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systematic genetic vsychology, they are r ad ical and p erhaps 
r evolutionary undertakings. 

Ther e may be useful out co mes in terms of testing and rating 
procedures. If, in anything less than an optimum environment, 
chilch-en's behavior will dctcri01·ntc , it fo llows that impl'ove ment 
in the dynnmi es of living conditions will t end to raise standards. 
'l'his process steadily invnlidnt cs :my tests of intelli genee, develop­
ment or emotional adjustment that have been sca led in age units. 
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Chapter I 

REGRESSION, RET·ROGRESSION, AND 

DEVELOPMEN'r 

DEFI N I 'I' ION OF REGHESS ION 

F1·eq1w ncy and l mpo·rtnnce of R egression 

In psycho logy th e te l'm regression r efers to a primitivation 
of bchavim·, a "goiu g h;H:k" . to a less mature state which the 
individual has already outgrown. A tcmpO I'at·y r egr ession fr e­
quently oceu J'S in tense cntotional sit nations with normal adults 
and chi ldren, parti culal'ly if these emotions are unpleasant. In­
tense joy, too , may lead to certain primiti ve actions. Fatigue, 
oversatiation and sickness often cause temporary r eg ression. A 
more or· less p ermanent type of regression can be observed 1n 
certain cases o:f: sen ility, in a great vari ety o:f: neuroses and m 
functional and organic psychoses . Regression, th er efore, has to 
be consid ered a common ph enomenon which is r elated to many 
situations and problems, <tnd con cerns the total behavior o:f: the 
person rather fundam entally. 

Thc r·e is a second r eason why psychology should r egard r e­
gt·cssion as an important topie, namely, the r elation between 
regression and de\·elopm ent. Knowledge of the pro cess of psy­
chologica l dcYO lopment has gTeatly in cl'cased durin g the last 
decad e. We hav e lr;Hrwd particulal'l y that tbe vari et ies of pos­
sible developments are mu eh gl'eater t han might have been ex­
pected. How ever. om· knowledge of th e fa ctors determining 
development, its dynamics and laws, is extremely meager . Re­
gr ession can be said to be a negativ e development. 'rhe experi­
mental study o:f: t·egress ion seems to be t echnically somewhat 
e~sier than that of development. Ther e:f:ol'c , th e indirect way of 
studying the clynnmics of development by studying r egression 
may prove to be f l'uit:f:ul for the whol e the01·y of development. 

1 
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Reg1·ession, a P1·oblem at the I ntwrsection of H ist01·ical and Sys­
tematic Qnestions 

The concept of r egression has been brought to the fore by 
Freud and has been widely used in psychoanalytical literature. 
Freud has seen from the beginning how important the problem 
of r egression is for the th eory of development. His theory of the 
stages of libidinal organization which marks the development of 
a person is to a large degree based on his observations of regres­
sion in psychopathology (23, p . 285-299). 

The t erm r egression in psychoanalysis refers to a great variety 
of symptoms. Freud himself uses the t erm regression mainly to 
describ e ' ' a r eturn to the first obj ects invested with libido, which 
we know to be in cestuous in character , and a return of the whole 
sexual organization to earlier stages" (p. 287). In addition to 
speah:ing of '' regression of the libido'' Freud speaks of '' regres­
sion of the ego" and "obj ect-regression" (p. 299). In other 
psychoanalytical and psychological litemture the term regression 
has been used more loosely; for instance, any kind of withdrawal 
from r eality to a fantasy level has been called regression. 

Freud himself emphasized that he used the term regression 
as a purely descriptive concept (p. 288) and not as a dynamic 
concept like r epression. Nevertheless, he has brought forth cer­
tain ideas about the factors which make for r egression. According 
to him two main conditions for regression exist: (1) fixation of 
the libido to obj ects of a previous developmental state, and (2) 
difficulti es in satisfying the libidinal n eeds at the more mature 
level. Frequently in the psychoanalytical literature development 
has been viewed as a steadily progressing libido and regression 
as the turning back of this flow of the libido after meeting an 
obstacle. A diagram by Korzybski ( 44, p. 495, taken from J el­
liffe) presents this view (Figure 1). We would like to discuss this 
r epresentation more in det ail with the purpose of clarifying the 
concept of r egression. The necessity of such conceptual refine­
ment was stressed by Freud and it still seems to be needed (64). 

The problems of development and of regression have their 
scientific place at a particular intersection of historical and 
dynamical problems. They point on the one hand to a unique 
sequence of experiences, situations, personality structures, and 
styles of behavior, during the history of the individual. On th(' 
other hand they point to the dynamics and laws which govern 
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Proaress1on 

FIGURE 1. Psychoana lytical R epresentation of Regress ion 
Reprinted with the permission of the publish ers from Korzybski, Al­

fred : Science and Sanity : An introdu ction to non-aristotelia n system s 
and gene ral semantics. Lancaster, Pa. : Th e International Non-Aristotelian 
Library Publi shing Co. [c. 1933] Pp. xx, 798 . 

the behavior in any one of these stages and the transition from 
one stage to another. The combination of both types of questions 
within the problem of development or r egression is entirely legit­
imate and necessary. However , it is important to clarify the 
nature of both problems and their relations. 

Abraham uses the followin g table showing the stages of 
libidinal organization, stages in development of obj ect love, and 
dominant point of fixation (taken f rom F enichel (18, p. 379)) . 

Stages of 
Libidinal 

Organization 

I. Early oral 
(sucking) 

II. Late oral 
sadistic 
(cannibal-
is tic) 

III. Early anal 
..., 
.::: 

sadistic "' <il 
;> 

:.0 
IV. Late anal s 

sadistic -< 

v. Early genital 
(phallic) 

VI. Final geni-
tal 

Stages of 
Development 

of Object Love 

Au toeroticism 
(no object) 
(pre-ambivalent) 

Narcissism; 
total incorpora-
tion of 
obj ect 

Partial love 
with incorpora-
tion 

Partial love 

Object love 
with exclusion 
of genital 

Object love 
(post ambiva-
lent) 

Dominant 
Point of 

Fixation in 

Various types 
of schizophrenia 
(stupor) 

Manic-depressive 

Paranoia, pa ranoid 

Compulsion n eurosis 

Hysteria 

Normality 

Homburger (33, p . 176 ) has given a more complete picture of the 
possible stages of the libido. Such tables characterize what one 
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might ca ll pa1·ti culat· styl es of behavior and arrange them in a 
certain order. Th e person in an early anal sadistic stage is said 
to show certain dominant goals, and ways of treating others and 
himself whi ch arc characteristica lly different from the styles of 
behaviot· at othcl' st<1ges. The psychoanalyti cal theory of devel­
opment states th en that normal development is characterized by 
a certain order in wh ich styles of behavior fo llow each other in 
the li fe history of an individual. Similarly the con cept of regTes­
sion is based on equnlities or sim ilar·itics between certain styles of 
behavior ; for instance, th e bchador of th e paranoid is said to 
r esemble that of the ear ly anal sadistic stage. 

If one " ·ere to represe nt su ch a li fe history diagrammatically, 
one of the co-ordinates of the dia gram would have to r epresent 
time (age of individual ) . Th e second axis would r epresent the 
developm ental stag·e. 'l'he actual life history, i. c., the velocity 
of developm ent and th e time and amount of r eg ression could 
then be i ndicatccl by a curve such as that given in Figure 2. The 
differen ce betwee n this representation and that of the life history 
in Figure 1 may appear sli ght. Actually the difference is method­
ologically rath er important. In Figme 1 the libido is represented 
as " a turning ba ck," like a river or, as Freud snys, as a wanderer 
in new r egions who falls ba ck to earli er camps when he encounters 

z 
2 PI NAL 
I- GEN ITAL 
<( 

N EARLY 
Z GENITAL 
<( 

~ LATE 
Q AN A L 

..J EARLY 
<( ANAL 
2 
Cl L.A T E 

iii OR AL 

-J EA RL Y 
L... ORAL 
0 
V) 
l.J 
\:) 

~ 
V) 

0 -AGE. 

FlG UR J·: 2. Stages of Libidinal Organization 
Schematic representation of regression by means of a system of co­

ordinates. 
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obstacles. 'l'he curve r epresenting progress and regression in 
Figure 2 neve r could "tum ba ck" to a previous point, because 
time never turns back, and therefore any curve r epresenting a 
life l1istory must steadi ly increase within the time dimension. 
Th e curve in Figure 2 co nnects points in an abstract system of 
co-ordinates (one o:f whi ch means time) expressing relations 
of similarity and dissimilarity. It legitimately describes the 
histori ca l sequence in th e style of the behavior of th e inclividuaJ.l 

However, it does not represent the conc,·ete situation (person 
and environment) which det cemincs the behavior in any one per­
iod, not· the conditions ex isti ng at the tim e when the regression 
occurs. This may suffice to make clea r that Figure 2 does not 
refer to concrete gcographi ca l or psychological settings. The 
different styles of behavioe exist ing at different times in the 
history of an individual can not be treated as parts of one field 
of co-existing aeeas in which on e can move about, i.e., not as a 
life space, because a fi eld is a dynamic unity existing at one time. 

Figure 1 would be co rrect if it were limited to a diagrammatic 
description of th e type giv rn in Figure 2. However , it represents 
in addition th e conditions of r egression at a certain moment, 
namely, the fact that th e libido encounters an unsurmountable 
obstacle. 

Freud approa ches a fir ld theory of r egression when he states 
that regression is at least partly clue to the inabili ty of the libido 
to gain suffi cient satisfaction at a more mature level. This assump­
tion might be called a "substitut e theory of regression." If one 
refers to the individual himself instead of his libido one can r ep­
resent the situation whi ch is said to underlie the turning back of 
the libido by a simpl e topological diagram (Figure 3a). The 
person P tries to reach a goal G corresponding to a need which is 
characteristic for a certain level of maturity. This region G is at 
present not accessible to the indi vidual. In other words, there 
exists a barrier R separating P fro m G. Under th is condition 
the person tums (according to the substitute theory of regression) 
to another region C1 whirh corresponds to a less mature level, 
because the actiYity 0 1 seems to promise at least some satisfaction 

1 If one uses Hom burger's classification (33) of developmental stages, 
a system of at least three dim ension s would be r equired because the sys­
tem has to have as many co·ord inates as qualities are distinguished in 
addition to the co-ordinate representing time. '\'Ve have to deal here with 
an abstract system of co-ordinates similar to the "phase-space" in physics. 
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to the need. Accordin g to this theory regression presupposes 
a givin g up of t he attempt to overcome the barrier. Some psycho­
analysts have emphasized thi s aspect and have called almost any 
kind of withdrawal from a r eal obstacle regression , particularly 
so if the prrson leaves th e level of rea li ty and withdraws into 
sickness, fa ntasy, or irrea lity. At th e moment it is not important 

. ~ 

Flamm 3a. Field R epresentin g th e Conditions of Regr ession (According to 
Freud 's Substitute T heory of Regression) 

P = person ; G= ori ginal goal ; G' = substitute goal to w hi ch the subject 
regresses ; B = obstacle between P and G (barrier) ; a, b, c, .. . r egions 
of th e life space; fP.o = force in the direction of the goal. 

F .IGURE 3b. T he Same Life Space w ith out the Inaccess ible Goal (Seep. 58) 
P = p2r son; a, b, c, . . . regions of the life space. 

to discuss wheth er t his th eory is right or wrong. It will suffh:e 
to say t hat this is essentially a fi eld theory. It is an attempt 
to charaeterize the situat ion at a given time and to make the 
topology of the life space and certain dynamic properties of its 
regions (attr act iveness, bnrriet', etc.) responsible for a certain 
event. 

In summarizin g we may state: Th e problem of regression, 
lik e that of d evelop ment , includes an historical aspect which 
refers to the sequ ence of styles of behavior in the life history, 
and a systematic aspect \\·hich refers to t he conditions of the 
change occu r ring at a g iven time. l3oth questions are entirely 
legitimat e and are necessari ly dealt with in a psychological 
npproa ch to regTession. Both questions can be r epresented dia­
grammat ica lly. 

Th e syst enu:ti c question concerning the condition of a change 
which occurs at a g iven time has to be answered partly by r ef er­
ring to t he stru cture and dy nami c properties of the fi eld (life 
space) ex isting at that time. The li fe hist ory can be represented 
by a sequence of such fi eld s, each of which would charact eriu 
the situation at a given histori cal st age. However, it would 
destroy the meaning of the field to treat the life spaces of the 
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newborn, of the three-, s ix-, and sixty-year-old person together 
as one dynamic unity. 

\Vhon a I ifo histor y is t·cpn'so ntod by one d iagram we havr. 
to dea l with a system of co-o rdinates, one of whi ch refers to 
time, each of th o othe rs rcfenin g to qunlity of the sty le of be­
ha viot· (o r the st nte of th e perso n) . 'l'o descr ibe an aspect of t he 
life hi story by a curY e linki ng certain points in an abstract 
system of co-ordinates is ra ther common in psychology and is 
of cou rse fully legitimate; any curve representing bodily growth 
is an example. Howev er , it should be clea rly distinguished from 
a fi eld of co-ex isting and dynami eally r elat ed facts, which r ep­
resents the condit ions for th e change at a f>; iven time. The mixing 
up of historical and systematical quest ions, e.g., questions of 
origin and of conc1itions, of whi ch Figure ] is a typ ical example, 
has to be avoiLl ed both in diagrams and, what is more important, 
in thinking, if the psyehology of develop ment and regr ession is 
to make sa ti sfactory peogress. 

