour s 

The l in k  b etween perc e ived par enting  behaviours i n fluen c i n g  

lear n i n g  task c ompetency a n d  memor y  o utcomes was weaker than t h e  more 

d i r ec t  i n fl uences d i scussed abov e .  Ind e ed , the weakness of the l in k  

was confi rmed i n  that perceived par en t i n g  behaviours d i d  n o t  r el ate 

si g n i fi cantl y as par enting  facto r s  to m emory  o utcomes . Out o f  t wenty  

cor r e l ations o nl y  one r eached si gni fic ance . ( Tables 23  and  24 ,  page  1 29 )  

A sl ight l y  b etter c ase was obta i n ed by i gno ring the parenting  

fac tors and en ter ing  the r aw d ata from the  par en ting  questi o n n a i r e  

d i r ectl y wi th t he memor y  outcomes . The c anonical correl ation  d id not 

r each a l evel o f  stati sti c al signi fi c anc e . A general relationsh i p  o f  

par enting  behaviours  to memory  o utcomes was i nd ic ated . What 

str engthened thi s  an alys i s  was the consi stent appear ance of sever al 

par en ti ng beha v iours  both in thi s analys i s  and in  the r el ationsh i p  

o f  parenting  behav iour s to the child ' s  empathy . 

Mother s  appe ar ed to have a stronger in fluence on the developmen t 
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o f  the empa thy o f  t heir  chi ld r en . Father s  appeared to have a strong er 

i n fl uence  on  the d ev elopment o f  memor y  ski l l s . Whi l e  the c anonical 

cor relations  wer e  not stati sti ca l l y  s i g n i ficant ( mother Rc : . 54 ,  father 

Rc : . 56 ) , they wer e  of a magni tude that could not be d i smissed eas i l y .  

The rel ationsh i p  wa s i n  the hypothesi zed d i r ection . 

E .  Summar y o f  Find i ngs  Rel ated to the Mod el  

1 .  The Pleasan tne s s  Rating  Le ar n i n g  Task and  Memo r y  

The pleasan tness r ating l ear ning  t a s k  was shown t o  b e  an e ffecti ve  

lear n i n g  task  fo r the  acqui si t io n , r ec al l , and  recogn i ti o n  of  fami l iar , 

word s fo r child r en from nine  to twelve  years  old . The qua l i t y  o f  the 

affect i v e  r esponse at the time of acqu i sition  made  l ittle  d i fference 

upon the amount of r ec all  and recogni tion . Ther e  was a n  i nd ication  

that the i n tensi t y  o f  the  affective  r esponse at the  time of  acqu i sition  

was posi ti vel y  r el ated to the wo rd being  rec a l l ed and r ecogni zed . The 

inte n s i ty o f  a ffect was sol el y  a product o f  e ach i nd i v idual ' s  r eaction  

to the  word . No e ffo rt  was mad e  to  incr ease o r  d ecrease the  i ntensi t y  

o f  t h e  affecti ve  r esponse to the wo rd through sel ecting  words  o f  

greater i mpact o r  through presen ting  the wo rds i n  an y way t h a t  would 

treat them unequ al l y .  An al ysi s  of the pi lot stud y results showed onl y 

a ver y weak rel ationsh i p  o f  r ecall  and r ecognition  to the word ' s  

imager y ,  mean i n g ful ness , o r  conc r eteness a s  quanti fi ed by Pai vio , 

Yui l l e , and Mad i g an . ( 1 96 8 )  
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2 .  The Pl easan tn ess  Rati ng  Learning  Task and Empathy 

There  was a s i g n i fi c an t , posi ti ve r el ationsh i p  between the c h i ld ' s  

empathi c  ab i l i t y  and  recall  and recog n i ti o n  after the pl easantness 

r ating lear ning task . Ther e  was onl y a weak rel ationsh i p  between  the 

chi ld ' s  empathic ab i l i t y  and r ec al l  and r ecog n i tion  a fter the other 

lear n i n g  tasks . 

