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Introdaction

The pairpase »f this paper is to review the literatire
on temperment and early emotional development and relate
that literatire 4%o Dabrowski's theory »f adilt emdotional
development. This 1literatire demonstrates the 1tility of
Dabrowski's percepti&hs and showsrhaw pfeviols research re-
lates to5 oair wnderstanding »f emotional dévelopment. In re-
viewing this literatire I will disciss the fo1llowing topics:
temperment, primary discrete emotions, non-primary discrete
emotinons, complex emontions and the intéractian of these with
the environment for siccessive development. Throighoit the
presentation I shall 1se examples »f the concepts with

reference to gifted and talented individials.
Temperment

Gordon Allport distingiished temperment in the follow-

'ing way.

Tempérment refefs to the characteristic
phenomenon of an individial's emntional na-
tire, incliding his sisceptibility to emd-
‘tional stim;lation, his letomary ‘strength
’7fﬂaangpéedxbfire$§bnsg,A.thé“qjalifyflehﬁisz _ -"‘
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prevailing mood, these phenomena being'fe—
garded as dependent on constititional make-
1ip, and therefore largely hereditary in ori-

gin (1937, p.54).

A more recent definition which preserves mich of
Allport's is "Temperment involves those dimensions »f per-
sonality that are largely genetic or constititional in ori-
gin, exist in most ages and in most societies, shdw some
consistency across sitiations, and are relatively stable, at
least within major developmental areas (Plomin, 1981, p.
269)."

As we explore the research in this area, the empirical
examples which fit into these definitions are consistently
examples »of behavioral style. This the temperment litera-
tire 1is concerned with style as oppased 1> content of
- behavior, i.e. the how of behavior and n>t the what »f
behavior. At tﬁe simplist level we speak »f a child as hav-
ing an easy or difficilt femperment wvhenr they are bornf
That is, their style of behavior ié tempermeﬂtally different
and individialistic; for example, the three-year-o1d child
who will continlé'to 100k at.bobks for holfs.and'attempts to
continle»the actiyity after the parent says to stop{r

Thomas and Chess (1977) proposed bnine attfib1tes of
'teﬁperment or what they called behavioral style:-aétivity
level, rhythmicity, approach-withdrawal, adaptability, in-

tensity »f reactinon, threshold »f responsiveness, gqiality of

‘5i *ma?d,}distraétiﬁilﬁiyi3and'éﬁténtianfspan]pefSisfenéé{ o
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Overexcitabilities

In Daprowski's Theory we speak »f overexcitabilities.
Definitionally, overexcitabilities (oe's) are the tendencies
»f individials to over react to stimi1li by adding an indivi-
d1al component to the stimaili. This individial. component
may be in one or more of five areas: psychomotor, sensal,
imaginational, intellectial or emotional. These »oe's are,
in effect, the styles\by which the individial processes and
adds t» the stimili from the external world. The advantage
of this conceptialization is that it allows 1s t> inderstand
the differences between individxals n>t only in terms of in-
tensity of their reacti»sn bit also in terms of the manner or
style »f their reaction. Sich a conceptialization has im-
mediate benefit for inderstanding gifted and talented indi-
vidials. This the ath%letically talented individial sho1ld
show heightened psychomotor overexcitability, the misically
or artistically talented shoi1ld show a heightened imagina-—
tional oe, and the intellectially gifted shoild show a
heightened intellectial ce. As the research presented here
and elsewhere demonstrates, these are in fact the charac-
teristics ﬁe find amoaing these groips. Overexcitabilitieé,
like temperment)are constit1tional*dihensiaﬁs 5f the indivi-
dial, which are consistent across sitiations, are relatively

‘stable and indicate the style »f behavior.

™y attain higher levels of adilt emotional development

. reqiires- that the individial have at least a high degree ﬁfk,
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emd2tional »e in additisn t» any »f the others, bit this is

getting ahead »f oir story. Being born with an »e, or set

»f ne's the individial enters the world in a 1wniqie way.