Regression and Rclrogrcss ion 

Th e question of th e partieular cha1·acter of the substitute 
activity, G1 

( Fignre 3a ), in cases of regression is answered in psy­
choan alysis by referrillg to the history of the ind ividual. The 
characte1· of (i 1 is sa id to be dcten n ined by 1 he kind and degree of 
fixation at a p rrv ious sta ge of deve lopm ent . Such a statement 
is log icall y ed i l'ely leg itimat e hom the point of view of field 
th eory, n I t hough it has to be specifi ed how the present li fe space 
is affect ed by th e fixation whic·h happened many years ago. 

This theory of th e f orm and degree of r egr ession touches a 
second conceptual aspec:t of th e peoblem of regeession which 
needs cla l'ification . 

McDougall has g iven a detailed account of several cases 
of r egTcssion from shell -shock. H e describ es th e primit ive child­
like behaYior of t he persons and th r process of recovery. 
McDou ga ll expl' L'Sses a l'el'tain amount oi' agreement with the 
Freudian th eory but st1·esses two r ather important points (60). 

]. H e rmpha sizes that the r rg ressed behavior does not n eed 
to be identical w it h th e behaYior 11·hich th is individual has shown 
previously. R.a tl1 er the J'l' g l'csscd person shows a primitive but 
n ew kind of behav ior. 

2. H e considers r egr ess ion to be oi' a less "purposive" 
character than it appea rs to be in the Freudian theory. 
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The possibility of a new kind of bchavioe occurring in re­
g ression (see a lso Ca memn (11 ) and Lewin (50 ) ) mak es it nec­
essary t o distin guish two t ypes of changes : 

1. 'l'he r eturn to a type of behavior charact eristic of a 
previous st age of th e life histor y of th e iudividual. Such a change 
may be call ed ' ' r et r ogr ession.' ' 

2. A chan ge to a more primi t ive behavior, r egardless of 
whether such beha vior has actually occur red within the life his­
tory of the individual. Such a change may be called ''regression.'' 

It is f requently true that r etrogr ession will also have the 
charact er of r egr·cssion, and vice versa. However, this does not 
need to be t he ease. For instan ce, a child who has shown primi­
tive behavior during a sickn ess will, upon recovery return to the 
more mature behavior· which charact erized him before his sick­
ness. One will ha ve to call such a change a r et rogr ession, although 
it cannot possibly be call ed a r egr ession. 

Clear distinction between retrogression and r egr ession has 
become particularly impor tan t in vi ew of r ecent experimental 
studies with anirnals ( 63, 46) . 'l'hesc studi es show that animals 
under certain conditions, for inst ance after a shock , may abandon 
a newly learned behavior· and r eturn to older habits. As far as 
we can see, non e of th ese studi es can be sa id to have proved that 
th e older mode of behavior was actually more primitive than 
the newly learned one. Before this is done we would classify 
these studi es as experiments in r etrogr ession rather than in re­
gression.2 

'Mowrer (64, p. 70) disc usses a statement by Lewin ( 52, p. 202-211) 
that r egression would be possible even if a person "were created as an 
actult Golem." In Mowrer 's opinion, the stud y of Cameron on schizo­
phrenic human adults "'agrees with Lew in's re-definition of r egression in 
a-his torical terms, but Lewin 's v iews in t his connection are not sup­
ported by the m ain body of clini cal obse rvati on, nor by the findings of the 
present, admittedly analogical investigation." 

There must exis t a slight misunderstanding which we would be glad 
to see cl eared up. The distin ction between t he concepts r egression and 
retrogression has two s id es : 

1. It implies a sta tement of a logical (conceptual) n ecessity to dis­
tinguish hi storical and a-hi stori cal problems ( aspects of facts) in ord er to 
set forth a scientific th eory of development or r egression. A criticism of 
such a s tatement could e ither be done on logical (conceptual) g rounds or 
on th e ground that this conceptua l distinction is of n o practica l conse­
quence. There is, as far as we can see, no point to the argument that 
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vV e can exp ress th e differ ence between t he concepts regres­
sion and r et rogr ession by the followin g definit ions. 

B tt, B t", B t" . . . may indicate the behavior of an individual 
or his s tate (in psyehologi(::J ily equivalent sit uations) at the t ime 
tl, t2, t3 . . . 

Defi nition of R ei1 ·ogrcssion.- vV c speak of retrogression if 
Bt 2 =f= B tl but B 1'' =B 11 • Ret rogress ion r efe rs mer ely 1o di ffer­
ences and similariti es in the t ime sequence without involvin g state­
ments concernin g ' ' p rimitivity , ' ' ''adapt ab ility,'' etc. 

Defin ition of R eg1·ession.- W e speak of r egression if B t" is 
mor e " primitive" th an B 12

. This does not pr esuppose tha t 
Bta =B tl . 

Of course on e will hav e t o diseuss t he defini t ion of " primiti­
vation" and the symptoms that can be u sed as i ts indicat ion. 
It will h ardly suffiec t o point to such vague criter ia as th e " less 
adaptive" eharactcr of beluwior, pmticularly in view of t h e fact 
that th e regression itscll' is fr equently viewed as an attempt of 
the individual to adapt himself to a ce rtain situ ation . The answer 
can be found partl y in the studies in psychopathology. 'fhese 
su ggest that there is a ehange fr om ' ' a diffe r ent iated and preg­
nant pattern to a more amorphons behavior " (23 , p. 31) . .A 
compli cated hi cr a rehi ca l or der within an acti on changes t o a 
sitnple organizat ion or to dis01·ganizati on (11 ) , fro m an abstract 
to a more concr ete type of thinkin g (24, 79 ) , f rom r easoning to 
learning (62, 39, 47·) , f r om fl exible t o ster eotyped behavior (24, 

this vi ew is "not sup por ted by t he main bod y of clinical obser vation." 
Because this would only m ean t ha t t he observed cases were cases bo t h of 
retrogression and regress ion . To be valid as an a rgum ent on e would have 
to state that th ere can be no case of r egr ess ion wi tl10ut ( an equivalent 
amount ot') retrogression and n o r etrogression without ( an equivalent 
Bmoun t of) r egression . \Ve su ppose Mowre r would agree tha t su ch a 
~;tatem ent would be incorrec t. 

2. The oth er aspect is on e of terminology. It is h a rd to find a 
termin ology which pleases everyon e. When this s tudy was star ted (1935) 
we dec id ed afte r much hesitat ion to use retrogression and r egression as 
indicated. At that tim e th e field was r a th er n ew expe rimen tally. The 
psychoan alyti cal stud ies when using t h e te rm regress ion r efe r u s­
ually to both the his torical and the a-his torical aspect perhaps empha­
sizing primi t iva tion sligh t ly more, i.e., the a-his torical aspect. The r ecent 
experimental approaches also r efe r to bot h aspect s. We h ave, therefore, 
not chan ged our t e rminology. It seems t o be desirabl e to come to a gen­
eral agreem ent on this t e rminology question. 



10 IOWA S T UDIES I N CHILD WELFARE 

39, 46). Primitivation is a ehange in the structure of behavior 
whi ch in some r espects seems to r esemble the morpholo gical de­
differentiation observable in certain primitive animals, e.g., under 
certain conditions of malnutrition (20). 

Studies such as these go quite far in circumscribing more 
specifically what is meant by primitivation. However, they still 
do not seem to supply an operational definition of r egression 
through empirically testable symptoms which is sufficiently gen­
eral, and at th e same time sufficiently definite, for experimental 
procedures. l<'or the purpose of this investigation we will under­
stand under regression a change of behavior from a kind typical 
for older normal children to that typical for younger normal 
children (in an equivalent psychological situation). Such an 
operational definition is necessarily limited to the age range before 
maturity, because a change from adult to senile behavior has to 
be regarded as r egression but not as progressive development. 
However , within these limits it provides a definite and testable 
criterioN for regression. Until the theory of regression is con­
siderably more advanced it might be well to use this criterion a<; 
an operational definition. 3 

Such an operational definition evidently provides the possi 

• One will note that this operational definition does not refer to any 
behavior which the individual in question has shown previously in his life 
history. It refers to the type of behavior which is characteristic of normal 
children of certain age levels. 

'This definition is in no sense final; it is a working definition neces· 
sitated by the current state of knowledge in the field. It has to be used 
with caution even within the age range up to maturity because it is at 
least possible that during certain periods the normal average child may 
actually become more primitive in one or another function. In the long 
run, the various developmental levels will have to be defined conceptually 
in terms of degree of differentiation, organization and similar properties 
other than age. Eventually the age referenc e in the operational definition 
will have to be dropped entirely, and particular changes occurring under 
various conditions specified. As a matter of fruct we have gone beyonct 
our initial definition and attained this level to some degree, as the report 
of the experiment will show. Nevertheless we have anchored our proced· 
ures to this definition, and have gained our initial insights as to what 
changes to look for by examining the changes which occur in normal devel· 
opment. As long as the concept of regression is used, it is necessary to 
have some criterion for determining the sequence of states which consti· 
tute the scale in respect to which regression occurs. This is supplied by 
the developmental stages of normal children. 
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bility of determining the amount of regression and the level to 
whi ch the person regresses. 'rhe latt er can be expressed by the 
age level of normal children for which this behavior is typical. 
The amount of regression can be characterized by giving the age 
levels for the state of the individual before and after r egr ession. 
(Both indi cations need, of course, more detailed technical specifi­
cations. See Chapter II. ) 

J(inds of Regression 

R egression of B ehavim· and of the Pe1·son: Pseudo-Regression. 
-A girl of two years stands before a mirror making herself small, 
and tries to find out how she ·would look if she really were small. 
The situation in which this behavior occurs is as follows. The 
girl has a baby brother of whom she is envious. She is obviously 
trying to make up her mind whether sh e should try to grow up 
or grow smaller. Numerous cases exist in which children in such 
a situation try to imitat e their younger siblings and begin to 

. show baby like behavior in their table manners, in their way of 
crying, or in being naughty, etc. 

Is this regression? If we refer only to the face value of this 
behavior we may have to speak of regression in line with the 
definition given above. The style of behavior has been lowered 
froni a patt ern typical of a three-year level to that of a two-year 
level. Nevertheless, one hesitates to identify such a change with 
regression resulting from sickness or acute emotional tension. 
The girl, showing the behavior of her younger brother, may actu­
ally "play a role, " although that of a younger child. This role 
may be played with the skill of a good actor, although not as a 
play but in earnest. It would probably be fairer to call it refined 
rather than primitive behavior. 

If the child keeps up such a role for a long time he actually 
may become primitive. H e may lose, at least to some degree, his 
ability to act more mature. Until such a state is reach ed we 
may sp eak of a "pseudo-regr ession of behavior" without a "re­
gression of the person." In other words, regression of behavior 
may or may not be a symptom of regression of the person. 

Similarities of behavior are not necessarily indications of 
similariti es of the underlying state of the person. That the same 
state of the person can manifes t itself in rather different symp­
toms has been shown in detail in regard to anger (12) and holds 
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for all fi elds of psyehology. It follo"·s fr om the basic formula 
th2 t the behavior (B ) is a function of th e person (P ) and the 
envi1·onmcnt (E ) , i.e., B =F (P ,E ) . This makes it necessary to 
distin gui sh the d il'ectJ y observab le " symptoms " (B ) from the 
undCJ·Iyi11 g "state of th e per son " (P ) which methodologically 
always hn ve th e position of a ''construct '' ( 78, 50). 

In ~ - onnrcti on 11·it:h dcvelopmrntnl stat·es it means that · the 
maturi ty level of n pNso n may act-l:wlly be hi gher or low er than 
that indi cat ed by hi s hrhavior. The g irl mention ed above is 
nn ex ample of th e formr r cnse. 1\n example of the latter is found 
in the child who sticl\s t o certain imposed rules in a way which 
is typieal of a gr ent er " mnturity of aspiration" (Anderson (5)), 
and shows in co nsequ rncc in many r espects a ntor·c adultlikc 
behavior as a r rsult of firm p 1·cssUJ'e from th e outside; he will 
behave on a lower maturity level as soon as th e pressure is re­
leased. 

'l'he distinction betw ee n r cgTession of lwhavior and regression 
of th e prrson is closely r elated to the necessity o:f r eferrin g to 
comparable situations if on e wi shes to usc differ en ces of behavior 
ns symptoms for differ enees in th e state of the p erson. 

'I'enL]JO?'m·u and P erm et?W?It Rcgression.- Regrcssion may last 
only a :few minutes, for instance in a ca se of a slight shock, dis­
turbnn cc, or emotion , or it rna~· last many years, for example as a 
r esult of sickness. Regression may be a slow sinking or a sudden 
drop. Th e indi vidual ma ~· stay r egressed, he ma y slowly or sud­
denly r egnin his prc,·iom level, or he may r ct nrn to an intermediate 
level. 

S il1wlional r111d E stablished R l'gression.-Under emotional 
stress both the beha vior and the person ma y r egress to a more 
primitive leYcl. In such circumstances the individual is actually 
nna bl e to beha vc on a higher le,·el. Y ct even in this case the 
primitintion mny be confi.ncd to a particular situation, such as 
" being in prison " or " being seYer cly :frustra ted. " As soon as the 
person lenves tlri s 11arti cu lm: situation he may regain his previous 
level. In other cases the per son mn y regress in such a way that he 
1ri ll not show his previous high er lcnl even in a most favorable 
situntion. The former case we will cnll sitnational regression , the 
latter establish ed r egress ion. Th ere exist , of course, transitional 
cnses. 