3 .  Par ental Behav iour s and the Chi ld ' s  Empathy and Memor y  Per fo rman c e  

a .  For the Enti r e  Sampl e  

The l in ks between perceived par ental  behaviours  and the chi ld ' s  

empathi c ab i l ity  a ppro ached statistical  s i gni fi c ance for the mot her ' s  

i nteractions wi th the child . The i n fluenc e was complex . The father ' s  

i n fl uence  was not as strong as the mother ' s  i n fluence upon the c h i ld ' s  

empathic  abi l i t y .  The father ' s  i n fluence was sl ightly  stronger than 

the mother ' s  i n fl uence upon the chi ld ' s  general memory  per fo rman c e  

after the lear n i n g  tasks . 

si gni fi c an t . 

Thi s  d i ffe r ence was not stati s t i c al l y  

b .  Fo r the Empathi call y Ski l l ed Chi ld r en 

The behav iour s and feel ings  o f  the parents r elated s i gn i fi can t l y  

to the child ' s  empathic ab i l i t y . As pec ts o f  pe rc e i v ed par ental 

suppo r t , r egulati veness , and d emand wer e  posi ti vel y r el ated and 

anger-anx i ety was n egati vel y r el ated to the child ' s  empa thic ab i l i t y . 

The c h i ld ' s  perceptions o f  both the father and mother wer e  important  i n  

the developmen t o f  empathic  ab i l i ty .  
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F.  Impl ications fo r Ed ucatio n  

1 . Use ful Lear ning  Tasks 

Students r emember ed mor e  after the y wer e  asked to g i v e  a 

pleasan tness r at i n g  to a wo rd than after sever al other wel l  known 

learning  tasks . Rating the pleasantness o f  a word  and ima,g in i n g  tl1e 

word wer e  two act i v i ti e s  t ha t  wer e  associ ated wi th the hi g hest  amount 

o f  memor y .  Affect was educational l y  useful i n  these control l ed 

circumstances . Teache r s  could ask students  to use affec t as one  method 

to inc rease the probab i l i ty o f  r ec al l . 

obser v ational research showed the absence 

ed ucational pur po se s . 

However , 

o f  affec t  

2 .  The Uti l i zation  o f  Affec t fo r Ed ucational Pu r poses 

c l assroom 

used for 

It was not known whether teacher s  gener al l y  d id not use a ffect i n  

the classroom bec ause o f  a l ack o f  s ki l l  o r  a choice  that use o f  a ffect 

would be d angerous o r  counter-prod uc t i v e  to o ther ed ucational goal s .  

Wi th the strong findings  from thi s and other r ese arch that a ffect 

identi fi c ation was a ver y  powe r ful l earning  ta sk , teac he r s  and other 

ed ucato r s  would be  encour aged to impl ement thi s proc ed ure  i n to the 

educative  proc e s s . Howev er , e x ploration  i n to the perceptions o f  

teac he r s  as to the use o f  a f fect fo r educational pur pose s  could uncover 

some impo rtant i n formation  tha t would guide  any  attempt at 

i mplemen tation . Hyd e and Jenki n s ( 1 96 9 )  cl assi fi ed the i r  more 

succ essful lear n i ng tasks a s  seman tic i n  that these l ear ning  tasks wer e  
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percei ved to d eal wi th the mean ing  o f  the material  to be l earned . 

Ed uc ato r s  could read i l y  accept such lear n i n g  tasks i f  they wer e  

perceived a s  being mean i n g ful . However , wi th t he fa ilur e  o f  Hypothes i s  

1 b  to be  confi rmed , ano ther desc r i ptor could po ssibly  be  n eed ed that 

would un i fy the pleasantness  r at i ng and imag i n i ng lear n ing  tasks and 

separ ate them from other learning  tasks . One possible  d es c r i pto r could 

be that the se two tasks uti l i zed a per so n al exper iencing  o f  the 

mater ial . Thus these two l ea r ning  tasks could be d escribed a s  

exper iential  or per sonal·  l earning  tasks . The teacher ' s  gui d ing  

hypothesi s could be that  l earn i n g  tasks that  encour aged the  pup i l  to  

per sonal i ze the mate r i a l  would result  i n  greater amoun ts o f  l ear n i n g  

than l e ar n i ng tasks t h a t  d id n o t  encour age the pupi l t o  per sonal l l y  

e x per i ence  the mater ial . 

