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Affective Competence

INTRODUCTION: THE NATURE AND SIGNIFICANCE
OF AFFECTIVE COMPETENCE

Less than ten years after Sputnik and the subsequent flixry of
"beefing up" cur educational systems with a prdliferation of math, science,
and foreign language curricula, a chorus of voices arcse to plead for a
balance. Many were concerned that we, as human beings, were being
over-developed cognitively and under-developed affectively. Kelley (1965,
p. 455) =ays:

. . . how a person feels is mare important than what he
knows. This seems true because how one feels contxals
behavicr, while what cne knows does not., What cne
knows is used in behavior. . . but the way it is used
depends upon positive or negative feelings. It is
possible to be a sint or a demen with similar
knowledge.

While the ANISA Mcdel does not necessarily agree that how we feel
Jsmoremportzntthanwhatwe}mow,ﬁ:&:ahﬂdthatmbehealthy
cognition, or thinking, and affect, ar emotion, must be integrated in
certain ways; one must not be de-emphasized at the expense of the cther.

That we have for so long promulgated the idea of making a living
rather than making a life is manifested in the suppression of the
psychalogical potential of hundreds of thousands of children yeardy.

Ancther voice reflects the mounting concern over neglect for the
education and refinement of emctions:

It is probably no coincidence that where schocls are
found in which the education of emctions is ignored, so
also will be found adults whose emcotions are
undisciplined—that is, either suppressed o
uncontralled. Hence ocur schalars and researchers, cur
white-callar and ocur blue-collar workers pursue their
labours humorously and without passion; and when their
wark is over, they are aften found in thoughtless
pursuit of infantile pleasures. Yet this way of
life—an endless alteration between emoticonal
suspension and emcticnal regression is no more than the
natural consequence of supposing that rational thought
needs to be taught and that an education of the
emotions can safely be ignored. (Amstine, 1964,
242~-43)
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According to the ANISA Mcdel, affective competence depends on the
arganization of emotions and feelings in conjuncton with all cther
catgaries of potentiality: psychomotar, perceptual, cognitive, and
valiticnal. Teachers are, therefore, called upon to arrange environments
and to quide children's interactions in those environments in ways that
assist them to become affecHvely competent. This approach emphasizes how
to feel as cppcsed to what to feel and impglicates the moral domain as
Gadwin attests (1967, p. 361):

. « « tD be virtuous is to feel the rght emoticns.

The right emoticns are these that men feel when they

see the facts dearly. When we analyse these emcticons,
we find that they are all consistent with the greatest

happiness principle,

Gaodwin's greatest happiness principle corresponds to Whitehead's
concept of constantly increasing the quality of survival for humankind.
Paucity of emotion leads us to neither happiness nor survival. Lifton
(1967, p. 3) feels that we have entered the "age of mumhing”. He thinks it
is fast enveloping the planet, especially where human beings have witnessed
the ruthless destruction of human ife. He laments:

It (psychic numbking) is ancther form of impairment of
the symbdlizing process . . . which ardinardly
harmonizes cognitive and emotional elements—what cne
knows and what cne feels. Thus we can now speak of
knowledge without feeling. We can also speak of a
profound symbalic gap characteristic of cur age, a gap
between the capacity for technclogical viclence on the
cne hand, and cur much more limited capacity for moral
imagination cn the cther.

Evidently, the universal symbcls which meant the preservation of life
for all humanity have ceased to hold that significance. And when common
symbals no longer exist, there is no paint around which to rally moral
forces., Technalogical competence on the cne hand and moral incompetence on
the cther are expressions of the "symbol" gap which Lifton mentions.

Teachers are in a unique pesition to begin to redress this imbalance
in the way they arrange environments and intsract with children. The ANISA
Mcdel provides quidelines for helping children to feel rnght about what is
good for themselves and their fellow human beings, helping them to avaid
learning disabilities due to the negative emotions children have directed
toward themselves, and helping them to avaid emcticnal breakdown. These
are all areas of preventive intervention implied in any effort to
facilitate the development of affective competence. Brandwein (1963, p.
131) summarizes the paints
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To what end do we educate? Surely this: Compassion
and Competence . . . The educated person has feeling
as well as skill. This is not to derogate competence.
Tco often, we assume that cther goals must negate
competence in mathematics, or linguistics, oar science,
car art. Competence in these and in cther arenas of
human knowledge is good; but it is not sufficient of
itself. The educated person understands the humanness
of human beings. He does not allow technical skill to
destroy compassion, neither does he equate rule and law
with the toleration of man'’s inhumanity to man.
Justice is tempered with mercy—and compassion compels
Justice.

Whitehead's view (1954) that ninety per cent of cur lives is governed
by emoction supperts Brandwien's thesis and highlights the importance of
including affective development as a legitimate cbjective of education.
His point raises. at least two impartant questions for educators: (1) In
what ways is emoticnal of affective development dependent on learming; and
(2) how can teachers facilitate affective development in the direction of
maximum rdchness and dynamic stahility? Answers to these questons would
becfgreatassistancetoparemsandeducatc:swhoinmitivdyfeelmat
st::dycfemctionaldevebpmentdaerv&samoresigxﬁﬁcantplacein
parent-teacherperparaﬁonpmgramsthanitismentlybemggiven. I
o much of aur lives is governed by emoticn, it doesn't make any sense ©©
leave the develcpment of the emoticnal life of children up to chance.

Even though interest in affective develcpment has inspired the
productHon of a vast literature, extensive conceptual ambiguities remain.
Cmefamongtheieambiguitiaarethevague,undear,andconﬂicdng
definitHions of emctions and feelings. Since investigatcors failed to dispel
the confusion surrounding the terminclogy associated with emoticn, the

first task we faced was to use the ANISA theory of development as a commen

framecfrﬁezencemtheanalysisandsynthaiscfideaspraentedina
bxqem:mbercfarﬁ.desandbooksmaﬁfecﬁvedeve}npmentandemodon.
Since the Mcdel is comprehensive and coherent, it provides an efficient
meanscfassemngandc:garﬁzingmeamensiveﬁteramememcdnnand
related topics.

Thegxposeaﬁthispaperis'cosetforth,inatentadveﬁaﬁ:ion,a
conceptual arganization of the affective domain, to specify the key
rrocesses ‘underlying the develocpment of affective competence in children,
and to show how these processes form the basis of the ANISA affective
curriculiim.

To understand the multi-faceted nature of emoticn requires an
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examination of a mumber of crientations: philosophical, psychelogical,
physiclogical, aesthetic and ethical. Part I of this paper presents such
an examination. InPartILafEectLvepromareJdem:ﬁedand
defined. The section explains in what ways affective development depends
on learning. Part II cites ways teachers can design learning experiences
which promote the development of affective competence.

PART I

DEFINITION

Affective competence is the conscioushility to differentiate affective
states which reflect varying degrees of viahility of the arganism, to
integrate them appropriately so that they accurately inform the arganism of
its condition of wviahility, and to generalize the integration to
ant:.c:patedexpenencsandthea:penenc&sofcthe:s. Affective
competence invalves the differentiation of emctions and feelings, their
integration in reference to memares, cbjects, events, pecple, cr ideals,
andthe:rgenerahzat:onmwaysthatg:ov:deabasx.cstabﬂ:tymhxe.
When a human being arganizes his feelings and emctions so that his life is
governed in ways which constantly increase the quality of survival for
himself and others, we may conclude that he is affectively competent.

DESCRIPTION

Emctions are non—verbal states of consciousness the purpese of which
is to inform the arganism of its condibon of viahility. Built into each
cne of us is an internal cybernetic (feedback) system through which
infarmation about how the carganism is expending energy is represented in
consciousness in the form of feelings or emotions. Each living human being
is an energy system. Its viakility as a system (crganism) depends on how
it uses energy available to i both in the maintenance of internal
cperations and in its interaction with the extsrnal envircnment. Emcticnal
experience itself is a form of energy utilization ar expression G.e., i
takes calories of energy to fezel frightened or ecstatic) and we can have an
emotional reaction to present emotional statss that we may at any moment be
experiencing, which immediatsly alters the state of consciousness, ie.,
changes the emctional tone of the moment. Through experience and
"emctional memcry® (a kind of affective immanence), we learn that certain
‘pattemsmmembzauoncfenagymeanswearemtrcuh]e—the
conditions of viahility have become unfavarahle or sericusly threateming.
We thus feel anxious, afraid, distressed, harrified, uneasy, nervous,
jumpy, o "on edge”. These can be called the "fear related" emoctions.
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Otherusscfene:gymayleadtoemoﬁonalreactionswmchtellusthat
therezsnctonlynotm:aattcmrv:abmrjbutthatcondmonsaremost
faverahble; we call these emotions or states of consciousness oy, ecstacy,
happiness, inner calmness, pleasure, contentment. These may be called the
"hope-related"” emoticns. We are genetically endowed with the capacity for
pain and pleasure; pain usually signals a threat to viahility, and pleasure
a guarantee of viahility. The fear-related emoctions arse out of painful
experience and the hope-related emctions from pleasureable experience. Ik
is the funcHon of education to make certain that the emotions are
crganized in relation to pain and pleasure so that viability is gquaranteed.
In many instances, bearing temporary pain is essential to survival and
hope emotions must be related to the pain (.e., having necessary surgery,
removing a splinter, having an infected tooth pulled).