It is importan t not to identify this differ ence with the dis-
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tinction betw een temporary and permanent regression. A perma­
nent r eg ression may r esult from the fact that the individual is 
k ept perman ently within one specific situation; a r egression may 
be r elatively pel'manent and still situational. The terms situa­
tional and established r egr ession do no t r efer to duration . In 
case of situational r egression the developmental level fluctuates 
greatly with changes in the situation, whereas the established 
regTession is more ind epend ent of such chnnges. This distinction 
is of practi cal importan ce for th e diagnosis and treatment of 
cases, for instnncc, in so cial-psychiatric work with children. It 
is clear that cxpe r·iments with human bein gs have to be limited 
to creating situational r egression. 

Pm·tial and Gene·ra.l Regression.-Regression may affect more 
or less restricted areas of a person. For example, regression may 
affect onl y the motor fun ctions, or the emotional life of a person, 
without much change in his intellectual capacities. Psychopathol­
ogy gives man y examples of different patterns of regression of 
specific areas of the per son as well as general deterioration. Of 
course any regression of specific at·cas does, to some degree, affect 
all behavior of the individual. 

MAl~ DI F FERENCES I N B E HAVIOR 

AT DIFFERENT AGE LEVELS 

In order to understand th e situations which lend to r egres­
sion, it will be necessa1·y to develop definite concepts which char­
acterize the behavior and state of the person corresponding to 
different developmental levels. This should be done in such a 
way as to permit a logi cal derivation of stat ements in r egard 
to forces whi ch change a person from the state corresponding to 
a higher level to the state correspondin g to a lower level. If 
this task were fulfilled on e ·would have a full theory of regression 
which would permit pred ictions about the amount and th e kind 
of regression of a giv en p erson under various circumstances. 

It is evident that such n goal can be r eached only very grad­
ually. W e will try first of all to g ive a survey of what one might 
cnll th e main aspects of behavior differ ences at th e different age 
levels. \Ve will th en proceed to discuss certnin kinds of constructs 
which may make possible the conceptual r epresentation of the 
state of th e pel'son in such a way thnt at least some of the be-
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havior differen ces may be understood, and some conditions of 
regression derived. 

The differences of behavior at different age levels may be 
classed under the following five aspects: variety of behavior, 
organization of behavior, extension of areas of activity, inter­
dependence of behavior, and degree of realism. 

V m·ie ty of B ehavio·r 

One speaks of the increasing variety of the behavior of a child 
as he grows older. (This holds true despite the fact that certain 
types of behavior drop out during development.) The increasing 
,-ariety of behavior is noticeable in many ways. 

a. The beh·avior of the newborn is more or less con­
fined to sleeping, crying, drinking, eliminating, and lying 
awake. The behavior of the growing child includes increas­
ingly more types of activities: talking, walking, reading, 
etc. The undifferentiated behavior becomes differentiated 
by a branching out into a variety of species of action . For 
instance, an approach to a goal is at first always a direct 
approach. Later on, indirect ways of approach arise by 
means of round-about routes and the use of physical and 
social tools. In addition, the direct approach shows · more 
variety, for instance, in the degree of activeness, the amount 
of real or gesture-like behavior, etc. (16). The indirect ap­
proach becomes differentiated in regard to the kind of physi­
cal and social tools used. Similar differentiation can be ob­
served in practically all fields of activities ( 35). The lan­
guage of the individual increases in regard to the number of 
words used, (59, 75, 8) the typ es of words used, and the 
grammatical construction. If one regards the activities as 
possibilities that the individual has, one speaks of an in­
crease in the variety of "skills." 

b. A similarly increasing variety can be observed in 
the field of emotions (7, 26, 8). Again, primitive undifferen­
tiated emotional expressions branch out into distinct varie­
ties. At first joy may be difficult to distinguish from a 
grimace caused by stomach trouble. Later, smiling is some­
thing rather distinct in character and unmistakable. Step 
by step more types of smiles arise, such as friendly open 
smiles, happy smiles, arrogant smiles, defiant smiles and 
so on . 

c. A similar differentiation can be observed in the 
field of n eeds, interests and goals. Step by step the few 
needs of the infant branch out into a greater variety. This 
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increase is very noticeable during childhood. In addition, 
there occurs a shift in the dominance of certain needs. We 
will come back to this problem later. 

d. The process of differentiation into a great variety 
is particularly clear in the fi eld of knowledge. The com­
paratively undiffe rentiated psychological world of the in­
fant wid ens and structures itself in a process which can be 
described as differentiation ( 40). The change in knowledge 
includes many cognitive changes which are restructuriza­
tion rath er than an increase in varieties of areas. However, 
one of the predominant characteristics of the change of 
knowledge with age, both in regard to learning and insight, 
is its increased differentiation, its greater richness. 

e. The so cial behav ior and the social relations show 
an increasing vari ety. The number of persons with whom 
social relations exist increases as do the types of social in­
ten·elations. The relations to different individuals become 
more and more articulated as to specific kinds of friend­
ship, dependence or leadership. A clearer distinction is 
made between superficial and deeper attachments. 

15 

On the whole th en, we may say that the variety of behavior 
increases during childhood with normal development. This may be 
expressed by the formula: 

where var means variety ; Be" behavior of the child; BAd behav­
ior of the aduH. To simplify our formulistic representation and 
to indica1 e that we merely wish to characterize the main trends 
of development , we will refer in the formulae to two levels only 
indicated as Chand ild. 

Organization of B ehavio·r 

If developm ent in behavior led merely to an increased variety 
of behavior, on e might expect the conduct of an individual to 
become more and mo re ch aotic Ol' at least more and more uncon­
nect eel . This is obYiously not the case. Parallel to the increasing 
diffe1·entia tion goes a J e\'clopm ent according to which an increas­
ingly greater \'ariety of parts is included in one unit of action. 
There are a number of ways in which different actions may become 
parts of a larger unit of action . Frequently the unity of a behavior 
which is canied through a certain period o£ time and containing a 
number of more or less different subparts is characterized by one 
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leadin g idea which guides and controls the parts. This leading 
idea may be a governin g purpose or the r eaching of a goal. The 
subparts may be certain preparations, followed by actions which 
carry the individual to the goal, and fina ll y certain consummatory 
actions. In thi s case, some of th e subparts of the action have the 
relation of means to an end. The guiding purpose may be a pre­
cise goal, such as scaling a fence, or a more general idea, like play­
in g house. In other cases, for in stance, in many r ecr eational or 
play activities snch as r eading a book, the various parts have 
mainly the character of co-ordinated subunits. 

In connection with a ll types of unity in behavior that are clue 
to the guidance or steering of a governing purpose or a leading 
idea we will speak of the organization of behavior.• In these cases 
one can distinguish at least two levels; the guiding idea and the 
guided manipulation. 

In development one can distinguish three aspects of the or-
ganization of behavior. 

Complexity of Units.-One can say that the maximum num­
ber of subparts and th e Yariety of subparts contained in one unit 
of action increases with development. Instead of handling two 
building blocks at a time the chi ld as he grows older uses an in­
creasingly greater number of building blocks in making a primitive 
pattern. One symptom of the greater compl exity is the increasing 
maximum duration of continuous play with increasing age (10) . 

HieraTChical Organization.-Aside from the increasing num­
ber of manipulations which may be kept together· by a guiding 
idea, the type of organization itself seems to b ecome more and 
more complicated: a goal which steers a series of manipulations 
may become th e subgoal of a more inclusive goal. The subgoals 
seem to be govel'ned by th e higher goals in much the same fnshion 
as the actual manipulation is governed by the subgoal. For in­
stance, the main i-d ea of playing house may contain a number 
of subideas; father goes to work, moth er dresses the children, 
does the washin g, etc., all established in a certain sequence guided 

• Frequently the term "integration" is used in this connection. We 
prefer to speak of organization because mathematically integration is the 
reverse of differentiation. However, it has been rightly emphasized that 
psychologica l "integration" does not mean dediffe rentiati on . It may be 
better to replace this term by the term "organization." This use of the 
term "organization" seems to be well in line with its use in embryology 
and also in sociology. See Appendix 1. 
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by th e main id ea. A subgoal, for instan ce, dressing the children, 
may contain dressin g Mary and dressing George. In other words, 
a more inclusive unit of behavior may co ntain a number of hier­
arch ical levels, each of which is ruled by the next higher level. 
Referrin g to th e number of levels we will speak of different 
' 'degrees of hi en1I'chi ca l organization'' of a behavioral unit. 

1'he maximal degr ee of hi erarchi cal organization seems to 
increase with age, i. e., one unit ca n contain more levels in older 
than in younger children. 

Complicated Organization.-An activity guided by one idea 
may not be cruTi cd through as a continuous action but may be 
interrupted by other a ctiviti es and later taken up again. To 
carry through successfully an activity whi ch is to be repeatedly 
intcl'l·upted obviously r equires a relatively complicated organi­
zation . A scco!ll1 kind of compli cated organization exists in case 
of overlapping behaviol', when simultaneously two or more activ­
ities which m·e guided by practically unrelated ideas are carried 
on. vVe will discuss an exa mple of su ch behavior later when we 
speak of seconda ry play, i. e., play which occurs simultaneously 
with other activities, e.g., a conversation with a second person 
about matters um·elatcd to the play. Closely related to this is 
the organization of behavior whi ch has two levels of meaning. 
Lying (77 ), joking, showing over-friendly behavior out of hate 
or similar "per·verted expressions" (50) aee actions on two levels 
which may be said to be more or· less contradictory. The more 
overt level frequei1tly serves to cover up the contrary meaning 
?f t!1e deeper level, and indicates a somewhat complicated organ­
Ization of the aetion. Obviously, the problem of self-control is 
closely r elated to this type of organization. 

Lies and jokes are rather cady achievements. However, the 
lyin g of the two-year-old child is relatively overt and primitive. 
The abi li ty to exhibit this type of eomplicated org-anization seems 
to incr ease with age. 

It cannot be said tha t every action of an older child is more 
hi ghly organized than every action of a younger child. The 
behavior of an older child frequ ently in cludes units which are 
less .compli cated than th ose of younger children. However, the 
maxm1Um degree of organization of behavioral units seems to 
increase with age, in other words, we can say: 

(2) hier org"'""' (B Ch) < hiM· m·g"'a"' (BAd) 
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Hier org""'" stands for th e maximum deg r·ee of hierar chica l or­
ganization; JJ Ch for the behavioral unit of a child ; B ·{d for the behav­

ioral unit of an adult. 

Extension of f11 e Area of A ctivities and I nte1·ests 

The psychological \\'Ol'ld which affects the behavior of the 
child seems to extend with age both in r egard to the areas and 
the time span which are taken into consideration. 

Sco1Je of the Ji'ield.- 'l'he three-month-old child living in a crib 
knows f ew geograph ical areas around him and the ar eas of pos­
sible act ivities arc comparatively f ew. 'fhc child of one year 
is fami liar with a much wider geographi cal area and a wider 
fi eld of activiti es. H e is likely to know a number of rooms in the 
house, the garden, and certa in streets. Some of these areas are 
accessible to him , oth ers arc not. H e may be able to crawl under 
the table or· the eou eh , but he may not be able to climb on a cer­
tain chair although h e would like to do so . Such areas of his 
life space lie outside his space of f r ee movement (50), which is 
limited partly by his own ability and partly by social taboos. 
'l'he child may, for instance, like to tear books. In this case 
t earing books is an area in his li f e space and may influence his 
behavior consi derably . This is true even though the "no" of the 
mother k eeps the child outs id e th is area of activity. The dis­
crepancy between the attractive areas of th e life space and the 
space of f r ee movement is one of the dominant factors deter­
mining t h e level of aspiration (50 ) of an individual. 

During d evelopment, both the space of free movement and 
the lif e space usu ally incr ease . 'l' h c area of activity accessible to 
the g rowing child is extended because his own a bility incr eases, 
and it is probab le that social restrictions are removed more rap­
iLlly than they ar c er ec:t ed as age increases, at least beyond the 
infant p er iod. Cert ain events, like th e ar r iva l of a youn ge r 
sibling, may well r everse the balanee of change at a given p eriod. 
Howev er, even at times wh en th e space of fr ee movem ent is not 
increasing, the lif e space usually ext ends with age into n ew, p artly 
aecessiblc, pmtly inaccessible regions. Th e widening of the scope 
of the life space occu rs sometimes gradu ally, sometimes in rather 
abrupt steps. Th e latter is characterist ic for so-called crises 
in d evelopment. This pro cess continu es well into adulthood (10) . 

Time P e·rspective.-A similar extension of the life space during 
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development occu rs in what mny be called tlle " h 1 · 1 . . . . ' . psyc o og1ca 
tllne d1!ncns10n. '' Behavior occurTinO' at a · t' · · fi · . ., gl\ren 1me I S Jn u-
en:.ed no~ on ly by what the i~1di v i clu a I experiences as his psycho­
loc, Ica l p t esent, but a lso by h1s expect ations , wishes and fears for 
th·e· .fut u re and by .h is knowledge of his past. The psychological 
P.1 escnt ' psych o lo~· 1 c a l pa st , and psycholog ical fu t u re are essen­
~ra l ~arts of ~he llfe space of the individua l at a given time (21 
v~, l v) ·. Dunng d.evelopmcnt the scope of t h e psychological tim~ 
dunens ron of t he h fe spa ce incr eases hom hours to days month 

~nd yc.~J~s . ~ 11 ~the ~· word~, the you ng child li ves in th~ imme;~ 
rate pHs~~1t' WI1h Jncreasmg age an in creasingl y more distant 
~s~ch,o l o9.., t ca l past and future affect present beh avior. L. K. 
FI~nk (~1 ) has correct ly emph asized that the relative importance 
whJC.h the past a~d the future have for the in dividual cha~ es 
c?nsid ci·ably clurrng developm ent and shows great individ~al 
drfferenccs W e ·ll t h . 