In thi s e x per iment a ffec t i d enti fic atio n  was e ffect i v e  as a 

l ear ning  task when the a ffect i d en ti fi cation was pr ivate and expl ici t ,  

not ex pand ed through a n y  fo rm o f  e x ploration  o r  j usti fi c ation , and done  

as  a matter o f  course . In add i t i o n  the e x per i menter tr ied  to prese n t  

the mater i a l  in  a s  neut r al a w a y  as possi b l e  so n o  i tem  had emotional  

impact d ue to ex tr an eous facto r s . These  e l ements i n  the  e xper imental  

process  may o r  may  not be  of  c r i tical i mpo rtance in  the  cl assroom 

i mplemen tation o f  the uti l i zation  of pupil  affect  fo r educational  

purposes . These proc edures  appe ared to  g i ve a fr amework  for  one  

possib l e  i mpl ementatio n  that  could  be use ful . These suggestions  a l so 

need to b e  tested i n  the cl assroom . Those par en tal behav iour s whi c h  

wer e asso c i ated wi th t h e  child ' s  empathic abi l i ty could b e  hypothe tical 

gui d el i n e s  fo r teacher behaviour . ( see Tables  22,  23 , and 2 5 ,  pages 

1 2 g - 1 3 J )  



1 59 

3.  Possible Proced ures  in the Cl assroom 

The word s wer e wel l  known to al l of t he chi ldren . The y  had 

i n fo rm ation and add i ti onal content to d r aw upon to b ase thei r  a ffecti v e  

response . One possible  pr i nc i pl e  would  be  that for the i nd iv id ua l  to 

uti l i ze affec t  as a l ear n i n g  aid the i n d i v id ual  should have adequate 

i n fo rmation  and conten t  knowl edge . Thus , i t  would be appropr i ate to 

use a ffect i d en t i fi catiori as one of t he fi n al acts i n  a teaching  

programme . By  doing  thi s the  student would have  i n formation and 

content  to d r aw upon and to associate wi t h  the a ffective  r e sponse . 

The identi fication  o f  a n  affecti v e  r eaction  to the content could 

result in an i d iosyncrati c ,  e x pan sive  association  of i d eas that would  

not n ecessar i l y  b y  logical , true , o r  sound . The teacher would  be  

requ i r ed to possess  add i t i o n al , e x plorato r y  s ki l l s  to  best uti l i ze such 

i n c i d ents . Some of these ski l l s  would  be  in l i sten i n g  and attend i n g  

ful l y t o  the student . ( Carkh u ff , Ber en son , a n d  Pierce , 1 977 ) 

One d anger could be i n  the i n appropr i ate appl ication  o f  thi s 

l ear ning  task . To ask a fter eac h  sum i n  an arithmeti c  sums tab l e  

whe ther the answer was pleasant or  unpl easant i n  the hope that the 

student would r emember more would tr i v i al i ze the individual ' s  e motions . 

Man y cl assrooms wer e emotional deserts . On the other hand to tur n a 

classroom i n to a sea o f  emotion would be  equal l y  destructi v e  o f  the 

plants o f  l ear n i ng . 

One proced ure  to be  avoided would  be  to ask fo r a pleasantness 

rating befo r e  the stud ent had �u i r ed much i n formatio n  and to 

imm ed iatel y ask  the stud en t  to j usti fy and explain  the r ati ng . Thi s  

could lead to a pr ematur e closure i n  t he acqu i s i tion  o f  i n fo rmati o n . 
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There  appears to be a par al l el here  to the n atur e  and formation o f  

prejudice . ( Al l port , 1 95 4 ) 