Because psychomotor activity, perception, cognition, and volition are
expressions of energy use, they always have an emotional counterpart. In
cther wards, energy used in perception or' cogmition, etc., is always
accompanied by an appraisal of viability (subjectively experienced as
emotions of various kinds) which in large measure derives from the
mgamsmspastasoczm:onscfthcsepatternscﬁenergyuuhzabcn with
particular interactions with the envircnment, the consequences of which
either threatened (produced fear), safequarded (produced hope), ar had no
effect on the crganism's viability (produced neither hope nor fear).

The primary sources of antecedents of emotion are, therefore, cther
patterns of energy use; their secondary sowrces may be external to the
arganism, ie., evemnts which stimulated the particular use of energy in the
first place., For example, during the experience of nearly drowning, the
energy use of the victim in forms of psychomotar, perceptual, cognitive,
and walitional activity will have an affectHve counterpart. When the arms
and legs are moved in a random fashion, sinking occurs, breathing is
impaired, and fear-related emotions indicate that survival is threatened
(viability is reduced). When the arms and legs are coordinated in a
oertainway,ﬂnati.ngoccurs,breaﬂﬁngisp&sib]e,andkmpe—related
emotions indicate that viakility is increased (Example from Mowrer, O. H.
Two-Factor Leamning Theary). This appraisal usually leads the subject to
differentiate petween the fiailing and splashing movements which lead to
sinking, and the ccordinated movements which keep the carganism aficat.
Hawngmadeﬂaed:fferenbaﬁon,hewﬂlmua]lygweuptheformerand
keep cn with the latter. Such an experience of nearly drowning will be
remembered and will probably predispose the subject to view even water in a
swimming pocl as potentially threatening to his survival. On subsequent
occasions he may awvaid ever getting into deep water. While this would
afford a measure of protection, it is not the best way to insure viability.
The best way is to learn how to swim.

Apglying the ANISA theory of pedagegy weould dictate arranging the
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environment carefully (Le., water, water wings, dght depth of the water,
etc.) and quiding the subject's interaction with the environment so that

the hope-related emction can be fully integrated with the patterns of
moving arms and legs that guarantee floating. The perceptions of the water
and the movement of arms in the water are patterns of energy utilization
which the emctions “report” on; they are the primary sources or antecedents
of the emcticnal reaction. Their secondary source is the water (which
stimulated particular percepticns and movements in the frst place). The
asessment of viakility of the subject as it interacted with the water
included a review of remembered past experience (immanence) with water.
Assessment of viahility in any situation always includes a "review" of all
related past experiences; this is cne of the mcst direct and cbvicus means
by which we are able to learn from past experience. Without such
capacity, survival would be jecpardized at every turn.

Thegecedmgldeasccncennngthenamreofemcnonareamp]ﬁedin
t‘hecontextdphﬂcsopmcal,psychdoglcal, physiclegical, aesthetic and
ethical perspectives discussed in the following pages.

Philcsophical Perspectives

Because philoscphical explanations attempt to disclcse the natire of
reality, a study of how philcsophers have dealt with emotion is bound to
yield insights about what it is, its purpese, and its relation to
everything else.

Pxeﬁocradcpkﬂcscphemgeneﬁ]lydealtwiththepsychemtermscﬁ
two dimensions: (1) the reason, and (2) the passions. Reason was always
regarded as the rational aspect of the psyche, the passions as the
irrational, Zeno, for example, believed that by an emxror a perversion was
produced which cperated con the mind and caused perturbations to arise that
inclined the mind toward irraticnality. The passions or perversions ot the
mind were classified into four basic categores: grief, fear, desire and
pleasure. Each category was firther sub-divided to expcse cther irrational
elements., However, Zeno finally conceded three good dispesitions of the
mind to ke oy, caution, and will

The mcst interesting paint of Zeno's comtzibuticn is that “passions”
and "good dispesitions” evalve from the same source, the mind. One senses
that Zeno, like his successors, struggled with the relationship between the
human capacities for knowing and loving.

Later, Arstotle, further developing the views of Socxates and Plato,
arganized the first rationalistic philosophy which propesed that man is
basically a knowing and ratiocnal being, but to remain so, must supress his
baser, emctional elements which tended to distort reason. In short,
uncontralled emctions could cause irrational acts. Controlled emctions,
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however, had survival benefits if they energized the body for fight ar
flight.,

Rationalist philcsophy found its extreme expression in the work of
Rene Descartes during the seventeenth century when advances in scientific
knowledge used two functions of the intelllect. The first emphasized
deductive, analyt:‘.cal and mathematical reasoning; the second, empirical and
inductive reasoning. Exponents of the first approach include Descartes,
Hobbes, and Spinoza; the second, Francis Bacon and John Locke. Both
schods&thcughté:aretwompc:tantfeaimrm—adcubtmﬁueva]@tycr
completeness of existing knowledge and a belief that the weordd is governed
by a rational arder that is susceptihle to discovery, ether by deductive
reascning or by painstaking cbservation. Science in the modern sense
developed from the inteqration of these two approaches. The process of
experimental verification of hypotheses leads to new factual knowledge not
included in the criginal theory. This usually necessitates the
modification of the criginal thecry, the generation of new hypotheses,
trying new experiments, and making new discoveries in a never-ending,
cydlic advance into unknowns.

Descartes' conception of emotion was based on intuitive abstractions
which had little basis in physiclogical or psychclogical reality. He
equipped man with a thinking substance, the scul, which he claimed did not
interact with the body. He thus completely separated body and mind, and
created a dualism that stll haunts the study of man. Descartes writes
that "the princigle effect of all the passions in man is that they incite
and dispcse the mind to will the things" that the body is to do; thus, "the
sentiment of fear incites it to will to fly; that of courage, to will to
fight. . ." (Sahakian, 1968, p. 26~27).

Thus Descartes distinguishes between passions (in the soul), bedily
commotion (in the viscera), and action (overt movement). The actual course
taken by the emcticns begins with an cbject in the environment which, via
the sense argans and nerves creates an impression on the pineal gland, a
small crgan located in the center of the brain (See figure 1). (Descartes
had no physiclogical evidence for this, and to this day the functions of
the pineal gland are not well understced.). This impression causes the
soul to apprehend the cbject and also causes the "animal spirits” in the
brain and nerves to become active. These spirits act cn the pineal gland
to convert latent feelings into passions or emction. Emction intervenes
between sHimulzs and response and arcuses the valitional dispesibtions of
the body, thus serving some useful purpcse.

Fdlowing the deductve traditicn, Spinoza develcped a mcre
sophisticated view of emotional phenomena. He began by pesiting a concept
of power. To be able to exist is a form of being pesibively able to do
something (a state of being in potentia). Power, then, is at the heart
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of his theary of affects. The changes in affective states of an arganism
are Gefined as transibons in its power relations. These transitions,
which consist of increases ar decreases in the power of the arganism,
underlie positive and negative sentiments, and the desires which ariginate
in these sentiments. When there is increase in (general) power, there is
active emoticn.

An emction may be strong o weak, persistent ar short-lived. As the
increase in power can come about only by means of an active emotion, we can
presume that the increase is in proportion to the collective effect of
intensity, depth, and duration of such an emction. Thus, the more intense,
ﬂledeeper,andmorednrableanacdveemcﬁcn,thegreaterther&rvdr
of power available to consclidate the being-in-cneself (the tendency to
withstand threat's to cne's existence) and to continue striving toward
greater perfection.

Sginoza equates levels of power with levels of perfection and suggests
that the mind undergoes considerable changes as it moves to higher ar lower
states of perfecticn, increasing ar decreasing in power in the process.

The changes reveal the nature of basic affects.

Joyisanﬁectofthemmanc:ganismsuchthatpowerisincreasedin
some ar all of its relations. Joy, however, is not an unqualified positive
affect; there can be too much of it, namely, when it is not representing
an increase in power in all relations. Thus, joy Jaetitia) is of two
kinds. The unifarmly homogenecus Py affecting all parts of mind and body,
Spincza calls hilaritas which best translates as cheerfulness. According -
to Sginoza, there cannct be too much of this kind of y. Cheerfulness
increases one's level of activity and to a degree causes cne's own
reactions and states of mind. On the other hand ttllatio, pleasurable
sensation, represents an increase in power, but not unifarmly. Therefare,
it may mean that i concerns scme, but not all, of cne's relations to
cneself, to others, and to nature at large. The increase in cne's own
striving and oy is related to the increase of cther's striving and Joy.