. · WJ no , owevel', discuss this rather important 
qu est ron h er e. . 

~t may be possible to interpret the in creasing extension of 
t he h fe s?a.ce m ere ~y ~s. th e combin ation of an in creasing variety 
of b,e,ha''. ' ot :md of cbffe rent types of m·gan izati on of behavior. 
Ro" cvcl ' we prefer to exp r"ss thJ's cl . 
ment : 

· · ' ' lange m a separate state-

(3) LSp (Ch )< L Sp(Ad ) 

wh ere L Sp (071) means the size of t he li fe space of the child· 
and L S 1) (.A.d ) th e size of the life space of the adult. ' 

. . ~lso , .for th e :~p~cc of .free movement (i .e., th e totality of 
accessibl e reg10ns w1thm th e li fe sr)·1cc ) it hold· th. h , < s on e average t at: 

(4) SFM ( Ch ) < Sli'M (Ad ) 

where SFM (Ch ) mea ns t he size of the space of free movement 
of the ch ild and SF'JII (Ad ) the size of th e space of f r ee move-
ment of the adu lt. H owever the sp·Ice of free t b. . . . d . '. · < movemen may e 
nanml·e down dnrrng certam develo]1ment a l per·I·ods as fo . 
St a I I 

. d . . , < r In-
< n ee, w len a c lr l IS suhJ'ected to . . 'd . . n r 1g1 regime. 

Interdependence of B elwt·ior 

T~1e sta t emen t that th e individual becomes increasing] dif-
fe r enttated can hnve two lllenn in(J's It can mean that th y · t 
of behavior increases i .e . th '1t th~ ~otality of b' l . . le vane y ' ' ' e 1av1or o Jservable 
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at a given age becomes less homogeneous. In this case, the t erm 
differentiation refers to r elations of similarity and dissimilarity; 
it means ''specialization '' or ''individualization.'' On the other 
hand, the t erm differentiation can r efer to r elations of depen­
dence nnd independence between parts of a dynamic whole. In 
this case increasing differentiation mea ns that th e number of 
parts of the pel'son which cnn function r elatively independently 
increases; i. e., th at their degree of independence in creases.5 Vve 
have already discussed the incrensing variety of behavior, we will 
now turn to the questions of dependence and independence. 

'The statement thot the child shows a greater unity than the 
adult has been emphasized in psychology relatively recently. 
Previously, it was customary to consider that the adult exhibited 
the greater unity, because in chi ldhood, different needs and dif­
ferent nreas of activity may develop mor·e or less independently. 
The adult on the other hand is more likely to have these different 
areas of activity integmted. 

Today it is generally acknowledgrd that th e development 
of th e child includes an increase both in differentiation and in 
integrntion. Developm ent seems to increase the number of rel­
atively independent subpn rts of the person and their degree of 
independence, thus decrensing th e degr ee of unity of the indi­
vidua l. On the other hand, development involves integration 
wh ich in creases the unity of the person. As both of these pro­
cesses advance at the same time, obviously, integration cannot be 
a process whi ch is actua lly the r eversal of differentiation. It. 
does not eliminate diffr r r ntiation , nnd it is not dedifferentiation. 
But, integration presupposes differentintion . To avoid misunder­
standings, we prefer , t.h erefo r·e, to use th e t erm "organization" 
instead of integration. 

The kind of functional interd ependence which underlies the 
degree of organizational unity of a person must be different ob­
viously from that kind of int erd epend ence which underlies the 
degree of his differentiation. Concepts dealing with interdepen­
dence are typical for the level of constructs, and any attempt 

• In morphology the term "diffe rentiation" is limited to cases where 
the parts become not only more independent but also different from each 
other. It would be advisable to use two different terms for the two con· 
ccpts of differentiation. \Ve shall speak of "specification" or "individ­
ualization" in case of increasing dissimilarity, of "differentiation" in re· 
fcrring to increasing independence. 
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to determine more precisely the differ ent types of interdepen­
dence presupposes a discussion of a number of constructs. vVe 
will approa ch them aft er survey in g the empirical data referring 
to the individual's increasing differentiation on the one hand 
and his increasing organization on the other. 

Dec1·ease of Simple Int e-rdependence.-vVe start with those 
facts which indicate the increasing differentiation of the person. 

Differentiation of the Motor Systems: The so-called mass action of 
the foetus and infant is a characteristic example of the undifferentiated 
reaction of th e individual with his whole body rather than with certain 
limbs. The development of the child is chara·cterized by an increasing dif· 
ferentiation of the motor functions, indicated by the increasing extent to 
which the different parts exhibit relatively independent actions. The 
development of grasping for example, (30) starts with a tendency to 
approach the object simultaneously with eyes, legs, arms, mouth. Grad­
ually, the other activities drop out and the child comes to use first his 
arms and his hands as relatively undifferentiated units and finally his 
fingers independently. It is probably fair to say that a young child shows 
a tendency to do everything with his whole body to a greater degree than 
r,n older child. The gradua l decrease of the so-called involuntary accom­
panying movements is but another ex pression of the same fact. In a child 
the increase of tonus in one part of the muscular system is more likely 
to be accompani ed by tonus in other parts than in an adult ( 4). In 
other words, the motor system shows an increasing differentiation as re­
gards muscular tension. 

Interdependence of Inner Personal and Motor Regions: A similar 
decrease in degree of inte rdependence can be observed in the way needs 
or emotions express themselves. The amount of muscular activity in the 
infant is a direct function of its hunger (36) . It is probably true that for 
older children and ad ults a s imilar relation ex ists between hunger and 
amount of restlessn ess, fi ghting and other emotional expressions. How­
ever, this dependence is less direct. The satiated infa nt is whole-heart· 
edly satiated; he is drunk; his body expresses his state in every aspect, 
and he is helpless against its expression. The older child is more self· 
ccntrolled. His motor system does not show as openly his n eeds and his 
emotional state. In other words, with increasing age there is less direct 
interdependence between the motor sytems and the "inner personal sys­
tems" (50) i. e., those regions of the person whi ch are related to his needs. 

The decrease in direct dependence between these two sections of the 
person is apparent, also, in the effect which the state of the motor system 
t,as upon the inner personal region. ·with the younger child the mood 
and practically every sector of behavior depends more directly on bodily 
state, e. g., fatigue, hunger, upset stomach, etc .. than with the older chi!· 
dren. 

Interdepend ence Within the Inner Personal Regions: Certain facts 
indicate that the various n eeds may become less directly interdependent 
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also. The cosatiation ( 37) of one need through the satiation of another 
cecreases with age (45). Experiments on substitute value (74) indicate 
that the satisfaction of one n eed is more likely to bring about a general 
state of satisfaction in younger than in older children. For older indi· 
victuals the state of tension of the various needs is independent to a higher 

degree. 
Interdependence of Person and Environment: The very young child 

is helplessly exposed to the stimuli of the momentary situation. The older 
child can more easily place himself above the situation. This difference 
has been found to be essential for the conduct of infants and older chi!· 
dren in a conflict situation (16). It is partly the result of the change in 
time perspective, but it indicates also a greater "functional distance" be· 
tween the "ego" and the psychological environment. Spencer (76, p. 316) 
and more recently Piaget ( 69, p. 360) have discussed this greater r emote­
ness or greater "distance" between the central ego of the person and the 
environment (see also 3, 31). The growing child becomes differentiated 
into an increasing number of more central and more peripheral layers. 
It is also true that the "superficial" aspects of thin gs and events in the per­
c.eived environment become increasingly distinguished from their "deeper" 
meaning. 

The greater distance between the central layer of th e ego and the 
psychological environment involves a greater independence, or at least 
a Jess direct interdependence between these areas of the life space, namely 
the psychological person and the psychological environment. It makes 
the child Jess helpless against the immediate influences of his environ­
ment, and makes the perceived environment less dependent on the mood 
and the momentary state of the needs of the child. We know that the 
adult will perceive a given physical setting as a different psychological 
environment if his needs, fears, wishes, etc. change (67) . However, the 
dependence of the perceived environment on the needs and fears of the 
individual is probably more complete and more immediate in the child. 
Fantasy and reality, lies and truths, seem to be more interwoven in the 
child than in the adult and more so in a youn ger child than in an older 
one (74, 49). 

On the whole, then, there are a great number of facts which 
indicate that development brings about a differentiation within 
the life space of an individual so that certain parts of it become 
less directly interdependent. This decrease in direct interde­
pendence is observable within the motor system of the individual, 
within his inner personal regions, . in the r elation between the 
inner personal and the motor regions, and finally in the r elation 
between the inner psychological regions and the psychological 
environment. \Ve may express this observation by the formula: 

(5) siuni (Ch) > sinni (Ad) 

si uni ( Ch) means the degree of unity of the child as indicated by 
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the degree of simple interdependence of certain subparts of the 
child 's life space and si 1mi (Ad) means the degree of unity of the 
adult as indicated by the degree of simple interdependence of the 
equivalent subparts of the life space of the adult. 

In addition we can state 

(5a) dif (Ch) < dif (Ad) 

where dif (Ch) and dif (Ad) mean the degree of differentiation 
of the child and of the adult (See Appendix 1). 

Change in 0 1·ganizational Interdependence.- 'l'he increasing 
differentiation of the life space into relatively separated subparts 
is somehow counteracted by the increasing organization of the 
life space. There is a wealth of material which indicates this 
increasing organization with age. It refers to the increasing 
scope of co-existing parts of the life space which can be organized 
as a unit and th e increasingly lar·ger sequence of actions which 
are unitedly governed. The latter point has already been discussed. 

Organization of the Motor Systems : Psychologists have collected a 
great number of data which reveal the increasing organization of the 
motor functions in development. For example the child's postural control 
of his head , and his learning to sit and to stand; the stages of the devel­
opment of locomotion, such as creeping, walking, climbing, running, jump­
ing; the development of speech; and the control of elimination can all be 
viewed as examples of the increasing organization of the various parts of 
the motor system for unified action. (See survey in Brooks ( 8, p. 137-
152)) . The organization of different muscular systems into constellations 
and of the constellations into sequences of constellations both show a~ 
increase to more and more complicated types. The precision of motor 
organization is indicated by the increasing accuracy of voluntary move­
ments (80, 9) (See Brooks (8, p. 160, 161) ). Talking presupposes the 
organization of highly complicated sequences of muscular constellations. 

Organization of the Motor System by the Inner Personal Regions: 
The relation between the inner personal and the motor regions acquires 
increasingly the character of an organization in which the motor func· 
tions take t he place of a tooL Lewin (53) uses the followin g illustration . 
for this change. A young child who wishes to perform a manipulation, 
for ins tance, threading a n eedle, is likely to get muscularly more tense 
the more eager he is to suc·ceed , even if the task is of such a nature that 
the muscl es have to be relatively rel axed if the task is to be carried out. 
In other words, in a young child a greater inner personal need tension 
is likely to lead to a high er muscular tonus. This is in line with the 
direct, simple interdependence of the inner personal and motor systems . 
discussed previously. 

If the unorganized "spreading of t ension" from the inner personal 
to the motor regions becomes too dominant, it necessarily blocks any 
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orderly purposeful muscul a r act ion. In the "organized" dependen ce of 
tile motor functions upon th e inner personal regions there is not a general 
in crease in to nus, bu t rath er sequ ences of r elaxation and tonus in certain 
groups of muscles occur and are steered in such a way that the pattern 
of action and the intensity of tonus is adequ ate for reac hing the objective 
in the g iven setting. This pres upposes, that t he patte rn and intens ity ot 
mu scular tonu s is ind epend ent of the intensity of the tension correspond­
ing to the n eed behind the action. For threading a n eedle, the muscles 
nave to be relatively rel axed, even if t he person is most eager to hurry; 
for canying a heavy load the tonus has to be high, even if the n eed for 
doing this work is small. With increasing age the organized interde­
pend ence seems to ga in in st ren gth relative to t he s imple inte rdependence; 
;; nd the position of the motoric system as a tool, becomes more firmly 
established. 

Organization of th e Inne r P ersonal Regions: In discussing the in­
creas ing differentiation of inne r pe rso nal regions, we dealt with the simple 
inte rd ependen ce of needs, i. e., th e spreading of tension. The effect of 
th e tens ion within one n eed system upon the general tension level of the 
need systems of an individual ( 6), can be understood as such a spreading. 
The process of cosatiation of one n eed by t he satiation of another need 
( 37) seems al so to have the characteristics of spreading. 

It seems, however, tha t a second type of interdependence between 
inne r pe rsonal reg ions exists which has the charac teris tics of an organi­
zational interdependence : one system may hold the pos ition of a govern­
ing need, the other the position of a governed need. An individual may 
for in s tance show a g reat desire to join an art school. This need may be 
deri ved from and be govern ed by th e need for doing a rt work. The need 
to enter th e art schoo l may in t urn create and regul ate a n eed for fulfi lling 
certain requirements, such as, preparing for an en t rance examination; and 
th is, in turn, t he qnu si need (49 ) to buy a certa in book in a ce rta in sto re. 
In other word s, there may exist a hierarchy of needs so that a more dom­
inant need rul es one or more subordinate n eeds which in turn dominate 
subordinate n eeds at the nex t lower le vel. 