G .  Fur ther Suggesti o n s  fo r Stud y 

1 .  Gener al i zab i l i t y  

Thi s  thesi s e x tended the r ange  o f  people wi t h  whom the 

pleasantness r ating  l ear.ning  task  was known to be e ffec t i v e . Chi ld ren 

between n in e  and twelve  wer e  abl e  to use thi s l earn i n g  task 

e f fecti v el y .  Thi s  l ear ning  task  was not the most effe c ti v e  task for 

all chi l d r en . Ther e  was some v ar iabi l i t y .  Some chi ldren l earned more 

after usi ng other l earning  tasks . The pl easantness r at i n g  l ear ning  

task was n ev er the  weakest l ear n i ng task for  any i nd i v i d ual  child  i n  

the sample .  Sever al research questions  flow o n  i n  an attempt to 

establ i sh whe r e  thi s phenomenon may be o perab le .  

a .  What i s  the e ffect o n  memor y  o f  the pl easantness r at i n g  lear ning  

task wi th even young er subj ects?  

b .  Is t here  an  age  r ange wher e the pl easantness r atin g  learning  task 

is not e ffective?  

c .  What is  the  e ffec t o f  the  pleasantness r ating  lear n i n g  task  wi th 

the spe c i a l  ed ucation population of the i n te l l ectual l y  hand i capped , the 

deaf , the bl i nd , the g i fted , o r  the emotional l y  d i sturbed ? 

d .  Wha t i s  the e f fect o f  the pl easantness  r ating  lear ni n g  task wi th 
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larger conten t b l oc ks , e . g . ,  concept s , s k i l l s ,  sentences , par agraphs?  

e .  What is  the e f fect of  the  pleasantness r at i n g  learning  task with 

nonsense mater i al ? ( e . g . ,  nonsense syl l ables or m emori zi n g  

unknown , for e i g n  l anguage ) 

i n  an 

f .  What  i s  the e ffect o f  s ub j ec t  r esponses other than ticking  a paper 

to show the affe c t i v e  r espo n se , e . g . ,  s poken , wr i tten , e x tended verbal 

or  wri tten e x pl an ations , s i l en t  thought r esponses? 

g .  Can empathic ski l l s  b e  taught to chi l d r en and if  so , do child ren 

who have l earned empathic ski l l s  per form  simil arl y  on  the pleasantness 

r at i n g  learning  task as o ther child r en who had s i m i l ar l evel s o f  

empathic ski l l s ?  

2 .  Cl assroom Implementati o n  

Most o f  t h e  r esearch c onducted i n  thi s a r e a  so far h a s  b een 

cond ucted in a controlled , l aborato r y  setti n g . Cl assroom settings  a r e  

consider abl y  mor e  complex . The g e n e r a l  research . questions  c entr e o n  

the key e l emen ts i n  i mpl ementing  thi s l ear n i n g  task i n  the c l assroom . 

a .  What i s  the  basi s fo r the non-uti l i zation o f  a ffect for ed ucational 

pur poses? Is i t  the l ac k  o f  teac her skill , an  ac tive  teacher choice  to 

avoi d  all affect , g ener al teacher atti tud es , or some other  a l te r n ati ve?  

b .  What a r e  the  teacher ski l l s  and  atti tudes n ec essar y fo r uti l i zi n g  

the pleasan tness  rating  learning  task e ffectivel y?  
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c .  What are some method s o f  t r aining  teache r s  so tha t  the y wil l  use 

the method s in  the pleasantness r ating lear ning  task effecti vely?  

d .  What  are  the e ffec t s  of  using  the pleasantness  r ating  lear ning  task  

at d i ffe r en t  times in  a l e ar ning  sequence? 

e .  What e l se chang e s  in the c l a ssrooms whe r e affect is used for 

achie v in g  educational  aim�? 

H .  Limitations o f  the Study  

The r esearch d es i g n  and  instr umentati o n  invol ved choices  whi c h  

enta i l ed l imitations . Some o f  these l im i tations  were indic ated i n  the 

suggestions  for further r esearch . Sever al  add i tional cond i tions  o f  

thi s r esearch n eed to b e  borne  i n  mind whe n  i n terpr eti ng  the fin d in g s . 

The students r epor ted the strength and  qua l i ty o f  t he i r  fee l i n g s  

when d o i n g  the pleasantness r ating  learning  task . Ther e  was no attempt 

to tr iangulate the sel f-repo rts wi th a phys i c al measurement o f  arousal 

or a content anal ys i s  of e x pr e ssed l i ke s  and d i sl i ke s  a s  compar ed wi th 

beha v iour al indicato r s . 