Alexander and Selesnick (1966, p. 99) comment upcn Spincza's analysis
of emotional qualities and his subsequent influence cn psychiatric thoughts

Spinoza called the mixture of two oppcsite emotions
vacillation of the soul; it bears the same relation to
emotions as doubt does to ideas. Since for Spinoza
emctions and ideas are intimately connected, doubt and
vacillation of the soul differ from each cther only
quantitatively. Equally penetrating is his analysis of
hope and pity. Hope is certain pleasure derived from
the idea of a past ar future event, about the cutcome
of which we are in doubt. Fear also results from the
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idea of something uncertain. When the doubt is lifted,
hope changes into confidence and fear into despair . .
.. Joy is a kind of pleasure which is derived from
something about the cutcome of which we were doubtful
in the past . . . . Pity is displeasure which the
suffering of ancther person arcuses in us who we feel
is similar to us.

This kind of pity through identification is cne form of empathy. What
we now refer to as overcompensation and reaction formation was based on the
idea that cne emction can be counterbalanced or eliminated conly by ancther
oppesite and stronger emotion.

Some two hundred vears later Bleuler czlled the Spinozan "vacillation
of the soul", amhivalence: "If we think of cne thing which usually is
connected with displeasure, but reminds us of something which used to give
us an equal amocunt of pleasure, we hate and love it at the same time"
(Alexander and Selesnick, 1966, p. 99).

Spinoza's logical cohesiveness and excepticnally complete descriptions
of psychalecgical phenomena was a precursar to a more inclusive crganismic
paint of view, especially that which culminates in the philcsophical
thought of Alfred North Whiktehead.

Organismic philcsophy as Whiteshead presents it accommodates and
recond]espdemi:sdaﬁng&cmgre-smmnatnmepraent,and
takes into account all aspects of inquiry into the subject. Because it is -
comprehersi.ve,anc:garﬁsnﬁcvﬁewcfmanfunﬁshaamoreadequateguﬁde
for the arganization of the affective domain. In contradistinction to a
mechanistic view, it explicitly accepts final cause as a determinant of
being—an influence cn the process of becoming, i.e., ideals toward which
development proceeds. The arganismic view holds thats

1. Man is a conscicus and therefore a purposeful being, endowed with
< Finit =

2. Man is proactive, striving to achieve cptimal "effectance” in
dealing with his environment (for further explanation see White,
1963, op. 185-86).

3. Man can transcend the malding influence of his socciocultural
environment and is, therefore, capable of self-transformation.

4. Man can asgire to ideals, formulate goals consistent with them,
pursue and attain the goals, and formulate new cnes.

5. Man seeks hetercstasis as well as homecstasis in arder to make
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"ereative advances into novelty”, (.e., novel sdmuli are sought
after; curicsity is an inherent characteristic of man; baredom is
not tolerable for long).

Couched in Whiteheadean phraseclogy, the above view is summarized.
can think of the universe as comprised of individual centers of feeling
(actual entities) in self-creative interaction, accepting (pcsitive
prehension) ar rejecting (negative prehension) available data. This
frocess is guided by parpose (subjective aim). There is a continuity of
development from past to present tending toward the future. Unrealized
possibiliies (eternal ocbjects), i.e., pure potentialities, as well as
actualities (actual entities) are realities of the universe. When a human
being (actual entity) adopts (prehends) a seif-ideal (eternal cbject @
pctentialself),hetaka&cnecftﬁsp:rpmin]ife(s;bjacdveaim)
the actualization of potentiality (process of becoming) in a certain
direction. A primary source of data for the self-ideal of a child is cther
pecple and the way they interact with him and help to crganize the
hope-related emctions around the ideal. Therefore, human socal behaviar
is to be understood not only in terms of the reports of sense perception
but more ultimately in terms of emctions arganized to suppart purpcse as
ideal (subjective aim).

Far Whitehead the basis of experience is emctional, broadly defined
(1967, p. 176). "Affective tone, itself, arises from a sense of
impartance®, which "reveals itself as transitions of emotion. My
importance is my emctional werth now . . . ." (Whitehead, 1968, p. 117).
Fdlowing this perspective, Whitehead (1969, p. 45) pesits a daim that -
“retreat from an expansion towards®, what modern thecrists often refer to
as differentiating processes of withdrawal-approach ar adience-abience, are
"rrimitive modes of functioning® and when cne perfarms in this way, he is
"merely reacting to the way externality is impressing on us its own
character®, An excellent point for all of us to remember, especially
therapists, is his thesis that "you cannot retreat from mere subjectivity,
for subjectvity is what we carry with ust"

The above elucidations in no way complete Whitehead's elabortion cn
the nature and purpose of emction. We will return in subsequent sections
of the paper to his philcsophical synthesis.

Scheler's (Frings, 1965) philcsophical thought about the nature of
emotions enriches cur understanding. He analyzes a mumber of
feeling-states which are different in depth and intensity. The ward
"feeling“inGermancanra‘fa'toastm:ecffaelmg,formstance,thatcf
illness, health, weakness; and it can refer to a feeling about this state,
ie., to feel a feeling, so that “to feel” is intentional to such a
feeling-state. Pain, as a "state" of feeling, can be endured, suffered,
psychically suppressed, ar even enjpyed. Pain, as a state, can be felt, as

We
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these examples show, in different ways. It fcllows from these distinctons
that feeling-states refer to a content and feelings to the emoticnal
reaction to the content.

Happiness, blissfulness, cheerfulness, comfart or pleasure and their
oppcsites (misery, despair, sadness, pain) are dearly different individual
st&s,forammanbemgcansn]lbehappymmepmceso:sﬁadng
pain. Feeling-states and feelings participate in a fundamental
stratification of emotional depths. Scheler distinguishes four different

stratacffeehng—s:ata which carrespond to the whale structure of human
existence:

1. Physical feeling-states (e.g., pain, sensation of tickling,
itching, etcl).

2. Bcady or vital feeling-states (e.g., weakness, anxiety, illness,
health, etc.).

3. Psychic feeling-states (e.g., scrrow, Yy, sadness, etc.).
4. Spiritual feeling-states (e.g., blissfulnes, despair, pangs of

consciousness, etc.).

Physical feeling-states are fundamentally different from the cther
three feeling-states in that they are local and extended, cn or in a bedy.
They are subject to willful removal, guidance, and arbitrary change.

Vital feeling-states of weakness, strength, illness, or cne of growing
a declining life (feeling-states of youth ar age) cannct be willfully
mastered or willfully produced in the same way as physcial feeling-states.
All feeling-grates are indications of values (positive) and disvalues
(negative). Besides these indications of values and disvalues, vital,
psychic, and spiritual feeling-states are also prognestications, warnings,
o summons for the execution of reactions to avert forthcoming dangers.
The value content of a vital feeling-state is present before any damages
or advantages in a living being occur.

. Psychic feeling-states are related to cbjects in the envircnment
including cther persons, and can be shared. Thus they differ from the
cther feeling-states which are only withn the subject itself. The
feeling-state here is intentional and can be re-felt in the form of
sympathy. Psychic feeling-states can hardly be changed through changing
body conditions because they are closely attached to imagined cbjects which
are mcstly independent of the body and its condiions.

Spiritual feeling-states pour forth directly from the core of the
person (e.q., the feeling~state of pangs of conscience) and shine through
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the person and his life. According to Scheler, to have or not to have
spiritual feeling-states is not dependent on willful intentions at all.

Scheler's hierarchy attempts to categorize a range of
feeling-states which emphasizes the mle of environment, interaction,
and evaluation.

The foregoing discussion shows how affective consciousness is highly
differentiated and appears in a number of distinctive forms. It is by no
means tightly arganized and arganically ccherent. For example, fear deoes
nct depend upon anger, ar love upcn fear. The re=lation here is cne of
independence. Happiness, however, cannot occur with sadness. Here the
relationship is antithetical, not independent ar complementary. Certain
forms of affective conscicusness are highly intellectnal in their content
as we shall discuss under aesthetic and ethical considerations.

The develcpment of affective conscicusness, like cognitive
development, is subject to the same laws of learning (differentiation,
integation, and generalization) and may be enriched by the accumulation of
past experiences ranging from primitive responses of a child when he is
angry to that of an adult capable of showing anger at imjustice. The next
section sets forth a mumber of psychalcgical perspectives regarding the
development of affective competance.

Psychalogical Perspectives

The purpcse of this portion of the paper is to document a mumber
of concepts which support the ANISA theory of affective competence.,
The concepts included are "energy as a source or background of
emoticn”, the "purpose of emoticn in the human aramism”, and "affective
conditioning®. (Neither space nor time is adequate for a full
elaboration of these concepts. Please note the bibliography for
further references.).

This documentation draws heavily on the hiclogical and behavicral
sm.encs,andwﬁ:hmthatzangeexamnestheworkscflearmng
thecrists, medical researchers, psychalogists, therapists, and
dlinicians.

Energy as the Scurce or Background of Emoticn.