Frequently the dominated n eed is set up by a combination of more 
than one governing n eed. For instance, the need to en te r a rt school may 
have its historical source in the need for doing art work and in the 
additional need to earning a living for wh ich the school work seems to be 
a prepara tion. The der ived n eed to ente r art school may become more or 
less autonomous ( 3 ) , that is, more or less independen t of the needs to 
wh ich it can be traced. We wish to stress he re that the attempt to secure 
the satisfaction of one or more source needs in a g iven envi ronmental 
s ituat ion may give ri se to a dependent n eed . ·This type of dependence 
does not invol ve sp read ing of t ens ion , but here one need is governed by 
another, one n eed is a tool of another . In other words, this is an organi­
zational dependence similar to tha t between the motor systems and the 
inner personal regions. The hi erarchy of organizational interdependence 
between needs seems to increase during developm ent. 
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Organization of th e Psychological· Environment : The increasing or­
ganization of the psycholog ica l en vironment by the individual does not 
need much illu s tration. S imple exampl es of s uch a n organization are the 
use of some parts of the en vironment as tools. The growing child be­
comes increasingly more able to organize parts of his physical and of his 
social en vironment in this way, and this organization becomes increasingly 
complicated, pa rti cularly in the soc ial fi eld. The app roach to a goal by 
way of round-about routes, in s tead of by direct ac tion , a lso exemplifies 
the ability of t he child to organize intelligently h is ac tions in relation 
to an increasingly g reate r scope of his psychological environment. Such 
organization pres upposes a dec rease in th e s imple dependence of the per­
son up~n . his im.mediate surroundings which we ha ve discussed (p. 22 ). 
For sattsfymg Ius needs th e infant depends ma inly on the circumstances 
which arise. Actually he would die if these occasions were not provided 
by a g rownup . The g rowing child tr ies increasingly to organize his en­
vironment so that th e satis faction of his needs is not left to chance. In 
other word s, the life space containing the psychological person and his 
environm ent tends to become a more highly organized unit. Such an 
organization is frequ ently fa cilitated by certain ideologi es and ration­
a li zations which bring ce rtain otherwise con t radictory fa,cts and needs 
into psychological ha rmony with each other. 

On the whole, th en , th e hi c1·archi cal organization of the life 
space in cr eases w ith age. Such an increase can be observed 
:vithin th e ~otor .system, within the inn er psychologi cal r egions, 
m tl~ c r elatwn .of th e motor t o the inner psychological r egions, 
and m th e r clnt10 n of th e psychologi cal env ironm ent to the inner 
personal r egions. \Ve ca n express this chan~<e through thP 
formula: " -

(6) hierorg (Ch ) < lu:erorg (Ad ) 

w:1ere hier org ( Ch ) mea ns the degree of hierarchical organization 
of parts of the child 's li fe space, and (Ad) r efers to the life space 
of the adult . Formu la (6 ) is closely r elated to (2). The latter, 
r·ef~rs to the hi era r·chi ea l or·gani zation of the sin gle unit of be­
havwr, the former to the hiera1·chical organization of the indi­
vidual as a whole. 

That the number of hicmrchical strata increases during de­
velopm ent docs not necessarily mea n a steady increase in the 
unity of the p erson. Th e older child does not always show a 
more harmoni ous personali ty or a peesonality more strictly gov­
erned by on e center. As we will see (Appendix I , p. 258-261 ), one 
has, rather, to expec t ups :mel downs in the degr ee of unity of 
the p erson, wh er·eby differentiation tends to decrease the unity 
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increasing ''distance '' betwee n th e ego and the environment, 
and the increasing hi erarchi cal organization. However we prob­
ably have to deal here with a somewhat d ifferent dimension of 
change, namely, an in creasing crystallization of an obj ective world 
within th e li fe space and an increasing tendency to be realistic . 
The world of an insnn e person may be as highly differentiated 
and organized as that of a normal per son but may lack the realism 
of the latter. 

Piagct ( 69 ) has discussed in detail the growing realism of 
th e child's world as shown in his various stages of thinking. A 
somewhat parallel process in th e fi eld of action shows one of the 
outstanding differences bctw ern a child's and an adult's behavior 
to be that the child dO<:'s not " economize " his action to the same 
degree. To be efficient, striving to obtain a maximum result 
with a minimum effort , is an attitude typi cal of th e older indi­
vidual. vVe have to deal here with a specific organization m 
reference to th e properties of th e objective world. 

One can express this change by the formula: 

(9) real (Ch ) < 1·eal (Ad ) 

where ·real ( Ch ) means the degree of r ealism of the child and 
real (A.d ) the degree of r ealism of the adult. However, we are 
aware that chil dren nrc fr equent ly• more realistic than adults in 
some respects, for instance, they may be less blinded by ideol­
ogies. The statement (9) therefore is made very t entatively, 
with the intention mainly of pointing to an important aspect of 
devcl opmcnt. It needs specification (See p . 30). 

As main differen ces in th e behavior of the child of different 
age levels, we have mention ed chan ges in the variety of behavior, 
in the organization of behavior, in the ext ension of the life space, 
in the unity of the person, and in th e degree of realism. vVe do 
not, however, mean to su ggest that these are th e only behavioral 
changes typica l of denlopment. 

BEI-IA\'JORAL A SPECTS OF R EGRESSION 

\Ve have defin ed r egression as a change in a direction oppo­
site to the changes charact eristic of development. It follows that 
changes which are the r eYerse of those we h ave enumerated a.s 
typieal for developm ent should be typi cal for regression. One 
can ask wheth er this conclusion from our definition of r egression 
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and description of development is in line with th e actual use of 
the term regression. vVe wi ll see that this is the case in most , 
although not in all instances. 

1. If th e va:riety of a person's beha vior or th e richn ess of his actions, 
decreases considerably, on e speaks of primitivation in th e meaning of 
s implification. 

2. A decrease in the degree of oTganizat i on of a IJ ehav i ona unit 
may mean either a decr ease in th e number of hierarchi·cal levels or a 
disorganiza t ion. In th e latte r case, the pa rts of th e action may be con­
tradictory. In both cases th e breakdown of th e organization is likely to 
be vi ewed as a primitivat ion , as r egr ession of behavior. 

3. The same holds true for a dediffe r entiation anct foT a decrease 
of o1·ganization of th e per so·n i. e. , those factors which are r elated to the 
unity of the person. A decrea se in or3aniza tion of the pe rson, or a change 
from a unity based on organization toward a unity based on simple inter­
dependence (spreading of tension) is mos t common in those cases wh ere 
one speaks about primitiva tion of the person . They are typica l for the 
temporary regression observed in s trong emotionali ty and for most of the 
psyc hopathological cases of r egression. 

4. The decrease in the extens ion of th e area ot activ it ies and inter est 
seems to be characte ristic for those cases of r egression which come up, 
for instance, as a result of long un employment (according to a report 
given in a lecture by Oese r). The unemployed man and even his chil­
dren have been observ ed to narrow their fi eld of activities far more than 
economic n ecessiti es require. Th eir time persp ective seems to shrink so 
that the behavior of the person is more dependent upon the immediate 
s ituation. The shrinkage of the fantasy life seems to indicate a contrac­
tion in th e rea lity-i rreality dim ens ion of the life space. Such a change 
of the life space, opposite to th e extension during development, certainly 
represents a primitivation and regression. 

We have mentioned that not on ly the life space as a whole, but alse 
that part of the li fe space wh ich is call ed the space ot f'ree 1novement 
usually increases during development. The spa·ce of free movement might 
narrow down without imm ediate change in th e extension of the life 
space. This may happen wh en a person falls sick, or is placed in prison, 
or when a new sibling arrives. Such a change in the proportion of the 
accessibl e to the inaccessible areas in th e life space is commonly called 
restriction but not r egression . It might be appropriate to speak of re­
gression only in those cases wh ere the scope of th e life space as a whole 
decreases. We have mention ed th a t this frequentl y happens if a decisive 
diminishing of the space of fre e movement is established for a sufficiently 
long time. 

5. The outstanding example of a cl ecr easing r eal i sm is the shift 
from sanity to insanity. A temporary and compa ratively slight change 
in this direction is the "blindness" to r eality, typical of high degrees of 
emotion. Usually, also the "economy of action" breaks down in an emo-
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tion a! s ituation: th e individual "explod es" without much concern for the 
Pffi ciency and adequacy of his beha vior as a m eans to an end. 

Such dec rease in reali sm is frequentl y call ed primitivation. Certain 
a u t hors (81) seem to rega rd a ' 'withdrawal fr om r eality" as the most 
outstan ding cha rac t eri stic of r egression. H owever, an older child may 
well develop elabora te fan tas ies without this being a symptom of primi· 
tiva tion. On the contrary, th e old e r child usuall y has a more developed 
fantasy !He th an th e younger one. Thus, a more elaborate fantasy life 
has generally to be con s id e red as a symptom of differentiation, rather 
tha n of primitivi ty . 

It seem s, th erefore, n ecessary t o cons id er carefully the circumstances 
of unrea lis tic beha vior before it is eva lua ted as a symptom of regression. 
Maybe what co unts is not the ac tu a l degree of realism of behavior, but, 
th e in a bility to be m or e realis tic. Tha t would m ean, that instead of 
formul a (9) th e following formula a pplies : 

( 9a ) real"'"x ( Cl1 ) < 1·eal"'"x (Ad ) 

n~a l """ ( Ch) indi cates the ma ximum degree of r eali sm which the child 
is a bl e to show, and thi s should be consid ered the bas is for judgments of 
the developmenta l level. W e do not n eed to discuss this question further 

here. 

Th e diffe r ent aspects of regr essi on, such as the decr ease in 
vari ety of beha vior a nd in oegani zati on of behavioral units, 
cha nge in unity of th e person , shrinl<ing of th e life space, and 
dec1·casi ng r ra 1 isrn :n ·r uot linked rigidl y so that a certain amount 
of r err rcssion in on e aspect alwa ys leads to a definit e amount 
o£ re~Tession in ever y other aspect. The various patterns of 
r·egrcss ion obse rvabl e in cases o£ emotion, bodily and mental 
cli seasrs. imp ri so nm ent or se nility, stron gly indicate that the dif­
f erent nc; pects of r eg-ression arc, to a certain degree, independent. 
of ea ch oth r r. On the other ha nd, there seems to exist some de­
gree of int erclcpcnc1 entc so that an indi vidual who is regressed 
below n cer ta in len] in on e respect , cannot k eep his previous de­
velop mental leYel in r cgn rd to the other aspects. 

T1-1 ~<: H EPHESJ<: N T .\TIO N o F D EVE LOPMEN'r AL l ;EVELS BY M EANS 

OF Sci E NTIF IC CoNSTH UCTs 

\Ve have di scussed some of the main behavioral properties of 
d C' vC' lopm entnl levels. To be abl e to predict r egr ession, or set 
forth a scientific theory of r egression, one will have t o characterize 
the diffe r ent developm ental levels of a p erson in such a way that 
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the conditions of r egr essi on cnn be logically deriv ed. Such a scien­
tific r epl"cscnt at.i on of diffe l"ent development al sta ges should also 
make unclerstandablc th e mam1 cr in whi ch t he va ri ous cha racter­
istics oE a given stage, sueh as vai' ict y a nd organi zation of be­
havior- , unity of t·hc li fe space, etc., a r-e int cn elated . 

Th e psychologienl co nstl"uets whi ch may be useful for such a 
task do not need to be in ve nt ed de noveun. A number of concepts 
(for exampl e, differ ent iati on) a 1·e used by p mdically everyone 
working in this fi eld. \Vhat is needed, above all, is a con ceptual 
clarification of th ese constru cts . 

W e will not discuss th ese matters in detail hc1·e, but only 
suifi eiently to make unclerst:111cl a bl e th e pi"ecliction on whi ch th e 
followin g cxperi111 Cnts a i"c based, nnd to proviLl e th e conceptual 
back g r-ound fol" later theo 1·ctical eonsicl erat ions. As ma ny of these 
concep tual problems are hi ghly technical in nature, the discussion 
of deta il s is pla ced in Appendix 1. 

If th e conceptual1·epr·esentati OII of development al sta ges is to 
facilit at e the de1·ivation of the conditions of r eg 1·ession , it will 
have to be don e in t ei'ms which in elud e pe i"son and en vironment; 
in other words, i n terms of a fi eld t heory. 

1'he Degree of Diff et·entiation of u Duna1m"c Whole 

W e will begin with the co ncept of d iffer enti ation. As men­
tioned abo ve, th e teL"m differ enti at ion r efers either to the variety 
of behavior or t o a dynami c construct , namely to the degree of 
differentiation of the person, for which th e variety of behavior is 
commonly said to be a symptom. W e will have to consider 
whether this co nstnlCt, i. e., this state of the p erson can be r epre­
sented in a con ceptually more precise form. 

Geneml Clwructe1·is tics of til e Conce pt of DiffC?·entiation.­
Differ entiation r efers to the Number of P arts of a ·whole : It ex­
presses a certain characte risti c of a dynami c whole, i. e., it r efers 
to the number of rela t ively sepa r·ated or dist inguisha bl e p arts con­
tained in a definit e whol e a nd , p erhaps , to th e degr ee of separation 
of these p arts. Th e mitosis of th e egg into two, four, and eight 
cells, or the lat er differ en tiation of the embryo into ectoderm, 
mesoderm, and endod erm a re simple examples of a diffe r entiation 
which can be determined morphologically . 

Diffe r entiation Based on Independence of P ar ts : Unfor-
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tunatcly, the psyd10 log ical clegTee of differentiation of a person 
cannot be dct erm in c'd morphologically. In psychology, th e dis­
tinct ion of pa rts \r ithin the pcl'son w ill hu,·c to he clone on the 
basis of a functiona l scpantt ion of these parts. 