The empathy measu r e  al so was not tr i an gu l ated by e x ploring  the 

process b y  which t he student a r r ived at  a d ecision  as to how the 

ind i v id ua l  in the tel ev i sed ex cer pt fel t .  Thi s  could have aided in 

dec i d ing on  the l ev el of empathi c ab i l i t y  o f  the studen t . In add ition  

an eval ua tion o f  ever yd ay empathi c behav iour s was  not  i nc l ud ed . 

The fi ndings from rel ating memory  to the pleasantness r ating  

lear n ing  task and  empathi c ab il ity  to  the pl easantness r ati n g  lear ning  

task appe ared fi rm and  cl ear even wi th the l imitations  noted . The 
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find ings  in  r egard to the i n fluence o f  the fam i l y  bac kground would hav e  

b een the c ategory  most l i ke l y  to have benefi ted from add i ti o n al 

measure s  that mor e  v al i d ly and rel i ab l y  i denti fi ed par ental beha v io ur s  

and feel i ng s .  I n  add i tion  much i n formati o n  as to fam i l y  structural 

v ar i ables such a s  si ze ,  mar i tal hi stor y ,  and educational attainment 

wer e  not ex plored . 
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Developmental  Inter ac ti o n . Hi l l sd al e ,  New Jer sey :  Lawrence  
Erlbaum . 



PO L I CEMAN 

DRESS 

SU GAR 

SNAKE 

ROBBER 

PARTY 

H OME 

WOMAN 

S H I P  

DUST 

AN I MAL 

A RMY 

F I RE 

EARTH 

H O U SE 

F LOWE R 

LAKE 

L I FE 

HOTE L 

BOOK 

K I N G 

L I B RARY 

APP LE 

CORN ER  

ROCK  

G I R L 

P I CTURE 

Q U E EN 

BUTTER 

MON E Y  

. l e 1 r n i n g  Ta s k H  \>lo r d  L i s t s  u s e d  l n  , c 

MO U N TA I N  

PENC I L  

WO R LD 

HALL 

F R I END 

DOOR 

MONTH 

A I R  

G O LD 

D I SEASE 

ARM 

POLE 

W I ND0\�1 

G HOST 

CH R I STMAS 

B I RD 

C H U R C H  

TREE 

LOVE 

MEET I N G 
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NAME GRADE SCHOOL 

PUT A C I RCLE AROUND EACH WORD THAT YOU RECOGN I Z E THAT WAS SHOWN 

TO YOU B EFOR E . 

A I R  DUST LAKE S EASON P O 
A N I MAL EARTH L ETTER S EAT 

A P P L E  F I RE L I B RARY SH I P  s o 
ARM FLAG L I FE S I C KN ESS 

A RMY FLOW E R  LOVE S K I N  R D 
BABY FOR E S T  MASTER S KY 

B I RD FR I E N D  MEAT S NAKE E o 
B LOOD FROG M E E T I NG STAR 

B OARD FUN MONEY STONE I D 
B O O K  GARD E N  MONTH STREET 

B O Y  GHOST MOTH E R  STR I NG 

B U I L D I N G G I RL MOUNTA I N  SUGAR 

B UT T E R  GOLD PARTY TAB L E  

C A R  GRASS P EN C I L  TEACHER 

CAT HALL P I CTU RE T I ME 

C HA I R  HOME P LANT TOY 

C H R I STMA S  HORSE POL E T R E E  

CHURCH H OS P I TAL POL I C EMAN TROU B L E  

C I TY HOTEL POTATO WATER 

C L O C K  H O U R  Q U E E N  WH EAT 

CORN E R  HOUSE R I V E R  W I FE 

D I S E A S E  I N K ROB B E R  W I NDOW 

DOCTOR I NS E C T  ROC K W I NT E R  

DOOR JA I L  S C I E N C E  WOMAN 

DRESS K I NG S EA WORLD 

Recogn i t ion Word L i s t  
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NAME ---------------------

G RADE L E V E L.  ______________ _ 

SCHOOL _______________ _ 

AGE ---------------------

FAM I L Y L I F E  QUEST I ONNA I RE 



T h i s q u e s t i o n na i re i s  a bou t the d i fferent way s pa r e n t s  b r i ng 

up thei r c h i l dr e n . 