In formulating his interacting-pattern theary of the affectivities
o emotions, Cascn (1933, p. 283) called specific attention to the mie
of conscicusness and learning processes in affective development. His
theory acknowldeges a multitude of processes, cutting across every
domain possible, defining terms and indicating relationships.
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. . . feelings and emctions are arganic patterns of
interacting activities which simultaneocusly invalve
many different kinds of processes although the
different processes may not be invalved to the same
degree. In addition to conscious experiences and
associated language habits, the affectivities always
simultanecusly invclve processes that are physical,
chemical, neurdlogical, endocrinalogical, visceral,
senscry, muscular, conscicus, unconscious, etc.; and
the causal factors cperate in both directions between
each actvity and practically all of the cther
activities invalved in the total arganic pattern. The
sensory processes, for example, influence the nervous
proc&ssandthenervouspmcasainﬁnencethe

The value of the interacting-pattern theory lies in its comprehensiveness.
T takes account of the interrelationships among the varous felds of
inquiry which offer some contribution to the arganization of the affective
domain. Furthermare, this thecry explains individual differences in
affectivity. T concedes that althcugh each person has many different
affective experiences, some feelings and emctions do not occur in everyone.
There are individuals who have never experienced a persistent feeling of
amd.etyandothexswhodonotunde:standthemeaxﬁngsthatthewcrds
despair and passion are intended to convey. The affective differences
betweendiﬁerem:peopleandintheamepe:scnatdiﬁe:entﬁmaareme
to differences in the arganic pattern of interacting activities. The
interacﬁxg—pattemmecryiscongmem:withtheAmsAthecryﬁ
devebpmentinthatitidenﬁﬁesim:eracdcnathemeambywhich.
development is sustained.

_AnctherpaperwkﬁchszpportstheAMSApcsSﬁnnismebyMcanney
(1930, pp. 54-57) in which he uses the term energy as a referent to
emction. "Man", he says, "might be conceived of as an energy system ar
ﬁddcfforceatbempdngtomaintzinﬂse]fandﬁsrela’dorswﬂ:hthe
universal continuum®. In promulgating this view he endows the terminalogy
associated with physcis with new meaning. Energy in physics is defined as
a force which can be exerted in a varety of ways and appears in different
forms (mechanical, heat, light, gravitational, electrical, chemical, etc.).
Dynamic qualities of the external wardd, such as mass, energy, SITess,
eleccﬁcalpctemia],andtemionmayverywellbeappﬁedmtheintemal
wodd of man. McKinnet reascns that the concept of energy represents a
pdntcfunﬁ:ybetweenpsychdogyandphysdsandamonqammberof
theories about emotion. This idea gains credence in light of the trend of
scientific thought toward the integration of disciplines. Einstsin's work
regraemsthemcsta:tstandingemmpleoftrﬁstzendinmodemsdenﬁﬁc
thought. He bridged the gap between two conceptions (electromagnetic and
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gravitational fields) by showing a sameness in underlying principles which
unites them.

The use of the concept of energy in thinking about emoction is ancient,
dating from the Greeks to the present. Duffy (1951) propcsed that the
concept of energy mohilization and direction be a major object of
gsychalogical study. The term energy mohilization, as Duffy (1951, p. 32)
explmns:t,zefe:stotheza]easecfpctenbalene:gy stored in the
hs;esoftheorgamsm,fcrusemacnvmycrrmse. This energy
maybetsedfcratherccvertorovertacnv:ty It is the energy used in
attending and thinking as well as in locomoticn and manipulation.

Duffy goes on to list four propcsitions which can be fully supported
empirically:

1. Every activity, overt ar covert, in which the individual engages
requires the release of energy.

This is consistent with the ANISA view that actualized psychalegical
potentialities are patterned uses of energy appearing in different forms
(psychomotor, perceptual, cognitive, affective, and valitional).

2. The extent of the energy release is determined by the degree of
effort required by the situation as interpreted by the
Individual. For example, difficult tasks require more energy
than easy tasks; situations which the individual regards as
sgmﬁcarmmrdanontohsgoa]sze]easemoreene:gytban
these interpreted as lacking this significance.

Trnsgcposu:onsmpcnstheANISAzdeathatmmentoftheamusal
s:ate(enecgyavaﬂab]etcthecxgamsm)zsan@enualpartrfthe
information needed by the crganism to assess its condition of viahility.

3. The extent of energy release is determined also by physiclogical
factors, such as endocrine secretions, food, and drugs.

We agree that the biclogical integrity of the crganism determines to a
significant degree the quality of its perfarmance and, therefore, the
energy required to secure that integrity is cudal

4. The extent of energy release vares with the type of situation
and with the individual.

We agree also that variation in the kinds of interaction with different
environments determines the quantity and quality of energy released.

Activation-arousal thecries of emotion (Plutchik, 1962; Young, 1961;
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Arnald, 1970; Berlyne, 1961; de Charms, 1968; and cthers) build on the
concept of energy utilization. Strecker and Appel (1960, p. 103) summarize
the mile of energy in human development:

Emctions and feelings supply the energy which makes the
mind wark. Without emoticnal energy man, although he
could live, wculd be inert, existing in a vegetative
state....itisemcdonalme:gywhichenab]sman

to get cut of bed in the moming, to dress himself, to

go to weark, to play, to make love, to care for his
children, to build bridges ar paint pictures!! Without
emotion he would do none of these things, but repcse, a
breathing lump of day. . . . the hiclcgic purpese of

emction in the human arganism is to supply energy in
crder for it to survive.

The Purpcse of Emocticon

After a multidisciplinary study, Jacobsen (1967, p. 125) concluded
thats

Emction is the framewark in which man apprehends
reality. It is evaluation of the situation with which
he is confronted. To adapt and thrive in any set of
external conditions, every crganism is chliged to
evaluate them with respect to its own welfare.

Jacobsen's studies justify regarding emctions as internal signals
which report on the conditions to be met if the welfare of the arganism is
to be safequarded.

In emctional states, the individual is moved to take
cognizance, evaluate and respond to some event,
circumstance ar condition, real ar imagined. Often
this is a form of welfare response in which all systems
in man take part. The cerebrcspinal and strated
neurcmuscular systems show active pattern insofar as
there occurs perception, intellectual evaluation and
motar response; in short, there is purpeseful effort.
The vegetative nervous system, endocrine system and
visceral systems, including smecth and cardiac
neuromusculature, show coordinate responses intricately
interwoven among each cther and also the cerebrospinal
response.

In his view, then, emotion is distinquished as an arganized, purpcsive
response of the individual to environments ar internal conditions marked by
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overt cr covert actions.

Chein (1972, pp. 275-76) likewise assigns to emction the task of
"assessment-cf-situation”. However, he goes beyond a description of
affective states and their function and discusses the role of "right”"
affects and how they may be developed.

. . . it is important to try to achieve the rdght
affects by seeking cut occasions in which they are
likely to occur, avaiding occasions likely to promote
wreng affects, and seeking to monitor cne's feelings
and to discipline them. That is, having right and not
having wrong affects becomes an enduring concern. The
normatization of affect is not the only factor to have
such an effect. Affects, after all, come to signify
how our affairs are gaing so that they provide data
that are invaluable in monitoring cur affairs.
Mareover, the uncertainties of existence are such that
we need feedback to tell us that cur management is as
effective as we hope it to be.

Chein also confirms cur contention that when one arganizes his
emof:.onsagamst}nmselfbyfaﬂmgtcmcecraapythcsetaskswmhare

necessary for his survival, he suppresses his own potential and winds wp a
pathclogical case. He says:

In the case of a feeling like pleasure, where it seems
tobemucheasxertopdgemtensxtythandegm cne

achieved pleasures and the avaidance of displeasures,
mch:dmgthosecfthelatta:matmaybea@aated
with cur more important enterprises.

Qut of this statement looms a mighty task—to teach children how .
to like those enterprises which contribute to the continuing actualization
cfﬂaezrpctenﬂahﬁaandtothequahtycfthars:mva}. Mcre
attention will be given to this topic in the secticn, "Pedagcgical
Implications®.

Affective Conditicning

vamgoxgamsmsmai:havethegreatstprobabﬂ;tycfsmvalare
thcsewmchcanlearntcmda:penenc&ewmchthreatensmval. Living
systems therefore need to have Luilt into them a means of appraising

viakility at any given moment. Emotions as states of consciousness
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function as such appraisers. If a person has gone through an experience
which threatens survival, he will retain in his memory a strong association
between the experience and the threat such that when he is about to have a
similar experience, there will be an emcticnal reaction that will

predispose him to avaid the experience a second time. The emotional
reaction funchions as an appraiser of the arganism's viahility as it
approaches the threatening situation. The subjective emotional experience
informs the crganism that there is danger ahead and that action cught to be
taken to avaid it.

Thus, patterns of emotional reactions are mare subject to learning
through conditicning than almost any cther categary of potentiality.
Emoticnal reactons have their roots in bodily sensations of pain and
pleasure—sensations which give direct information about the state of the
body in terms of physical threats (ack of axygen, lack of food, broken
limbs, ar cther kinds of wounds cr injury)—sensations which become
associated with particular perceptions, thoughts, and muscular movements.