How, on th e bas is of f un ct ional ind cpencl cncc, a part may be 
defined within a whol e, and how the number of such parts con­
tained in a whol e may be detei'Jnined, so that one can speak of a 
defini te deg1·ec of diffe1· cntiation of a who le, is the task which con­
fronts us . 

Differenti ation as Related to Simple Interdependence Rather 
than to Orga nizational Interdependence : Th e degree of func­
tion a l diffe1·cntiation whi ch is to be att 1·ibuted to a given whole 
depends upon the type and deg ree of inuepl'ndence which is being 
consid er ed. 

vVe will distinguish heee l>ut two types of interdependence of 
parts in a whole (Sec 1\ ppcncl i x J ). 

1. One type of depend ence , whi ch has been call ed simple dependence 
has ~ he followin g characte ri st ics. First, it is based on a process which has 
the cha racter of "spread ing" from on e part to n eighborin g regions accord· 
in g to proximity. Second , the change of th e dependent part usually occurs 
in the direction of equ a li zing its state and t he state of the influ encing 
var t. For instan ce, sp read ing of tension means that ne ighboring parts 
tend to chan ge so that a state of equal tension is approached in a ll parts. 
Third , the dependence of pa rt o on part b is essentially of the sam e 
type (although not necessarily of the same rleg ree ) as the dependenc» 
of part b on pa rt a. 

2. The depend ence which h as been ca ll ed organiz.ationa.l interdP.­
penclcnce shows rather differ ent cha racte ri stics. First, it is a type of 
dependence between a and b s imil a r to that bet ween leade r and led, or be­
tw een som eon e using a tool and the tool. In such a case, the way a de­
pends upon b is obviously rather diffe rent from the way b depends on a. 
Second, the orga nizati ona l de pend ence usua ll y does not work from 
neighbor to nei g hbor lik e the sp read ing of tension. It i s a selective pro­
cess: sometim es one part, som etim es another part of the system is used 
as a tool in a specific way. F or instance, the same need may produce 
an organized activ ity in diffe rent parts of th e mu scu lar system. Third, 
th e kind of chan ge resulting from th e organi zed inte rdependence of a and 
b us ua lly does no t t end to equalize t he state of a and lJ . The subordinate 
part b (i.e., th e part whi ch is led, t he tool) cha nges in a way which helps 
a (the leading part) to reac h its object ive, but it does not lead to g reater 
final equality between t he two . 

vVhen we speak of the deg 1·ee of differentiation of the person, 
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we will r efer only to the first type of dependence, i.e., th e one 
based on simple interdependence.6 

D et ermining tll,e Nt~mber of Cells in a Dyn amic 1Vhole.-Defi­
nition of the Degr ee of Independence of 'l'wo Regions: Two regions 
a and b are neither compl etely dependent nor independent. The 
question of independence, particularly of parts within a whole, is a 
question of degree. It is possible to define the degree of independ­
ence of region a from r egion b ( indep (a, b ) ) , by referring to the 
amount to which the state of b can be changed without affecting the 
state of a (See Appendix 1). From this one can proceed to a defini­
tion of the degree of independence of one r egion from its immediate 
surroundings. 

Differentiation Presupposes Natural P arts (Cell s) vVithin a 
Whole: "Within a limited homogeneous whole W, e.g., a liquid in a 
container, one can designate arbitrarily two areas, a and b (Figure 
5), which may be independent to a considerable degree. Neverthe-

l l 

II 6 

FIGURE 5. Undifferentiated Whole 
W = whole ; a, b, arbitra rily defin ed parts of llT; l, line cutting W (see 

Appendix I, p. 228) ; 1, 2, 3 . small reg ions along l. 

FIGURE 6. Differentiated Whole 
W = whole; C', C", C"', . . . natural parts of W; a, b, c, . . . ar-

bitrarily defined pa rts of C; l , line cutting W; 1, 2, 3, = small re-
gions along l (p. 229) . 

less, the whole would not be called differentiated if there were no 
distinct natural parts. Such parts (C) can be defined as regions 
with a high degree of interdependence of the subregions (a and 
b; Figure 6) within one part, but a distinctly lesser degree of inter-

• There is no logical r eason for the different properties which we 
consider typical for simple interd ependence (or for organizational inter­
dependence) to be a lways combined in this particular way. A more de­
tailed analysis would require a study of the specific effect of each of these 
factors. 
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dependence between th e subregions of different parts (a and e). 
In other words, th e concept of a differentiated whole presup­

poses th e existence of natura l pmts (82 ) within a whole. We will 
call the natural parts of th e whole "cells" (See Appendix 1). 

\Ve will indi ca te the degree of i11dependence of a natural cell c 
from a neighborin g cell n by bo (c, n), to be read: the strength of 
the fu nctional boundary of c aga inst influences from n (See Ap­
pendix 1) . 

The dcgTec to which neig h boring cells are independent can be 
differ ent both within th e same whole and for different wholes. 
Whol es whi ch do not show natura l par·ts can be called undifferen­
ti ated. 

Bot h psychologica lly and biologically, it seems to be character­
ist ic of most organisms, and ce rta inly it is true for a per son, to be 
composed of natu ral subun its. In other words, organisms have a 
finite structure; a similar finite structure is characterist ic for the 
life space as a whole (50 ) . 

Th e Degree of Differcn t iat ion : The degr ee of differentiation 
of a whol e can be defined as th o number of its cells. 

A cell is defined by a certain degree of independence from its 
neighbors. The number of separated ce lls that are distinguishable 
within a given whole (W ) , in other words, its degr ee of differentia­
tion (di[k (W ) ), depends upon th e degree of independence (k ) 
whi ch its cells must have to be co nsidered two separate cells. The 
two valu es are inversely related. 

(10) d1:[k ( W ) =F ( 1/ k) 

However, th e degree of differentiation usually does not decr ease 
continuously with increasing k, but shows points of sudden decrease 
where k incl'eases from a Ya lue just below the independence of 
natural n eighboring cells ( bo(c,n )) to a \·alue just above it (See 
Appendix 1) . In other wol'ds, the dcgr·ec of differentiation of a 
whole is not an arbitrat·y matter ; it is determined by the natural 
cells of the whole. This docs not exclude th o fact that the degree of 
differentiati on of a whole is relative to cel'tain arbitrarily r equired 
levels of dependence or independence. 

The Unity and the D egree of Dif/e1·entiation of a Whole 

The notion that the growing child shows an increasing differen­
t ia tion is based partly on th e obset'\'ation that the unity of the grow-
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ing child, as far as it is based on simple d~pendence (spreadin~), 
seems to decrease. vVe have discussed a van ety of symptoms whiCh 
indicate such a change. For a theory of regression it is essential to 
determin e the conceptual r elation between the degree of differentia­
tion of a whole and th e degree of its unity. 

D efiniti o-n of th e D egree of Unity of a Whole.-The term dy­
namic unity of a whole r efers to th e degree to which the state of one 
part within the whole depends upon the state of other parts of t hat 
whole. The unity of a whole is said to be gr eater ·when the degree of 
interdependence of its parts is greatest. 

Technically, one can define unity in a number of differ ent ways 
(for instance, by r eferring to the average dependence of the parts). 
We will define tho degree of unity of a whole as the minimum de­
pendence of any part x on any other part y. In other words, we 
will measure the degree of simple unity of a whole (si uni (W)) 
by the degree of dependence ( dep ) of its least dependent parts. 

( 11 ) si uni ( W ) = dep"''n ( x , y) 

This definiti on of the unity of the whole W implies that , if the 
state of any part of the whole is chan ged to a degree greater t han 
that definin g the unity of the whol e, every part of the whole is 
affected . 

The concept of the degree of unity can be used for undifferen­
tiated as well as for differ entiated wholes and for arbitrarily defined 
wholes (containing two or more not connected regions). It is, how­
ever, possible to define " natural " wholes by a method similar to 
that used for the definition of cells (See Appendix 1). 

The Unity of a. Whole, its D iff erentiation and 1'ts Diameter.­
What is the r elation between the unity of a whole, as thus defined, 
and its degree of differentiation ? In other words, what is t he rela­
tion between the intimacy with which the sta te of one cell within a 
whole depends upon the state of any other cell of the whole and the 
number of cells contained in this whol e? 

In the fo ll owing discussion we will restrict our analysis to 
wholes where each cell is dynamica ll y equal to every other cell, par­
ticularly in regard to the degree of independence (bo(c,n )) from 
the neighboring cells. 

Given the same number of cells, and assuming that any two 
neighborin g cells show the same degr ee of independence through­
out the whole, the degree of unity of the whole is obviously small-
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er, the gr eater th e deg ree of independence of the neighboring 
cells (See Appendix 1) . 

One might exp ect that the unity of the whole would decrease 
with differentiation , that is, with an incr easing number of cells. 
This is, however, not ent irely correct . 

Even in th e case of the same degree of independence of each 
cell from its neighbor, an increase in the number of cells does not 
necessarily lead to a decrease in the unity of the whole. For in­
stance, the degr ee of differ entiation of th e whole represented in 
Figure 7a, equals 6, that in Figure 7b equals 12. Nevertheless, 

7a 7b 

F rGU HE 7. Central and Peripheral Laye rs of a Whole 
Figure 7a. W' , whol e wi t h one central and six periph eral cells . 1 , 

central cells; 2, 3, . . . 6, peripheral cells. Figure 7b. W", whole with 
one central and twelve peripheral cells. 1, central cell; 2, 3, . . . 12, 
peripheral cells. W" is more differ entiated than 1V' but the degree of sim­
ple unity of both wholes i s the same. 

the degree of unity of both wholes is the same. In other words, 
t he unity of a whole depends not only on the degree of independ­
ence of each cell and the number of cells, but also, upon the way 
these cells are grouped ; that is , it depends also on the structure 
of the whole. 

The more detail ed discussion in Appendix 1 shows that the 
structural facto r whi ch is decisive for the unity of the whole is the 
maximum " hodological distance" (53) between any two cells 
within the whole (measured by the minimum number of steps 
from one cell to another). vV e will call this maximum distance 
between any two cells of the whole ( e ~~~x ) , the '' diameter'' of 
the whole. 

In case the cells of the whole are otherwise equal, the degree 

F RUSTRATI ON 1\.l'-'D REGHESSION 37 

of unity of th e whole is inve rsely related to the degree of inde­
pend enee of nei ghboring ce ll s and thr diamrtrr of the whole 

(12) si nni (W) =P( 1 max ) 
bo( c,n) ,e·"·Y 

Th r; Jncrcasinu l ndeprndcncc of Cells during D el' elo p m cni.­
It shoul d be possible t o re lnt e i he decreasing unity of a person 
during cl evelopment to hi s incrcns ing diff'cr-entiation or more cor­
r ectly, h is dinrn ct cr. Actually, howm·er , a seeond faetor- seems to 
play n role. Kounin 's r; tncly (45) on cosatiati on of indiYiduals of 
t he sa me mental <Jg e, lmt of different eluon olo~·ical ages, shmvs 
that individuals of simil:n degrees of different ia t ion m:1y neverthe­
less differ in l'egar d to the dcgTce of ind(•penclence of correspond­
ing regions ·within th e p erson. Thi s study is one more indication 
of the incr eas in g ind ependence of neighboring cells or, as Kounin 
says, of th e growing rigidity of the individu al with age. 

One can co-ordinate to diffe r-ent states of t ension of n eighbor­
ing cells certain forees at the boundary between these cell s. The 
strength of these forces will depend on the clegTec of the difference 
of these states. The degree of ind ep enden ce of two neighboring 
cells can then be conceived of as correlated to t he maximum differ­
ence in t ension which can be maintain ed by th e boundary. In 
other words, it can be correlat ed to the maximum difference be­
tween the strength of t he forees on each sid e of the boundary, or 
what may be called tl1e m<Jximnm strength of resultant boundary 
forces. 

This r epr esentation permits :1 convenient formulat ion of the 
relativity of clepenclcnee; two ce lls within a whole ma y be d e­
pend rn t in r-r g:H(l to strong· l' e ~m !tnn t bonnllary forc-es and incl e­
pende11t in regnn l to wc<J ker forces. This im11lics th at the degree 
of diffrrenti at ion of a given " ·hole is an in verse f unction of the 
strength of 1 he forces re l :1t i \·c to wl1i ch the cells have to be inde­
pendent (Sec Formnl :1 13a ) . In ot her words \\·e look for dediffer en­
tiation (r cgressi ,:J n ) when the re ~ uJt ::mt forces <l i' C t oo gr eat (See 
/,ppcnclix 1) . 

Stra tifi cation: Ccn l·ral rtnd P el"':phcral L((.ucrs ; I nner and O uter 

Laye1·s 

In t erms of th e ron ccpts discussed thus far it is possible to 
disti11 gui sh differ ent layers within a whole. P sychologists have 
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made use of the concept of laye rs, pnl'ticularly m referring to 
more central and more pe ripheral la yers. 'l' his distincti on has 
been found to be rnther importa nt in connection with n eeds (84, 
37), and in co nside rat ion of the ncressibility of the person (56). 

One en n distinguish two types of lnycrs based on different 
cha1·a cteri sti cs. W e limit 1h e discussion nga in to th e simplest case 
where all cell s have th e same dynami cal properti rs within th e 
whole. 

Central and P en:ph cml Laywrs.- 'l'hc maximum distance from 

a cell c to any other cell y within a whol e ( e ~·-~:;") is usually not the 
same fo1· every ce ll. From some cell s i1 is possibl e to reach any 
other cell in rrlati vely few st eps. For instancr , fo r· the cell 1 in 
Figure 7a and Figure 7h this maximu m d ist ance equnls 1 ; for any 
other cell it equals 2. Those cells within the whole fo r which this 
distance is equa l 1o the diameter of th e whol e will be call ed 
" periphera l cell s," and th eir totality, th e "peripheral layer" of 
a whole. Startin g from this pcriphernl layer we can distinguish 
more and more centrnl la yers (See Appendix 1) . In Figure 7a 
and Figure 7b the most cr ntral laye r is t he celll. 