I t  i s  v e ry i m porta n t  t h a t  w e  f i nd out how fa t hers a nd mothers 

c ompare on b r i n g i ng up the fam i l y .  S o  we n eed to k now how fa thers 

b r i ng u p  boy s  and how t h ey b r i ng u p  g i r l s ;  a nd how mothe r s  b r i n g  

u p  boys a nd how they bri ng up g i r l s .  

T h a t ' s  why we have two q u e s t i o n na i res . One i s  a bo u t  you a n d  

y o u r  mo ther a nd the o t h e r  i s  a bo u t  y o u  a nd y o u r  fa ther . Y o u r  

a n swers w i l l  n o t  b e  g i v e n  t o  you r  p a r e n t s , teac h e r s , or a n bo dy e l s e .  

I NSTRUCT I ONS 

There a r e  f o r ty s ta teme n t s  a l tog e t h e r , 20 a b o u t  you a nd you r  

m o t h e r  a nd 2 0  a bo u t  you a n d  your fa t h e r . F o r  ea c h  q u e s t i o n  there 

a re f i v e  po s s i b l e a n swers i n  wh i c h  you tel l u s  how the s ta teme n t  

f i ts y o u r  fami l y  l i fe . P l ea s e s e l ect t h e  res pon s e  tha t i s  true 

of t h e  nea r e s t t o  true fo r your fam i l y .  P u t  a n  " X "  i n  t h e  box 

a l o ng s i d e  you r  a nswer . 

Examp l e :  

My m o t h e r  l i kes to s i ng a s  s he wa s h e s  t h e  d i s h es . 

V e ry o ften 

Often 

Some t i mes 

O n l y  o nce i n  
a w h i l e  

N e v e r  

S o m e  c h i l d re n  l i v e w i th o n e  paren t .  I f  you l i v e  wi t h  both p a r e n t s , 

a n sw e r  a l l o f  t h e  q u e s t i o n s . I f  you l i v e  wi th o n l y  you r  mo th er , 

a n sw e r  o n l y  q u e s t i o n s  1 to 2 0 . I f  you l i ve w i th o n l y  your fa th e r , 

a n sw e r  o n l y  q u e s t i o n s  2 1  to 4 0 . 

1 7 9  



YOU AND Y O U R  MOTH E R  

1 .  I f  I d o  wel l s h e  r ewa r d s  me 
wi th mon ey 

2 .  I feel  a s  i f  my mother i s  p u s h 
i ng m e  to d o  wel l 

3 .  S h e  tel l s  me to wor k  hard a t  
s c ho o l  

4 .  S h e  ma k e s  me f e e l  s h e  i s  there 
i f  ever I n eed h e r  

5 .  I f  I d o n ' t  do wel l a t  s c hoo l 
I k now s he i s  d i s a ppo i n ted 

6 .  She wo rr i e s tha t I c a n ' t  ta k e  
c a r e  o f  mys e l f 

Never 

Only once i n  a 
wh i l e  

Some t i m e s  

Often 

V ery often 

Never 

� 

-

O n l y  o n c e  i n  a t--4 
wh i l e  

Some t i me s  

Often 

V e ry often 

Very often 

Often 

S ome t i m e s  

O n l y  o n c e  i n  a 
w h i  1 e t---1 
N ev e r  

Never 

O n l y  once i n  a 
wh i l e  

Some t i m e s  

U s ua l l y  

A l mo s t  a l ways 

A l mo s t  a l ways 

U s u a l l y  

S ome t i me s  

On l y  o n c e  i n  a 
wh i l e  

Never 

V ery often 

Often 

Some t i me s  

Once i n  a w h i l e  

Never 
t-...... 