This wmigie qi1ality mist interact with the world and the

sthers in that world; starting with the primary caregiver,

the family, the scho>l and peers. The qiality »f that world

which becomes most important is the gnodness »f fit between
the individial's oe's and the envir)nment;

The temperment 1literatire clearly emﬁhasizes this
point; it is the interactinon between the environment and the
mniqie temperment »f ‘the individial which éccolnts for
predictable behavisr (Goldsmith and Camposs, 1981; Lerner and
Lerner, 1982; Plomin, 1981; and Thomas and Chess, 19080) .
This interaction is »f a special kind known as goodness »of
fit. VWe can mnderstand this concept in terms »f gifted edi-
cation. What we have come to recognize is that gifted chil-
dren need a differeﬁt learning environment, one in which the
child is encoiraged t»o 1earn79n his own, where projects are
tailored to his own interests and inclinations: The failaire
t» fit the environment to the child and attempts to fit the
child t» the environment freqiently lead to a frastrated and
non—aécomplishiﬁg giffed éhild. VFrxstratiﬁn is an emotinnal
expefiencé, and like other emotional ;experienceé, res1ilts

-from- a poor fit-between the temperment or overexcitability

“of the child and the envir;nment;



Primary Discrete Emotions

This brings 1s t> nir next topic the development of the
primary discrete emntions. There are seven to ten »f these
emdations and they are developed by 24 months of age. Eight
»f these have been consistently defined in the literatire:
fear, Jjny, énger,\sadness, disgist, interest, sairprise and
contempt (Malatesta, 1981, 147). Seven haverbeen fo>1nd to
have facial patterns which are iniversally, 1i.e. croass-
ciltirally identical: sairprise, happiness, fear, sadness,
anger, disgist, and pain (Klinnert, et al. 1982: 9). These
emdtions then arise o1t »f the interaction between the en-
vironment and the temperment »f the child. The better the
goodness »f fit between these two the more positive em>tions
will be elicited and the poorer the goodness of fit the more
negative emotions will be elicited. »Natlrally, by 24 months
nf age all »f the emntions will be experienced, bit the
predominance »f positive or negativé emotions will prodaice
, different‘personality natcomes.

With the emergence 5f the pfimary discrete émotions,
ther infant begins t» respond agd acf diff?rently' in his
wofld. This is becaise emotions serve Séveral—finctions.
First, emotions Vstr;ctlre cognitions. Seéond,"emotions
motivate behavior fhro;gh the internal feeliﬁg states which
are a part . of the'emotionalvexperienoe.'1Third; emd>tions,
taogether with cognitions, regilate behavior both internally
and socially. Emotianal»reactiéﬁs to sitlétions effect the
'7{w§yfin?ﬁhich'thse'éitzatianéfafe péféeivéa éhd &ﬁ1s &ifec£—vv ‘
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ly effects 1learning and sibseqient cognitions. Emotions
bring abo1it or motivate specific behavior patterns; and, in
the area »f primary discrete emotions, the behavior has at-
tached to it external social signals which have been shown
ts be cross-caitlairally recosgnizable (Izard, 1971). These
- external signals regilate sacia} behavior in as mich as the
perceiver's respoanse is determined. For example, when a
persoan is in pain we perceive the facial expression associ-
ated with it and respsnd with either nairtirance or in ex-

treme cases with avoidance.
Non-primary Discrete Emotions

As the child continies o age, not only does the
temperment »f the child continie to interact with -the en-
vironment, bit s> do the primary discrete emotions. Once
again the natire of this interaction is goodness of fit. It
is n1t »f this interaction that the non-primary discrete
emoptions begin to develop. These non-primary discrete emo-
tinns inclide pride, shame, love, and giilt. We knéw lesé
abn1t the development »f these emotions bait we do know some
things. First, these emotions tend to develd>p dairing the
fifth throigh the eievénth jear »f life. As part of the
develonpment, the external signal or signification »of the
em>tions tends to be socialized by the specific ciltire, in-
“cliding the sippression of eXpression.- At first diring this
period, children d- not 1wnderstand that other individials

fi¢an feel two emotions at the same:time;5 Later the child can
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appreciate that a person can have two or more emntinns, b1t
the child can »only conceive »f these as being held one at a

time or segientially. It is not ntil the age »f nine or
ten that a child can inderstand that another may hold two