Because of its p osition, a centrn l cell is r elatively more in­
fluential than a periph ernl cell. Th e minimum chnnge of a cell 
necessary to affect every other cell is small er in a central cell. In 
this way the state of the whole depends more on the state of th e 
central cells. 

At the same time, central cells are, on the average, more easily 
affected by a change anywh ere in th e whole. In th is way they are 
more "sensitive" to the st ate of the \rhol e. 

It is obvious that th ese facts may be linked to some of the 
properties commonly ntt1·ibuted to psychologically more central 
layers. It should, however, be emphn sized that we do not have to 
deal here with the r elat ion of ruling and ruled , but rather with 
r elative importa nce based on simple in terdependence. 

The degr·ee of unity of th e central la yer t aken by itself is 
greater than th e unity of th e whole (1n case this whole has also 
peripheral cells) . 

Inner and Outer Lnyers.-The degree of cen1rality of a cell 
deals with the question of how easil y the cell is affected by changes 
within the whole. The question may be asked concerning the effcc.t 
of the position of a cell on its being influenced by changes outside 
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the whole. This can be answe red by distinguishing inner and outer 
layers. Cells whi ch haYe a comm on boundary with the boundary of 
the whole ca n be ca lled "outer" cell s, and their tota lity the " outer 
layer" of th e whole (Figm·e 8) . Startin g f rom the out er layer one 
can distinguish , in a simil ar way, more and more inner layers (See 
Appendix 1) . It is en t irely poss ible that the in creasing distance 
between th e ego and th e environment whi ch we have mentioned 

8 9 
Fmmm 8. Outer and Inner Layers of a Whole 

'The outer layer conta in s cell s 1, 2, 3, 10, 18, 17, 16, 13, 5, 4; the 1st 
inner layer conta ins cells 6, 7, 8, 9, 15, 14; t he 2n d inner laye r conta ins 
cells 11, 12. 

FIGURE 9. Case in Which a Centra l Cell is Part of the Outer Layer of the 
Whole 

Central layer contain s cell s 3, 7, 8, because t he maximum distance to 
another cell y within the whol e is e'~~'~x = 2 for these cells. For t he pe r iph· 

era ! cells e~:~x= 3, because this cell on ly has no common boundary with 

the whole. The inner laye r con tai ns only cell 8. The cell s 3 a nd 7 a r e 
outer cells in spite of being central. 

above (p . 22 ) is pal'tly r elnt ecl to the in creasing strat ificat ion of 
the person clUI'in g development. 

Cells whi ch arc cent rn l nr·e f r equ ently located in an inner 
layet·. HoweYer, this is not necessarily so ; a central cell may be­
long to the oute r· layer (Sec Figure 9 and Appendix 1). 

Inhomogeneity nnd Va riety of the Stat e of a Whole 

On e of the outstanding behavioral character istics of devel­
opment is, as we have seen, the increasing variety of behavior. 
Dynamicall y, t he greater variety of behavior· will have t o be 
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linked to a g l' r nt e l' va ri t•ty o:f: patt erns of stat es wh ich can be r eal­
ized in a gi Ycn o1·ga11ism. 

lfomogcnl'ily, D?fjl'l'l'?tl iation, and Unity of a, Whole.-A highly 
diffc1·cn t int cd who le c; tn be YC I')' homogrncous : th e state, for in­
stan('c, the state of tens ion, of: ever y cell may be the same 
throug·hout th e whol r. How <'H I', there ex ists a r elation between 
tlw mnx imnm d iffe rent·<' in t he stat e of any two cells and certain 
aspeets of th e lliffnentiation of th e vvho le. A more detailed dis­
cu ~;s i on shows (See J\p pcn dix 1) th nt the maximum inhomogen eity 
wit hin a whole, t hat is the g rrntest diffe r ence of the state of any 
t wo pads, is <:losc ly related t o its di amet et· and to the degree of 
incl epr ndencc o:l' neighb01·i ng cell s. The maximum inhomogeneity 
is an i11 verse f'un ct ion ol' the unity of the wh ole. 

V uriety of Patt CI'n s.- Thc number of patter11s of states which 
can be realizrcl \l' ithi n a g iven whole depends upon the degree of 
ind cpcnclen<·e of th e cell s, upon the diamet er, and in addition , 
upon the numhrr of c<·lls, thnt is, the degree of differ entiation of 
th e whole (Sec "\ppenclix 1) . 

Ou r diseuss ion of dynamic wholes thus far has been based on 
rather gc nel'a l prope1'1i es. To link these p1·operties with the 
actual hehav io1· of a pC'I'son, one has to l'Onsidcr the more specific 
ehnrade l'i st irs of an Ol'g-a ni snt. H is possible wi th most organisms 
t o spra k of so mething like a normal state. Biologically and 
psyL·llOlogic;ill y, th ere <I I'C li mitat ions t o th e change of th e state 
of a cell beyond which the boundary between the cells, or the cells 
tltcmselHs, \\·ill be destroyed and the orgnnism wi ll die. This fact 
lim its th e change in th e state of t he cell s of a li vin g whole to a 
r elnt iH ly na iTO\\' ran ge and to definite nbsolute levels. It set s 
very definite l imitntions to th e \·a riety of: patterns \\·hich can be 
l'en lized wi thin nn m·ga ni sma l whole. 

If a cell o1· n lm·gl' l' pa1·t of th e whol e is k ept on a fixed level 
by ontsid t• influences Ol' sm·h fa dors as a n eed in t ens ion, the 
\·aril'i.Y of possible patterns cl e('['e;1 ses . In other words, the fl ex i­
bilit y aiHl l'i l'hness of behav iol' is r rduced. The degree to which 
thr vm· iety of pntt('l'n decreases clepe nds, for a giYen whole, 
main ly upo n ( 1 ) the cleg1·ee of eentralit y of the cell whi ch is k ept 
on a ce r· tain lL•vel, (2) th e clegTec to whi ch this level deviates from 
th e normal state. nncl (3) the numb er of these cells (See Appendix 
1). _\ t ecl uct ion of th e \'ariety of behavior can be viewed as a r e-
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gression (p. 254 ). Therefore, t hese factors are of importance for 
the understanding of r egTession. 

The D egree of H iemrchicul Orgnnization 

vVe have distinguished between two types of dependence, 
namely, simple dependence and organizational dependence. Hav­
ing discussed differentiation, unity and variety of pattern as a 
function of simple dependence between the parts of a whole, let 
us turn to a discussion of t he properties of a whole based on the 
organizational dependence of its parts. 

The "leader-led" relation, whi ch is characteristic fo r organi­
zational dependence, may be r epresented with the help of the 
concept "power fi eld." This concept, which has shown its use­
fulness in social psychology (50, 56, 12, and Wiehe, F.: (quoted 
by Lewin, 49) ) indicates the ability of one person to induce forces 
acting on another person. One can distinguish the strength and the 
scope of the power field . It is one important aspect of the relation 
between leader and led that the power field of the " leader" over 
the " led" is stronger than that of the " led " over the " leader ." 

One can apply this concept to parts of a whole and distin guish 
"leading" and "led" cells by r eferring to their power fi elds. 
For instance, the forces acting on the cells of the motor r egion 
can be said to be induced by the power field of cells belonging 
to the inner personal r egion (50). 

Cell s which rul e oth er cells may themselves be ruled by a 
third group of cells. One can defin e the degree of hier ar chical 
organization of a whole by the number of strata each of which 
rules a ruled stratum. 

The Orga,nizntiona,l Unity of a, Whole 

A conceptual clarifica tion of what is meant by organizational 
unity is a necessary but rather difficult task. This t erm is usu­
ally linked to consid erations of "harmony" or " effi ciency." A 
well organized uni t is a whole which has one and not two or more 
competing ''heads.'' One speaks of a. ' 'disor ganization, '' or lack 
of unity also if the execut ive organs do not obey or do not r eadily 
obey the inducing pow er of the leading r egions. 

It seems to be possible to r epresent both aspects of organi-
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zation by a r elati vely simple formula whieh refm·s to the st rength 
of the pow er field of t lu1t p art of t he whole whi eh has t he f unction 
of head in r elation to the strength of the powe 1· fi eld of th e rest 
of the whol e (See Appendix 1 ) . 

To some degr ee t he organiza tional unity of a whole dep ends 
on the properties of its " ruled" cells, th e "exceut iYe" in K offka 's 
sense ' (41 ). This would be maximal if' t h e execu1ive had th e 
properties of a good medium as defined by H eider ( 31 ), i.e., if 
it were composed of 11 gre:1t number of r elnt ively independent 
parts, the stat e of ,,·hi('h could be easily changed. Thi s po int 
is important for th e co nditions of 1·egression , as 11· e wi ll see later. 

Probnbly th e effic iency of th e executive organs as a medium 
in creases during chi ldhood, at lenst in ea r ly childhood. But t h e 
numb er of hen ds of the hiem l'ehic:ll o1· gnnizat ion, p1·obably does 
not show a simple st eady progress. ln ee1·tnin periods the w hole 
person may be gov em ed by one head a nd its organizational unity 
w ill be corr espondingl y hi gh. Th e n 'gion whi ch funeti ons as a 
head, may, howev e1·, d iffer ent iat e int o relati vely iudcpendent 
cells :mel this will deer ease t he o1·ga ni zntional un ity of the child. 
Late t· on, a new head may emer ge. and lat e1· f ul'ther diffel'ent in­
tion of t he n<·w head may f oll ow, et c. In this way the h ierarehi­
cal organizat ion of the who] (' 11·ould increase, 11·hi le at the same 
tim e its degree of or ga nizat ion:1 l unit y would periodi ea ll y de­
crea se and increase with the d iffm·enh ation and organization 
of its head (L•'igures 4b and +e) . 'fhat deYClopmcnt of behavior 
fl- equcnt ly p 1·oePeds t lll'ongh pe l'iods of more ha l'll10n ic and more 
unhannonic stagrs (('l' iscs) may be tal\e n ns nn indication of the 
correctn ess of this Yiew. 

E x ten sion of !li e L ife Space 

Th e scope of th e I ife spat: e ea n lw repr esented with eonceptual 
means deYelopecl elscw here (15, G+) . One ma y distin guish t h ree 
main dim ensions of extens ion. One dea ls " ·ith t he sco11e and 
differentiation of th at nren wl1i cl1 fo l' th e indi vidual ha s t he 
charact er of th (' present r en li ty . 'l'he second deals with in cr eas­
in g cliffe1·entiation in 1he r ea li ty- irreal ity dimension (74 ). The 
third deals with the ex t (•ncling; psyehol ogi(· al tim e dimension, i.e., 
with th e extendin g " 11Sychologiea l pnst " and "psychological 

' By this te rm Kof[ka does not mean t he "head" which leads bu t 
tlwt pa rt of the system which executes. 
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future" 11'11ich ex ist as pa rts oJ' th e life spn ce at a give n ti me 
(15, 54) . 

R eg l'ession o[ lwll;H ior should l' esuH if: t l1 e St:ope of the 
reality lev el of t he life spa('C is nniTowed cloll'n , O l' i f its psycho­
logical time dimension ot· its r eali ty-ineali ty dim ensions <Ire re ­
duced. 1Vfm·cove1· a cha nge in lwl1 av ior showing some chnrncter­
istics of r eg l'ess ion should nsuH if tl1 e :f\wc ti onal connecti011 
between the r e11lity nml il'rea li ty ]c,·el is scve l'ecl, i. e., if th e link 
between fa ntnsy and action is cut. 



Chapter II 

EX-PERTMEKr:r'AL REGRESSION THROUGH 

FH OS'l'RA.'riON 

Tr-n : PROBLEM UNDE R I NVESTIGATION 

This study r eports an att empt to crea t e r eg ression in chil ­
ch·en by frustration. It can be viewed f rom two ang_l~s . First , 
it tries to clarify the nature of regress ion and tl~ e conditiOns lead­
in g to it by t esting ce1·tain th eoret ical ass~1mp:10ns about r egres­
sion. Second, it can be viewed as a contnbutwn to the study of 

frustration. 

Some Sitnationa,l Condit ions [01· R egression 

It is possible to dcriYe from the conceptual representation of 
developmental levels, certain conditions which should lead to 

r eo-ression. 
"' W e have seen that the developmental levels differ in a vari-

ety of aspects, such as degree of differentiation , organi~ation, 
etc. In regard to each of these aspects it should be possibl e. to 
set up th eoretical pred ictions as to the conditions under wh1~h 
r earession should occur, i.e., what conditions should r esult m 
dcdiffrrentiation , in disorganization , et c. There exists, obviously, 
n great variety of possibilities in regard to each of these aspects 
and their combina t ions. vV e have been aware of some of these 
aspects from the beginnin g, others became a_pparent_ during th e 
study. \Ve will first discuss a fe1r co nsideratiOns _which have l e~ 
us to investigate regress ion and which have determmed the expen ­
mcnts . A number of other factors which have been relevant 
will be dealt with when we discuss the experimental results. 