1 8 0  



7 .  S h e  c a n  f i nd the b e s t  way o u t  
when I ' v e  g o t  a p robl em 

8 .  S h e  g e ts u p s e t  v e ry ea s i l y  

9 .  S h e  y e l l s  a t  m e  w h e n  s h e  tel l s  
me off 

1 0 .  I c a n  ta l k  to h e r  a bo u t  
a l mo s t  e v e ryth i ng 

1 1 . S h e  f i n d s  i t  h a rd to pu n i s h  
me 

1 2 .  S h e  u nd e rs ta n d s  i f  I feel bad 
a b o u t  s omet h i ng 

A l mo s t  a l ways 

U s ua l l y  

Some t i mes 

O n l y  o n c e  i n  
a wh i l e  

Never 

Never 

O n l y  o n c e  i n  
a wh i l e  

Some t i mes 

U s ua l l y  

A l mo s t  a l ways 

Never 

O n l y  once o r  
twi c e  a yea r 

Abo u t  o n c e  a 
mo n t h  

A b o u t  o n c e  a 
wee k 

A l mo s t  every 
day 

A l mo s t  a l ways 

U s ua l l y  

Somet i me s  

O n l y  o n c e  i n  
a wh i l e  

Never 

A l mo s t  a l ways 

U s ua l l y  

Some t i m e s  

O n l y  o n c e  i n  
a w h i l e  

Never 

Never 

On l y  once i n  
a w h i l e  

Some t i mes 

U s u a l l y  

A l mo s t  a l ways 

1 8 1  



1 3 .  S h e  says I s ho u l d  ma ke a s pec i a l  Never 1 8 2  

effort i n  everyth i ng I d o  
O n l y  o n c e  i n  
a w h i l e  oQ 
Some ti mes 

U s u a l l y  

A l mo s t  a l ways 

1 4 .  H e r  feel i ng s  a re ea s i l y h u r t  Never 

On l y  o n c e  or 
o r  tw i c e a yea r 

About once a 

x O month 

Abo u t  o n c e  a 
week 

A l mo s t  every 
day 

1 5 .  S h e  l et s  me d ec i d e wha t t i me Never 
to g o  to bed 

On l y  o n c e  or 
tw i c e a year 

Abo u t  o nc e  a Ro month 

Abo u t  o nce a 
week 

A l mo s t  ev ery 
day 

1 6 . S h e  g ets t i red ea s i l y Never 

On l y  o n c e  or 
twi ce a year 

About o nce a 
month 

xO Abo u t  o n c e  a 
wee k  

A l mo s t  every 
day 

1 7 .  S h e  p u n i s he s  m e  by ma k i ng A l mo s t  every 
me d o  ex tra wo r k  day 

About o n c e  a 
week 

Abo u t  o n c e  a 
AD mo n t h  

O n l y  o n c e  o r  
twi ce a yea r 

N e v e r  



1 8 . S h e  l e ts me s tay u p  l a te Never 
1 8 3  

O n l y  o n c e  o r  
tw i c e  a year 

Abo u t  o n c e  a 
mon t h  RD Abo u t  o n c e  a 
wee k 

A l mo s t  ev ery 
day 

1 9 .  I feel s h e w i  1 1  be r e l i eved V e ry often 
when I g row u p  

Often 

Some t i m e s  
AD O n l y  o n c e  i n  

a w h i l e  

Never 

20 . S h e  g e ts a n g ry v e ry q u i c k l y  Never 

On l y  o nc e  i n  
a w h i l e  

A D Some t i me s  

U s ua l l y  

A l mo s t  a l ways 



YOU A N D  YOUR FATH E R  

2 1 . I f  I do wel l h e  rewa rd s me w i th 
money 

2 2 .  I f e e l  a s  i f  my fa t h e r  i s  
pu s h i ng me to d o  wel l 

23 . H e  t e l l s  me to w o r k  h a rd a t  
s c h o o l  

24 . H e  ma kes m e  f e e l  he i s  there 
i f  e v er I need h i m 

2 5 .  I f  I don ' t  d o  w e l l a t  s c h o o l  
I k n ow he i s  d i s a p p o i n ted 