The child's interactHons with the envircnment has an effect on him’
just as he has an effect on it. Generally speaking, the most responsive
aspects of the environment will tend to have greater effects on the human
being than unresponsive environments. For instance, a child who approaches
a hot stove and touches it will have a mcre intense emotional experience
than touching something that is neither hot nor cdld and which deoes not
move; a child who catches his fingers in a mousetrap will have a mare
intense emoticnal experience than he would if he touched a wooden block.
In cther wards, there are mcre dangers as well as possiblities for
increasing viahility among these elements of the environment which are
responsive. The most responsive of all environments is the human
envircnment: that the interaction is rewarding (pcsitive), neutral (zero
valence), ar punishing (negative). It is important to remember that
children may receive punishment from adults while they are interacting with
a passive ar unresponsive aspect of the physical environment and come to
associate the punishment (negative emctional state) with that particular
aspect of the physical envircnment as well as with the person providing the
punishment. Of course, the same is also true for neutral and good
(rewarding) experiences.

The kind of arganization of emoticnal life which underlies affective
competence depends upen just and reascnably consistent reactions on the
part of the human environment., Far example, if a child interacts with a
particular aspect of the physical envircnment (say, a cookie jar) and gets
aspanldng&omtﬁsmotherononecccasionandthenwhenhemteractsunder
smilar circumstances with the same part of the physical environment on a
subsequent occasion, he not only gets a cookie but also a smile ar some
cther kind of symbalic cue of approval ar reward, the child's association
of beth painful and pleasureahle experiences with the interaction with the
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same physical object may very likely introduce conflicts into the
arganization of his emotions. Such conflicts make it almest impessible to
give an accurate report on the condition of the child's viahility (.e., he
does not know whether it's safe ar unsafe); in fact, his emotional
reactions indicate that it may be either ar both and the conflict itself
percipitates cther kinds of emotions which may be dehilitating—frustration
and anger stemming from the consequent paralysis or inability to act.

Affective develcpment from an ANISA perspecthive accommodates the
dassical thecry of conditioning, takes into account the power of modeling,
imitation, and identification, incorporates the concept of effectance as a
source of intrinsic motivation (.e., it is self-rewarding), and accepts
ideals and sense of purpose as indepensible determinants in the
arganization of man's emoticnal life. The ANISA thecry shows how and why
justice is the mrimary social force in asscciating the hope-related emotion
with patterned uses of energy which assure viahility (continuing
acmahzatzoncfpotentxabty)andfear-ra]atedemct:omthhusad
energy which threaten viakility (suppress potential). Imjustice creates
pathalogical arganization of the emotions because it causes fear-related
emotions to be asscciated with uses of energy that are not bad ar wrong.
This leads to inhibition of actions that should, in fact, be regarded as
acceptahle. Given this explanation, it is not difficult to see why the
consequences of prejudice are so devastating—the consequences are nearly
always forms of unjust action which create pathalcgy in the arganization of
emotion and undermine the development of affective competence.

Physiclogical Perspectives

The field of neuralphysiclogy has cpened new areas of investigation in
affective development. Certain parts of the brain and their functional
relationships to emotion ars now known. Descriptions of these are needed
mordertounde:standmemlethene:vomsystemplaysmemcmnal
experience, Onlythemef&cfd@cmnszsprmnded

The central nervous system is composed of the krain and the spinal
crd. Nerve cells called neurons pick up electrical impulses from
receptors in various parts of the body, both external and internal, and
transmit messages through the spinal cord to the brain. Other nerves send
messages from the brain to varicus parts of the body.

The nerves which transmit messages back and forth from the brain to
the skin and muscles of the limbks comprise the peripheral nervous system.
Other nerves which transmit messages back and forth between the brain and
the viscera (heart, lungs, intestines, etc.) comprise the autonomic nervous
system. The autcnomic nervous system helps regulate heart rate, hlood
pressure, and gastrointestinal functions, all of which cccur more or less
artomatically and are not ardinarily under voluntary comtrol. The
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autonomic nervous system has two sub-systems: sympathetic and para—
sympathetic. The sympathetic nervous system governs actions during
emergency situations., It regulates the blood circulation so that argans
like the train, the heart, and the limb muscles can receive a greater
supply of blood in arder to fight or to flee. It also causes dilation of
the pupil of the eye, which gives a greater field of vision. The para-
sympathetic nervous system contrals those actions which help the arganism
aurvive over a long pericd of time such as digestion, stcrage of sugar in
the liver. and constriction of the pupil to protect the eyes from toco much
light.

Certain parts of the limhic system are particularly implicated in the
subjective experience of emotion. The primary function of the hypothalamus
is the requlation of consummatory behavior prompted by hiclogical needs
such as hunger, thirst, and sexual drives. The hypcthalamus is also
implicated in the behavicral aspects of emotion; for example, tame cats can
become savage when electrically stimulated in the hypothalamic area.

The reticular-activating system is compcsed of a mass of cells from
the brain and cther parts of the body which extend from the brain stem to
the thalamus. The functon of the recticular-activating system is to keep
the train in a state of consciousness ar wakefulness., Itk alerts the
cerebral centers to incoming senscry impulses., It regulates the flow of
sensary signals into the brain, thus determining whether the arganism will
be in a state of arousal ar in a state of restfulness or sleep. Different
states of arousal are experienced as different kinds of emotions.

The limhic system is an interconnectsd group of brain structures
located in the forebrain., I is responsible for mumercus reactions of the
arganism including attention, the inhibitHion ar facilitation of movement
patterns, and visceral adjustments. Mcst of the impulses carrying

"emotional® messages are received by the limbic system which passes them on
to cther cortical areas.

As an example of emotion related research, we cite Grastyan's (1968)
repart on work carried cut by Olds and Milner. They experimented with the
electrical sHimulation of the hypcthalamus of freely moving rats by means
of implanted electrcdes and demonstrated that, when certain regions of the
hypothalamus were stimulated, the animals invariably returned to that
particular corner of the experimental encicsure where the stbmulation had
been applied, while when certain cther areas were stimulated, they
carefully avcided returning to the spots where this sdmulation has taken
place,

This preference-and-avaidance behavicr suggests that the animals
desire sHmulation of certain areas of the hypcthalamus, presumably for
the pleasent effects produced, while avaiding the stimulation of cther
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areas, apparently because of the disagreeahble effects.

This experimental method of studying the relationship between brain
structure and behavior permitted both a systematic mapping of cerebral
areas characterized by pesitive and negative self-sHimulation (reward and
punishment areas) and the quantitative evaluation of the effects of PR
electrical brain sHimulation. This study showed that the two effects,
reward and punishment are related to specific anatomically definable and
interdependent areas of the central nervous system.

Ancther impoartant way in which the nervous system is implicated in
affective experience is through the stimulation of glands which secrete
hormones, Harmones are hiclogically active chemical compounds which are™ o
put into the blocdstream and act cnly on specific target areas ar argans of
the body. The word "hormone" comes from a Greek word that means ™o sdr
up”. Certain impulses coming to the glands via nerve cells will sHmulate -
the secretion of hormones; cther impulses will inhikit secretion. - Once—imp— ——
the bloodstream, the hoarmones circulate throughout the body and act on
("sdir up™) cther argans and muscles. They can, for instance, help to
T T 7T 7T U TTrequlate behavior by increasing the level of excitation, causing muscular -~
movement, ar influencing visceral funcHons, all of which are patterned
uses of energy which are reflected in emoctional states.

Aesthetic Perspectives

-.  Assthetic experience depends upon the apprehension and appreciaticn of
~-—- crder., Order, according to Whitshead, is the lire of beauty. Furthermore,
arder is the prmary quality of living systems; disorder ar randomness is
inimical to life. This "“feeling good" about arder and beauty is important
to survival., Having the hope-related emotions associated with arder and
R beauty helps to guarantee survival and improve its quality. Asethetic
experience, then, makes us feel more viabhle. It is therefore not
surprising that man should create arder and beauty in his surroundings.
The arts are the chief formal expression of beauty which man has developed
down through the ages. The process of mroducing a werk of art symbdlically
represents the process of becoming (translating potentiality into
actuality) and that process is the reality of viability. The
arts—literature, poetry, music, dance, visual arts, and the glastic
arte—as viewed by the ANISA Mcdel—constitute a symbal system which helps
man to represent visions of pessibilites (potentialities) cpen to him.
Canscicus contemplation of these possihilities hure him forward.
Cansciousness is possible because man is capable of symbalic manipulation.
A symbal is something that our minds can make stand for or represent
something else. Consciousness, according to Bergsen (1920), is the hyphen
which juins what has been with what will be. The hyphen then must be
comprised of symbals because without them there would be no way to
regresent the past in arder to hold it in memory so that it can be compared



Affective Competence 22

with the present in anticipation of the future. Symbals, therefore,

sustain conscicusness and are an indispensible part of identifying,
expressing, enhancing, and perpetuating the emctional life of man.