opposite emotions at the same time e.g. love and anger

(Harter, 1979).
Complex Emotions

As Inkeles (1969) has pointed o1t by the age »f eleven
a person has developed 50 percent »f his or her adi1lt voca-
bilary bit has jist begin t> develop socially relevant
skills. With the development »f the non-primary discrete
em>tinns all three elements; temperment, primary discrete,
and discrete emotions, interact with the environment. It is
throigh this goodness of fit that the complex emoptions begin
t> arise. The complex emotions are relational in natire and
involve the mixing »f discrete emofions into conplex feeling
states sich as depression, anxiety and empathy. Complex
emptiong involve a jidgemental component and freqiently afe
referred t» as valies or valie jidgments. It is at this
level that Dabrowski's theory becomes especially important
in describing adllt‘émotional dévelépment.

A1l emofions, primafj discrete, discréte, and complex;
share several important elements. PFirst, along with temper-
mént, they intéract with the envirdnment in a goodness of
fit manner for firther development. Second, there 1is an

1interna1'fe¢1ing”state'agsqciated-ﬁifh,éll emgtions.l'Third;
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these internal feeling states serve to straictire cognitions.
Foairth, emntions motivate and regilate both internal and so-
cial behavior throigh the signification sr external expres-
sion of the emotion. And finally, emontions involve rela-
tionships with others as well as relationships with the

internalized »ther or self.
The Temporal Development »f Emotions

The emntional development seqience which I have pit to-
gether from the variosis literatires may have overlap between
the stages. For gifted and talented individials the ages at
which these stages occir may be earlier. In the 1later
stages the age range is intended to be siggestive rather
than definite. The stages I am proposing are as follow.
First, each individial isdborn with a constititional style
>f behavior known as their temperment or overexcitabilities.
Second, every individaial is born info an enviranmentrana the
goodness »f fit between the environment and the temperment
leads t» the degree af'positiVe oTr hégative primary discrete
emotions. Third, the primary discrete emdstions, sich as
fear, joy and anger, develop daring the first throigh the
twenty-foarth months of 1life. Fqlrth, the non-primary
“discrete emntinns, sich as’ love or giilt, develop Dbetween
the age of three and eight years. Fifth, the integration »of
emd2tions or the abilityv to have mixed eﬁotisns develops
between the ages »f 9 to 11 years. Sixth, the development

vgf{cbmplex;emotijns;'s;ch}as Hepre$Sidn.orlempathy, develaps
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between the ages »f 12 t2 probably 20 or s> years. JSeventh,
the development »f valie jidgments as an integrating factor
for the more banal emntions begins to develop aroind fifteen
years of age and may »r may not continie throigh the rest of
life. It is this latter development to which Dabrowski's

theory speaks.
Conclasion

At the higher level »f complex emdtional development we
1se other words +t> describe the phenomenon. Some have
called it moral develapment,vothers jiudgmental development,
and still nthers social-cognitive development. In
Dabrowski's theory we refer to it as emotional development
becaise 1like all of +the other emntions, the phenomenon
stractires cognitions and motivates behavior. Many people
d> nnt move beyond the first or second level in Dabrowski's
theory, b1t the theory possesses a positive possibility for
more development. Given the individial's overexcitabili-
ties, we may manipilate the environment to create faster and
more positive emntional experiences. Sich- an environment
may foster greater aitonomy in the individaial, incliding the
-Trecongnition of the imporfaﬁce of crea'.t‘ing.an environment
which encoirages others aitonomy.

As Riesman said in The Ionely Crowd (1961:307), we need

2 new social character which recognizes that "men are creat-
ed different; they 1lose their social freedom and their indi-

o vidial aitonomy - in seeking to.,becbme-.like>-¢ach, other."



Dabrowski's theory notes that beyond temperment or overexci-
tabilities and the go>dness »f fit with the environment emo-
tional development reqiires the development nf aitonony.

One hopefil sign for this kind of development is gifted
edication. Nowhere else do we see sich a recognition of in-
dividial differences and the necessity of changing the en-
vironment to increase the goondness of fit between the indi-
vidial and the environment. This mist also be a stimllatiqn
for aitonomy and increased emotional development. For those
who wonder where nir moral leadership will come from perhaps

we now have some answers vis. in the emntional development

of o21r world.
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