2 6 . H e  wor r i es tha t I c a n ' t  ta k e  
ea r e  of my s e  1 f  

Never 

O n l y  once i n  
a w h i l e  

Som e t i mes 

Often 

Very often 

Never 

O n l y  o nc e  i n  
a w h i l e  

Som e t i mes 

Often 

Very often 

Very often 

Often 

Some t i mes 

O n l y  o nce i n  
a w h i l e  

N e v e r  

Never 

On l y  o nc e  i n  
a w h i l e  

Som e t i mes 

U s ua l l y  

A l m o s t  a l ways 

A l mo s t  a l ways 

U s u a l l y  

Som e t i me s  

On l y  o n c e  i n  
a w h i l e  

N e v e r  

V e ry often 

Often 

Som e t i me s  

O n c e  i n  a 
wh i l e  

N e v e r  

1 8 4  



2 7 . He c a n  f i nd the b e s t  way o u t  when 
I ' v e g o t  a p r o b l em 

28 . He g e t s  u p s e t  v e ry ea s i l y 

2 9 . H e  y e l l s  a t  me w h e n  h e  tel l s  
me o f f  

3 0 .  I c a n  ta l k  to h i m  a bo u t  
a l mo s t  a nyth i ng 

3 1 . He f i nd s i t  hard to pu n i s h  
me 

3 2 .  He u nd e r s ta nd s  i f  I feel bad 
a bo u t  s omet h i ng 

A l mo s t  a l ways 

U s ua l l y  

Some t i mes 

O n l y  once i n  
a w h i l e  

N e v e r  

N e v e r  

O n l y  once i n  
a wh i l e  

S omet i mes 

U s ua l l y  

A l mo s t  a l ways 

N e v e r  

O n l y  once o r  
twi c e  a year 

Abo u t  once a 
mon t h  

A b o u t  once a 
week 

A l mo s t  every 
day 

A l mo s t  a l ways 

U s ua l l y  

Some t i mes 

O n l y  once i n  
a w h i l e  

N e v e r  

A l mo s t  a l ways 

U s u a l l y  

Some t i mes 

O n l y  o n c e  i n  
a w h i l e  

N e v e r  

N e v e r  

On l y  o n c e  i n  
a w h i l e  

S omet i mes 

U s u a l l y  

A l mo s t  a l ways 

1 8 5  



1 8 6  
3 3 . He says I s ho u l d  ma k e  a s pec i a l  Never 

effo r t  i n  every t h i ng I d o  
O n l y  o n c e  i n  
a wh i l e  

Somet i me s  DD U s u a l l y  

Al mo s t  a l ways 

34 . H i s  feel i ng s  a re e a s i l y h u r t  N e v e r  

O n l y  o n c e  i n  
a wh i l e  

A b o u t  o n c e  x o a month 

Abo u t  o n c e  
a wee k 

A l mo s t  ev ery 
day 

3 5 .  He l et s  me d ec i d e w h a t  t i me N e v e r  
to go to bed 

O n l y  o n c e  o r  
tw i ce a yea r  

A bo u t  o n c e  

RD a month 

Abo u t  once 
a wee k 

Al mo s t  ev ery 
day 

36 . He g e t s  t i red e a s i l y N e v er 

O n l y  o n c e  o r  
tw i ce a year 

Abou t o n c e  
x o a mon t h  

Abo u t  o n c e  
a week 

A l mo s t  ev ery 
day 

3 7 . He pu n i s hes m e  by m a k i ng A l mo s t  ev ery 
me do ex tra wo r k  day 

Abo u t  o n c e  
a week 

A D A bo u t  o n c e  
a m o n t h  

O n l y  o n c e  o r  
tw i c e a yea r 

N e v er 



38 . H e  l et s  me s tay u p  l a te N e v e r  
187  

On l y  o n c e  or 
twi c e  a yea r 

Abou t o n c e  RD a mo n t h  

Abo u t  o n c e  
a w e e k  

A 1 mo s t  every 
day 

3 9 . I fee 1 he wi 1 1  be r e l i eved V e ry often 
when I g row u p  

Often 

A D Some t i mes 

On l y  once i n  
a w h i l e  

N e v e r  

40 . H e  g e t s  a n g ry very q u i c k l y  N e v e r  

On l y  o n c e  i n  

A D a w h i l e  

Somet i mes 

U s u a l l y  

A l mo s t  a l ways 
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