Because symbals elicit and excite cur emotions, we need to have
concern for what they stand for or mean. The meaning of anything is in
part due to the emotions wmchareassoc:.atedw:thn:andwmch"t:ansfer
symbalically” (Whitehead, 1959, p. 84) to cther areas. UlHmately, meaning
comes down to the question of survival—viahility.

Ideals are very important "visions of possihilities”, particularly
"deals disclosing some sense of immaortality® (Jchnson, 1959, p. 55). No
ideal in this regard is more important than the seif-ideal—a symbalically
held vision of what cne can become. To actualize that ideal, cne must
carganize and like arganizing his energies in that direcHion. Whitehead
says, "We are considering ideals shaping emotion and thus issuing in
conduct® (Johnsen, 1959, p. 123). Because they can represent anything not
resent and things yet to come, such as ideal future states, symbdls are
powerful hres for the actualization of human potentialities.
Conscicusness and the related capacities to create symbals and form ideals
distinquish man from all cther beings. It is because o these
characteristics that the ANISA Mcodel asserts the spiritual nature of man.

Piper (1956, p. 39) expresses it eloquently:

The spiritual life ewvalves by increasing the range and
dlarity of one's ideals together with more power and
oy in their progressive realization. Ideals are
future values which we acknowledge cught to be
realized. Hence spiritual life cscillates between

present light and an adventurcus preview.
Ethical Perspectives

Just as there are self-ideals, there are also social ideals. The
former are incomplete without the latter., The arganization of emotions
around social ideals is therefore indispensible to moral competence.

Within the context of the ANISA Model, the self which emerges is
affectively competent is always understood to mean a socialized, benevalent
self who cares about the welfare—viahbility——cf all humanity.

Talngamoralposnononmwhumanenerg:saretnbeexpended,
cn how human emotions are to ke integrated in the process establishes
within the ANISA Mcdel as context for making decisive judgements about the
direction mcral development should take.

Thequcta:txoxsmtheﬁxstgagaaﬁttuspaperarevmndtesumcnm
for the need to reduce the indeterminacy and inconsistency in ethical
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matters, Otherwise, justice can have jittle meaning.

Essentially, the questions raised are: Does the nature of man have a
moral dimension? If so, what is the philcsophical base which supports that
conclusion? How dees this translate into educational practice?
Aschenkrenner (1971, pp. 18-19) affirms that "man has a mcral dimension to
his being and a grasp for moral phenocmena because he has a distinct form o
lanquage for valuation. We can make evaluative discriminations®, he says,
"because we command evaluative concepts and discowrse . . . " According
to the ANISA Mcdel, which agrees with Aschenbrenner’s affirmation, the
essential criterion for evaluation is survival—viability of the arganism.
Because man is not a precocious species, he is necessarily a social being
and his viability necessarily depends on how he interacts with cther human
beings. Since emotions provide a reading of the arganism's condition of
viahility, affective competence is inextricably bound up with moral
competence.

PART I

PROCESSES UNDERLYING THE DEVELOPMENT OF AFFECTIVE COMPETENCE:

The affective competence of a person depends upon his ahility to
arganize feelings and emotions so that further potentiality is released in
ways which constantly increase the quality of survival for himself and
cthers. Emotions, as non-verbal states of conscicusness, provide a direct
subjective assessment of the crganism's condition of viahkility. If they
are not crganized properly, the asessment will be inaccurate and lead to
behavior that does not enhance survival, The arganization of emctions
emerges through their differentiation into hope-related and fear-related
sentiments and their association (integration) with patterns of energy use
that lead to increased viahility and decreased viahility respectively.

Since the survival of an arganism has to be capable of evaluative
processes which assess the condition of viakility at any given moment and
movide a basis for modifying interaction in directions that increase the
prebability of survival. We view viability on two levels: (1) biclogical
and (2) psychalogical. We are concerned in this paper primarily with the
parcho]ogmcalp:ocsssundeﬂ.ymgwabﬂ;tyasmeypeztmntoﬂie
development of affective competence. However, it is important to
acknowledge that life inheres in the human arganism's biclogical processes
and energy system. Thus, hiclcgical impairment which stems from
mutritional deficiencies will have an effect on affective development and
such deficiencies will be reflected in affectve states, Furthermcore,
because of their physiclogical effects, the excessive use of alcohal,

ANISA
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drugs, or nicotine will interfere with an accurate reading of condiHons of
viability. A false reading indicates impairment in the ahility to
differentiate objects, events, and feelings that confarm to reality.
Consequently, one may feel relief ar even eupharia after taking alcohal ar
drugs and therefore not realize that he is actually contributing to the
suppression of human potential—his own, and in most instances, that of
cthers, including his own progeny.

Viahility from a psychalogical point of view referes to uses of energy
related to psychomotor, perceptual, cognitive, walitional and affective
mrocesses which quarantee survival, The affective processes provide an
assessment of how the processes in the cther areas are increasing or
decreasing viability by virtue of the kinds of interactions with they
environment they sustain.

According to the ANISA Mcdel, affective competence is comprised of
several interrelated processes, presented in the following diagram.

Evaluative Prccesses Regulative Processes
Reflection Facilitation
Interpretation Inhibition
Apcraisal Coping

Managing

When Evaluative and Regulatory processes are applied to interaction
with the different categories of environments as specified by the Mcdel,
they take on different forms. Since the human environment is by far the
most influential in human development, we will discuss only the forms these
rocesses take as the human being interacts with cthers., The "cthers" we
refer to here function as a secondary source of affective stimuli which
gives rise to the primary sources or antecedents: the perceptual,
psychomotor, cognitive, and walibional activities that cccur as the person
interacts with cthers. And,werefermmeproc&ssconecnvelyas
Empathic processes, which are comprised of:

1. Imitation,

2. Identification, and

3. Rediprocation.

The following sections present definitions and descriptions of these

processes. Since emotions never occcur in a vacuum (Le., they are always
associated with cther patternmed uses of energy), it is almcst impossible to
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describe them apart from their cocrelates ar associates. Hence, the
descriptions include references to cother categories of potentiality
(prmary sources ar antecedents of affective responses) or particular
environments (secondary sources).

Evaluative Processes assess the consequences of certain pattemns of
energy utilization formed in response to data from the environment. These
[rocesses always take into account a perspective of the past for its
relevance to the present and fuhwre purpcoses. After-effects of previous
experience tend to modify ar color later experiences. AIl experience,
therefare, helps to struchure affective responses which, in turm, have an
influence on all cther experiences. Through these experiences a person
developsaffecﬁveimmanence—aldndcfemoﬁonallifehistorycfan
individual, Affectve memary, then, participates in the structuring of
emotional reactions in the present.

Evaluative processes are comprised of the following sub-elements:

1. Reflection is the process of recognizing one's emctional state,
of conscicusly identifying cne's feelings at a given moment. ReflecHon
brings an answer to the question: "How do I feel?".

2. Interpretation is the process of assigning meaning to an
emotion. Evidence from the environment (both internal and external) must
be gathered to identify what set of circumstances resulted in the
particular emotion being experienced. Interpretation traces the cause of
the emotion; it answers the question: "Why do I feel this way?".

3. Appraisal is the process of deciding whether ar not cne's
emction is appropriate for the environmental circumstances. It determines
wheﬂmarmtﬂ:eemoﬁonadequatelyreﬂedsmecondiﬁoncf\dabﬂity
of the individual. Depending cn this appraisal the individual will either
fadilitate, inhibit, cope with, requlate, ar manage the emction as he deals
with the sitnation at hand. Appraisal answers the questions: "Is my
feeling justified?" and "What should I do with my feeling?",

Reflection, interpretation, and appraisal constitute the ewaluative
processes which promote the development of affective competence. Taken
together, these processes determine the asessment of the condition of
viahﬂityandﬂmsparﬁdpatemmeconsdousdirecﬁoncfmea:stﬁng
cowrse of action (which will also have its emoctional counterpart, and so
on, ad infinitum).

Lack of command of evaluative processes may account for the mental
breakdown that comes when one constantly makes inaccurate evaluations and
bases his actions on errcnecus information. The preservation of the
inteqrity of an arganism depends upon differentiating "appearance from
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reality” to use a Whiteheadean phrase. The evluative processes seek the
mruth® which is the correspondence between appearance and reality.

Requlative Processes (facilitation, inhibiion, coping, and
managing) resolve aftective dissonance which stems from inconsistent social
requirements, unconfirmed expectations, inconsistent feedback about ocne's
becoming; rovide for the constructive and controlled release of emotional
energy; they help to regulate aspects of experience to the background when
necessary to negotiate experience in the foreground. In essence,
requlative processes allow for the approprate and balanced release and
appropriate inhihition of emotional energy according to a standard or
parpese which enhances conditions of viability. Much of this is
accomplished by unifying the depth and intensity of emotions and

inating emotional polaritHes like Joy and sorrow; pathes and
tenderness. Finally, requlative processes are action criented and
therefare help to motivate the reshaping of the envircnment to improve the
condition of viahility.

1. Facilitation is the process of releasing a certain emoction.

2. Inhibition is the process of hlocking ar preventing the
expression of a particular emotion.

3. Q_Mjstheg:ccesscfmga:ﬁzingdzempe-relatedemcﬁonsto
sustain a required level of activity despite a conditioned emotional
reaction that in the past has been associated with a dangerous ar
unpleasant situation. Coping means mohilizing emotions to keep cne gaing
at all costs in the face of cobstacles. Regaining viability is the
objective,

4. Managing is the process of keeping the hope-related emotions
supporting action which maintains viability. While coping refers more to a
concerted drive to remove threats to viahility, managing refers mare to
keeping the threat away cnce it is gone.

Facilitation, inhikition, coping and managing serve to integrate
emotions by bringing them under some kind of raticnal contral. Thus, these
[roceses necessarily have cognibive elements. These elements help an
individual to wark through temporary instahilities produced by overload of
input from both inner and cuter environments and to regain stability.

Empathic Processes arise out of evaluative and regulative processes
as they pertain to interaction with cthers. The word "empathy” comes from
the word which means “in-feeling”. While empathic feelings concern
assessment of viakility as determined by relationships to all cther beings
in the universe, both animate and inanimate, we are primarily interested
here in discussing empathy as it relates to human interactions. Empathic
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feslings are often referred to as the prime enforcers of unity.
Sub—grocesses include:

1. Imitation is a process of accommodating to oneself those
behaviors manifested in a model. The degree to which imitation takes place
dependsmtheperceivedn%dforthecompa:end&se:dﬁbitedbyamodel.
Kubn (1973) holds the view that cne accommodates to medels in the
envircnment insafar as they are relevant to him and he attempts to
incarparate these experiences into his weorld view. In an experimental
imitation situation the child may imitate if he considers it the
appropriate activity and the modeled behaviors are within his capacity.
Mudcwc:kremainstobedcnemtheeﬁectscfﬁectivemodeﬁngalthough
we hold the view that significant cthers in an environment must become
effective models for children.

2. Identification is an acquired cognitive-affective response
within a person which embodies some & most of the attributes, motives,
characteristics and affective states of a model in a way that these
elements become a part of his psychalogical arganization. The major
imp]icaﬁon&ﬁﬁs‘ﬁewisthatthepe:sonmaynaacttoeventsoccurﬁng
to the model as if they occurred to him. KRagan (1958) reccgnizes two goals
which motivate identification: (1) a feeling of power ar mastery over the
environment and (2) love and affection. Attainment of these goals leads to
diminution of anxiety over helplessness ar loneliness.

3. Redprocation is developmentally a primary process. I begins
Withmotherandmfantinthelearmngandqnthedswkﬁ.chtaksplace
betwen the systems of internal and external communication of each. What is
experienced by or takes place internally in the infant is communicated in
bodytermstomemctherwho,withvaryingdegresofs:ccssandtbmugh
her own affectively felt experience, responds to the infant's needs. This
is’daeprctotypedad&aracteﬁsdcpmpertycfﬁeds.namely,that
manifest expression of affection by cne person typically evokes an
affective response in cthers. A mutual return of affectvities is a
cohesive force which builds trusting relationships.

Imitation, identification, reciprocation are thcse empathic processes
which arganize emotions associated with the interaction in the human
environment,

The categaries of processes mentioned in this paper do not constitute
a formal curriculum in scheals today. Because these are mocesses
underlying the arganization of emotion, we feel chligated to include them
in the process-carriculum. While much work remains to be done in the
aﬁecdvedomain,wearecertajnthereismeﬁtinforgingaheadcntm
requlative processes: facilitating awe, appreciation, courage, dgladness,
happiness, gratitude, hope, humer, Ty, love, modesty, reverence, trust,
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and wonder; inhihiting arrogance, destructive impulses, envy, Jealousy, and
rage; coping with despondency, dxsappmntment, hatred, prejudice,
resentment, revenge, and sadness; managing anger, anxiety, cowardice and
fear.

PART I

THEORETICAL JUSTIFICATION: ANISA

The function of thecretical justification is to show why the processes
are a legitimate part of the ANISA curriculum. The sole justification is
matmeyareﬂuemaryp:oc&sesmdeﬂymg}eanmgcompetence.
According to Jardan (1974, p. 60), learning competence is:

the conscious ability to kreak down experience, whether
internal or external, into separate contrastable
elements in a new way, thereby generating new
perceptions, new thoughts, new feelings o emotions and
newml:em:nnswmchmaycxmaynotbeexpressed
immediately in some form of new overt behavior
(integration) and, to transfer the new comhination or
integration to similar situations (generalizaticn).

The attainment of affective competence depends upon these same
fundamental processes. One's sxrvival in this wardd depends, in part, on
his competence to "read" it with some measure of accuracy. This requires
cz:etcd:ffezent:ate,mtegmteandgenerahzeaspedsdexpenencem
reference to feelings and emotions in ways that keep him in touch with
reality. Bangmharmonyw:i:hreahty:s’d‘xehaﬂmaﬁccfammpetant
person. Affective consciousness helps cne "read” the warld, interact with
ik, and survive in it.

Research in the affective domain adequatsly demonstrates that as the
processcfdxﬁerentzauonxss:engﬂlenedam:sablemmalemore
accurate "readings® of a constantly changing environment. As integration
xss:engthened,mechﬂdreactspcanvdytcﬂa@emandﬁea]s
which facilitate the release of human potential and negatively to these
which suppress human potential. A higher level of integration occurs when
a child is able to make the match between his reading and reality. As a
child makes more and mcre accurate readings, he begins to generalize
accurately. In’dlepmcesbebecomaawarecfwmchraadmgsarehkely
to recur under what circumstances. When cne can depend on his readings
because < his immanence, he recognizes that the new occasion to take a
reading will be in conformity with what has gone befcre and he, therefore,
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feels competent in assuming that the same results will accrue from similar
actons,

Each category of potentiality contributes its gradations to the
"psychalogical yardstick" for measuring affective development.

DEVELOPMENTAL CONSIDERATIONS

Development, according to the ANISA thecry, is sustained by
interaction of the arganism with the environment. What kinds of
interactions with what kinds of environments foster and sustain
affective development? These questions will receive very general
treatment at this time because we lack the evidence provided by
longitudinal research along these lines of inquiry. There is,
however, a vast literature cn emoctional development generally
aganized on the notion of what is considered the "norm”.
Develcpmental levels arganized around such norms are usually
age-related, and therefcre, fail to account for equally impoartant
variables such as the quality of envircnments and the quality of
interactions in those environments which may make a difference in the
affective competence of children.

There is evidence which indicates that interactHion which mitures
affective develocpment, psychalcgically and hiclogically, begins in
the uterine envircnment, The Fels Institute workers at Antioch
Cdllege, Yellow Sgrings, Ohio have found that emocticnal disturbances
in the pregnant mother may be communicated to her fetus in chemical
form. This is shown by a marked increase in the activity of the
fetus, Under severe emctional stress, especially during the latter
menths of regnancy, such mothers have bahies who become hyperactive,
irritable, and squirmy. Apparently, the mother’s emotional
disturbance manifests itself in impulses which pass from the cortex
to the thalamus and hypothalamus, proceed along the infundibulum to
the pituitary gland. This gland then secretes varicus hormones
directly into the bloodstream which activate the glands of the rest
ot the body, and pass directly through the placenta into the fetus
and there act upon it. Since the chemical secretions of the mother
influence the viahility of the unbarn child, the emoticnal states of
the mother will have effects cn the child even befcre the extsrnal
environment can impinge upon him.

Evidence is mounting which confirms the role of mutrition in affective

develcpment, Eisenberg (1973, p. 221) summarized earlier studies and
concluded that:

29
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. . . the rapidly growing brain of the fetus and infant
is excruciatingly dependent on the adequacy of its
nutrition. What has been equally evident is that the
nutriment the growing brain requires is affective and
cognitive . . . The extraordinary dependence of the
uman young upon adult care and caring provides both an
unparalleled opportunity for mental and emctional
development and a period of vunerahility to profound
distortion by neglect.

We can discern from these krief references that the issue of viahility
assumes awesome proportions when cne considers that the interactions of
cther uman beings affect that viahilility in ways that release ar suppress
human potemtial. Obwvicusly an impoverished envirenment—hiclogically and
psychalogically—combined with impoverished interactions will mest likely
result in human beings who are affectively deficient and who, therefore,
areunab]etoaccuxatelymthdrmndiﬁoniﬁabﬂityandraspond
appropriately,

As development occcurs in a process there is a progression from a state
cfze!aﬁ.veundiﬁerendatedn&toas:atecfincreasingdiffaremiadon
and hierarchic integrtion. The processes we have identified for the
affective auriculum await further research to ascertain information
perﬁnetmtomei:maardﬁcaladerﬁnvaﬁantsequams,sensiﬁveand
critical periods, etc.).

Because the human environment is imglicated so heavily in affective
devdcpment,weplaceizustatmecoreda]lmeinteracdveprocesss.
The infant must be able to satisfy his basic needs for food, warmth and
comfort. Upen the foundation of txust that develops during this periocd
rests his emctional security throughout life.

PART IV

PEDAGOGICAL IMPLICATIONS

Teaching competence—knowing how to teach—is the conscious ahility to
arrange environments and to quide interactions which make it easy for
children to learn how to learn. This means that the guided interactions
must facilitate differentiation, integration, and generalization as they
pertaintoﬁedivepotem:ia]ityso’duatdaﬂdrenbecomeﬁecdvely
competent at an cptimum rate. Teaching competence also depends on knowing
whattnteach,thatjs,having}mowledgecfcontemtaswe]lasm
(Carney, 1975).
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We have indicated that affective development proceeds largely, by
interacHons in the human environment. For that reason, we focus atention
now cn certain aspects of arranging the human environment and of guiding
interaction with it in ways which facilitate the attainment of affective
competance.

ARRANGING THE HUMAN ENVIRONMENT
Maintaining Riclogical and Psychalogical Integrity

Whitehead (1959, p. 18) reminds us that "our mcst immediate
environment is constituted by the various agans of our own bodies .
Inctherwcrds,eachpe:son:sanommpraentpart&msownhuman
environment that he must take care of. To maintain the hiclogical
integrity of cne's own body is, in part, an assurance of wholesome
psychalogical functioning. therefore, those arrangements which support
mutrition and learning will increase one's viability, and will set
processes in motion for the release of further potentiality.

One of the fundamental realities, expressed as a first principle in
the philosophical base of the ANISA Mcdel, is that human potential is
unlimited, Ateacha'whoanangatnsactmns,percephons,thought,and
feelings around this view regards no child as uneducable and interacts with
children cn the basis of their pcsitive strengths and possibilites.
Children bring with them an affective immanence which must be diagncsed if
a teacher is to prescribe developmentally appropriate learning experiences.

Modeling (Bandura, 1969)

Since research has shown modeling to be cne of the mcst effective ways
of teaching, the teacher must be careful how he functions as a model—how
he "arranges® the bit of human environment he represents. Most of a
child's social behavior is learned initHally from cbserving the actions of
cthers. This means that modeling influences learming significantly. It is
impertant, then, for a child to have as his models persons who reflect
morally sound principles and are calm and relaxed. I is also important
that he have about him persons who emcte spontanecusly, whese lives are
enriched by responding to hope-related emcticns. A dynamic model evinces
such a radiance that a child experiences a vicarious "feeling good" about
the responses the model makes.

Ourmajcrtaskzstoexplmtﬁﬂythepctem:almscfthemodelmg
process so that emctions are conditicned in ways that enhance viahility.
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Regarding Human Diversity Without Prejudice and with Aprpreciation

We asume that every teacher has so successfully identified himself
with the muman family that he regards the diversity of humanity not only
without prejudice, but with appreciation. The manifestation of prejudice
(racial, sex, religious, ethnic, class) toward anyone is a deadly
suppressant of human potential particularly because the victim's feelings
get arganized around fear-related emotions. Overcoming prejudice means
finding and responding to the mcst fundamental reality of man's nature so
that everyone's feelings get arganized around hope-related emotions. An
appropriate grouping of children across age, sex, dass, and ethnic
categcories makes possible a varety of arrangements in the human
environment which may alleviate emoticnal commitments to errors and
falsehoods about cthers. One of the advantages of this arrangement is
that, while developmental needs are met, children have the cpportunity to
interact with each cther under non-threatening circumstances.

Estahblishing and Enforcing Ground Rules

The purpese of a st of gquidelines which establish boundaries is to
fadlitate the interactions of all the individuals in the physical
envircnment. Ground rules assist children to use their energies in
mutnally sipportive ways so that learning proceeds with a minimum of
distraction. Furthermare, ground rules create arder in the human
environment so that cocperative behaviors are possible. Given this
- context, the emotions are arganized in positive directions. Under such
benevalent circumstances a child learns how to evaluate and how to regulate
the emctions he learns, which include when, where, and how to facilitate cor
to inhikit their overt manifestations. In addition, there is cpportunity
for him to acquire the ahility to evaluate verbal and non—-verbal signs of
emctions in his acquaintances.

Guiding Interaction

Of the many modes of gquiding interaction, giving feedback, giving
directions (verbal and non-verbal), rewarding and punishing have particular
implications for promoting affective competence. Guiding interaction
resumes that the necessary diagncstic assessments have been made in
reference to the children.

Giving Feedback

Feedback in the affective domain serves the purpcse of helping
children to evaluate whether or not their emoticnal energy increases their
viakility and the quality of their survival., Feedback must help children
understand why the expenditure of their energy is warranted, unwarranted,
reascnable, unreasonable,jimﬁed cr unjustified in view of the current
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circumstances. An accurate evaluation determines which requlative process
& what comhinations of them to call into action. After the epistemic why
has been adequately responded to children need ample cpportunity to
discuss, to role-glay, and in other ways to find the best means of
releasing their emcticnal energies. The ultimate goal is to have children
so competent that they can provide their own feedback, thus paving the way
for them to make "creative advances into novelty”.

Giving Directions (Verbal and Non-verbal)

Everyt:‘meateachergivesdirectionsarmaksraqustshistonecf
vaice and non-verbal behavicrs sst the emotional tone of the moment. Every
voice variation and every gesture is "read" (evaluated) by the children.

The formidable b is to make sure that the verbal and non—verbal
directives coincide consistently.

One of the best ways to facilitate and consalidate children's
affective development is to have a genuine purpose for every directive and
every learming experience. Affective drive for leaming is likely to occur
when the process of learning is an intricate part of the task. Mareover,
if directions given are clear, chances are great that standards of
excellence can be met.

Teachers evoke emotional responses from the children by their
directives, and likewise, children display a varety of verbal and
non-verbal behaviors which need to be read accurately by teachers with th
goal of increasing the quality o survival. :

Rewarding and Punishing

In the ANISA system justice is the key factar in determining whether
rewards o punishment are appropriate to certain patterns of energy use.
Both rewards and punishments should be deserved and individualized.
Indiscriminate praise and blame confuse children because they get no
differentiating cues to guide their actions. The element of justice can
also help to determine what form punishment should take. Whatever form it
takes it should be appropriate, timely, and dearly distinguished from the
child (L.e., the disaporoval of a pattern of energy use need not mean
disapproval o rejection of the child).

Many learning experiences are, in themselves, intrinsically rewarding
and no external rewards are necessary. The goal of the ANISA Mcdel is to
hdpdﬂdreubveleanﬁngsothatddngﬁmsetﬁngswtﬁchre]easeﬂ:eir
potential will be the most rewarding of all activities. In the context of
Mowrer's two-factor learning theory, a good teacher arouses emotional
reactions of "feeling good" ar hopeful in connection with the content of
the material that is being taught.
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CURRICULUM IMPLICATIONS

The ANISA curriculum is defined in terms of process and content goals.
Pmc&ssgoalsarec:gamzedarcundcategcnsofpctenﬂahtycfwmch
"affective” is cne. Content goals are arganized arcund the cdlassification
of environments: physical, human, unknown, and unknowables.

Process Objectives

The process curriculum as cutlined in Part II of this paper has yet to
be arganized into specifications. However, the definitions are dear and
;zcwdeatleastthebaseformmed:ateapphcatmnmtheon—gmngschool
program. The process carriculum in the affective area is being "taught”
every moment of the day as teachers interact with children.

Content Objectives

The traditional schoal curriculum serves the ANISA curriculum
arganization well. Language, comunications (reading, writing, speaking),
the social sciences, human relations and ehtics mediate the human
environment. Therefcre, the fusion of the affective process currculum
w:thanycfﬂzeabovecontentareass:gg&dsmanypos&hﬂhﬁsfcr

The sale parpese of the interaction component in the ANISA curriculum
is to foster learning competence. Guidance which helps a child to attend
to and to interact with environments so that he learns conscicusly to
differentiate, integrate, andgene:ahzeaspectsofexpenencemeach
categcry&pctemahty(;sychcmctor,pemepmal,cagnmve,vdﬁmn&
affective) is the key factor in the release of human potential.

In the past when writers were grappling with the concept of emotions
andd@cdbingmemaspasﬁnrswkﬁchu:anscendedraascn,meype:haps
intuitively recognized their implication in the transfarmation process—the
process of self-actualization. Feelings of commitment are an important
element in self-actualization. Commitment is a cherishing of an unrealized
destination, goal, cr pessikility., We will speculate and experiment to the
degree that affect influences reason, perception, and walition to venture
forth. From this point of view, emotion and affective competence are
defined in terms greater than mere swrvival. It is heavily implicated in
the:.m;n:cvementdﬁzequahtycfs:mva]. J:ndeedzt:smp]mi:mthe
noton of transcendence because it is the subjective emotional experience
that makes us feel able and inclined to make the "creative advance into
novelty"—it is an experience we give many names to: enthusiasm, courage,
excitement, anticipation, confidence, hope.
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Cross-section of the krain