One of the conditions which may lead to reg ression is a sit­
uation in which th e person is under unusually hi gh pressure or 
where he is in a stat e of particularly hi gh t ension. Indeed , 
from th e conceptual r epresentation of developmental stages_ it 
follows that a state of high t ension should lead to a r egressw_n 
in at least two r espects. If the state of tension in some cells IS 
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kept hi gh th e vari r ty of patt erns 11·hi ch ca n be r ealized is g- r eatly 
diminish ed (Sec Appendix 1) . In other words, in t he case oi 
very strong forces, or hig-h t ensions, th e degree of differentiation 
of a g iv en individual is r·cduccd. Secondly, the organi zational 
unity is likely to be affected bec ause th e hi gh t ension level makes 
th e executive regions a less effi cient mrd ium. In othe1· words , 
frustration proc:psscs of th e t ype of sp r·eadin g of tension , in­
cr ease in importance r elat ively to organizational p1·occsses (See 
formu la (8) p. 27). In addition dediffer entiation is likely to 
affect directly th e degree of hi erarchi cal organization. 

The Effect of Fntstrafi01t on Activities Not R elated to tl1 e Ina c­
cessible Goa l 

A frustrating situation , i.e., a situation where an individual 
IS prevented from reaching a desirable goa l is one way of creating 
tension. Th e1·e are a great number of experimental facts con­
cerning animals, children, and adults which indicate this. The 
representation of the r elation between frustration and tension 
is relatively simple, and hn s proved fruitful in a wide variety of 
conflict sitnations (reward and puni shment (49 ), physical or 
social obstacles to a goal (16), anger situation (12) , substitu­
tion (74 )) . 

The cxpcrimrnts on anima ls and human beings have given 
us a fair knowl Nlge of th e main factors det erminin g th e strength 
of frustration , such as th e r elation to needs and to th e distance 
between an indi vidual and hi s g·oa l. vVc know the usual devel­
opment of SUl'h f rustration situations, e.g., a t endency to take 
round-about rouh's, alt ernat ion between temporaril y leaving the 
fi eld and comin g bn ck , and the final givin g up. The th eory of 
th ese processes is relati vely well dev eloped (12). W e know 
some of th e conditions 11·hi ch facilit ate a nd hind er round-about 
r·outcs in such a si tuati on and some of th e factors which determin '~ 
the particular fo rm of rest less movements (49 ) . 

If the t ension in frustn1tin g situations is too hi gh th e actions 
in th e direction of th e goal arc likely to bec ome emotio nal and 
more '' pl'imitivc.' ' In other words, in stead of trying to find 
l'Ound-about routes in an orgnnized syst ematic way, d irect actions 
occur which are f requ ently vag·ue and pr·imitive in character. 
\V c suppose most psychologists would agree that one can speal\ 
her e quite correctly of r egression of behavior. Indeed, the way 
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an older p erson tries to r each a goal in the case of' hi gh t ensio n 
shows certain similariti rs to the act ions typi cal fo r a younger 

pl:l'S0l1 (12 ). 
'rh e expe riments whivh we arr go in g· to r rpo rt are not in-

t ended to provid e adcl iti onn l p rool: o[ the fnct that in a stat e of 
high t ens ion th e acti on 1·o\r an1 an obst ructed goa l r egr esses to 
a primit ive level. Tlwy arc an attempt to go onr step f urth e r. 
Hit is t·orTeet that a suffit·i ently l1igh t ension l ends to a r egressed 
slate of thr indiv itlnn l , th is r egression should show it self' not only 
in the acti on toward th e ina ccess ibl e goa l , but a lso in bchavim.· 

whid1 is not related to this goaL 
Case st ud ies indi cate that th e f rustration of an i ncl iviclua 1 

in one area mny nffeet hi s mood and hi s behav ior in other areas 
of acti vity. The situnti on in the prr sonal life oE th e ind ividual 
may r ead il y affect his occupat ion al li Er. 'Popular op inion about 
the way frustration in one field affect s a p erson's activity in 
nnother fi eld is full of contradiet ions . Frequently it is held that 
much hardsh ip and :f'l'ustrat ion ha s a favorab le effect on the p ro­
ductivity of the artist. On t he other hand, it is held that such 

s1t nations hamper productivity. 
From our theoretiea l co nsid erat ion it should £oll ow that if 

the t ensio n level is inc reased too grr atly, the in dividu al should 
Jegress. 'l'h e £ollm\·ing experiments test this hypothesis. 

Degree of Const rncli1'eni'SS of Play as a Symptom of Regression 

In exper iments w ith yo un g chi ldren it is not ndvisnble to 
use extremely f rustra ti ng situations. It is necessary to r estrict 
thr intensity of frustra ti on to degrers which arc well within the 
limit of the everyda y experi ence of most childr en . This makes 
it necessary t o fin d a sympt om of regression t hat is suffi cientl y 
sensiti ve to indicate small changes in the state o£ the p erson. 
W e hnvc chosen for this purpose th e f r ee play activity of the 

child. W e did so mninly for three reasons. 
First , we expect ed that certa in properties of play which we 

will call th e "constructiven ess o£ play" w er e closely related 
to the developmental stage of the p erson. The t erm constrne ­
tiveness should not be un derstood h er e as opposit e to destructive­
ness. -v·le hav e in mind su ch qualities as the degree of diffe renti­
ation and orga nization of p lay activit ies quite independent of 
their con ten t , for instan ce, independent of whether or not they in-
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volve building up or tearino- clown ( I t . .b 
d 

. . "' . JS possr le of course tl t 
cstructive actiOns are usu·l lly n·tor·e . · .t. ' ' ra < · pr·1m1 rvc than 0 · 1 · 

construction.) nes m vo vmg 

Second, we have seen that the cl 1 • • < eve opmental l evel f b 
havror IS not n ecessarily a r cliall , . 

0 
e-

. . . . . ' J e symptom for t he dcvelo . 
mental state of the mdr\'ldu al (p 11 ) If . . . P . . . · · the child JS told t 
cany out a dcfimte t ask such as fo l.cl · . . . · . 

0 

' ' In" a p1ece of · 
specific manner or any other minute! ~. . .· . paper _m a 
li ttle is left to th e individual and th Y -~rescubed _task, relat~v~ly 
will mirror the character o£ tl ~ el~ ~dnt t.o :vluch the activity 

· · le ll1C IVI Ua} lS rath }' ' d 
In a situ atiOn of free pla y littl . f er 1mrte . . . ' ' e JS en orced from 0 t 'd 
tJ cularly If suffi cient play material is rovid d . u_ Sl e, p~r-
is sufficiently flex ibl e (74) 

011 
p 

1 
~ e and If th1s matenal 

· c wou o expect ther f h 
f~·ee play would indicat e particularly well th ' e ore, _t at 
vidual. Th e so-called ''play t ech . '' c stat e of the mdt-

mque assumes that t l 1 
of a p~r::;on reveals his n eeds and . bl . . . le p ay 'd . pr o ems. From sumlar 
sr eratwns . we have assumed t hat tl I con-re c 1aracter of the 1 h ld 
be a useful symptom of the devel t l P ay s ou 
al!.y .'3hift s in this state. opmen a state of a child and of 

Third, the level of constr t' 
activity seems to be pm·ticu I arl ulc Ivlenessl of an individual's 

< y c ose y r e a ted to I . I l l ' 
space. Constn lCti veness is in t im·ltel r . . u s w 10 e Ife 
and irreality levels o£ the !if, . ' . Y_ ~~1 J,ed With bot h ~h e reality 
ment are close!.)' interwovelle l_spacce' fa ntasy ai~d r eali stic judg-

n <~ny c·onstruct t ' 
ext ension of th e life sp"c l .t cl , Ive ac 1011. Th•3 .. e an c I s e "Tee of cl' ff . . 
an important role als·o -,u h "' . I erentwtwn play 

• < • • ''ve ave assumed tl . · f . . 
structivencss is a sensitive in cli·c·ttor· for . ' l~Ie ore, that con-' · regressiOn. 

ExPERIMENTAL PROCEDURES 

General An·angements 

pare Tt~cln~i c~lly_ it, has b~en t he_ a im of thi s investigation to com­

si tuati o~ ~:i ~~v ~~~ ,o.f cluld J~cn ~n a noni'rustrating or f ree play 
have b . · en bch n.viOl' 111 a frustrating situation. W e 

een especially con<.;erncd with P ·od t .. 
of behavior. 1 uc JVIty, or creativity 

E,~ery : hild was obser ved on two occasions. , . 
play SJtuatwn durinn· whi ch th l. . . fi rst, 111 a free 
dardized pla . "'d e SlUJ ect was pl aced in a stan-

~ .Yl Oom an allowed to pl· 't l 
second, in a fl'Ustraf n· 't . <~ Y WI wut r estrict ion, and 

In"' Sl uatwn durmg which the subj ect was 
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placed in the same room with the same toys as on the first 
occasion, but to which a number of much more attractive, but 
inaccessible, toys had been added. The latter arrangement was 
provided by replacing one of th e walls of the original room with 
a wire net partition through which the subject could easily see 
the fin e toys, but through which locomotion was impossible. 

Subject 

1 

Chronological 
Age, Months 

28 

Mean 

2 

3 
4 

5 
6 
7 
g 

9 
10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 

(ten youngest 
(ten yougest 
children) 

Mean 
(twenty oldest 
children) 

Mean 
(total group) 

28 
29 
29 
30 
33 
34 
35 
37 
40 
42 
43 
45 
46 
47 
48 
49 
49 
51 
51 
52 
53 
53 
55 
55 
58 
58 
59 
59 
61 

32.3 

51.7 

45.2 

Mental 
Age, Months 

37 
30 
41 
32 

30 
39 
35 
39 
42 
44 
49 
62 
51 
72 
56 
58 
55 
66 
59 
65 
62 
65 
80 
82 
73 
64 
64 
67 
70 
72 

36.9 

64.6 

55.4 

IQ 
133 
107 
141 
110 
100 
117 
103 
112 
114 
111 
117 
145 
111 
157 
119 
121 
113 
135 
116 
128 
120 
122 
151 
150 
133 
110 
111 
113 
119 
118 

114.8 

125.5 

121.9 
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'l'h e Snb jects 

'l'he subjects in the experim ent were children t aken from 
thr·ee age groups of the p1·cschool laborato r-i es of the Iowa Child 
W clfa r e Research Station during the academic year 1935-1936. The 
numbe r" of children from each gr·oup is as follows: ten chi ldren 
f rom first group (2 to 3 yea t·s), twelve children from second group 
(3 to 4 yeat·s), and eight l:hildren from third group (4 to 5 years). 
'l'he chronological ages, mental ages, and IQ 's are gi vcn on the 
preceding page; th ese ran ged from 28 to 61 months, 30 to 82 
months, and 100 to 157, r espectively. The Kuhlmann-Binet was 
used with the ten youngest subjects; the Stanford-Binet with the 
older subjects. 

Establisl1 ing a Free Atmosplwre for- the Child 

In a ft-ee p lay situation every effort was made to establish 
optima l conditions for constructive play. For this reason inse­
cm·ity on the part of the child was very undesirable and attempts 
were made to eliminate it. 

To help g ive the childl'en a feeling of security in order that 
they might belt a \'e fl-eely and spontaneously, and also to allow 
the experimenter· to become acquainted with them, several pre­
cautions wcte ta ken: 

1. Before starting experimentation, th e experimenter took part in 
the act ivities of th e preschool for t en days. 

2. A child was used as a subject only if his initial attitude toward 
til e experimenter and toward coming to the experimental room was posi­
tive. 

Each child was asked to take part in th e ex periment in the follow­
ing way: " Do you want to come and play with me?" ('This is a general 
procedure used by ex perimenters and testers in the preschool laborator ies.) 

Although the chi ld ren in the school are accustomed to being tested 
and to participa ting in expe riments with different people, willingness to 
pa rticipate varies from child to child and from situation to si tuation. 
Som e children, upon hearin g the experimente r invite another ch ild to 
"come and play," spontaneously ask to go too; others go only after being 
reques ted, but comply willin gly and without h esitation; still others are 
relu ctant to go. These latter children were not used as subjects. 

3. The children were familiar with the building in whi·ch the ex­
periments were conducted, having to stop in it every day for routine 
medical inspection, and going to it frequently for t ests and examinations. 

4. Upon go ing to th e experiment the child had to put on his wraps, 
and was helped by the experimenter. The experimenter tried to keep the 
child in a good mood, and to make the situation an open and free one 
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while putting on and taking off the child 's wraps and walking across the 
street with him. At th e same tim e, these situations gave a n opportunity 
to observe the child and his att itude towa rd the expe rimente r. 

5. In a ll cases, whe re the above mention ed precautions did not seem 
s ufficient to develop f ree and spontaneous behavior, w e introduced a spec­
ia l preliminary play pe riod . In this preliminary period the child was 
ta l\ en to the ex perim ental r oom for fifteen or twenty minutes of play 
with blocks and ball s durin g which the ex perimenter tried gradually to 
gain his confidence by playin g with him. This precau tion was required 
at the beginning of the school yea r, s ince at that tim e many ch ildren were 
newcomers to the presc hool , a nd the general situation was strange to 
th em. Later, when th e children felt more secure and free, both in the 
school and with the ex perimente rs, it was not thought necessary to use a 
preliminary play pe riod. 

'l'h e Fr·ee Play Silttation 

The arrangement o:E the exp erimental room in the free play 
situation is shown in Figures 10 and 11. It was 14 by 8Yz f eet, ,,. 

8 

Fwu nr-: 10. Diag ram of the Free Play Situation 
1. Square of pape r on whi ch the followin g toys a r e placed: a child's 

chair , teddy bear, doll , cup, small truck and trail er , saucer, teapot, iron­
in g board and iron , a nd telephone r eceiver. 2. Square of paper on which 
t l• e followin g toys are pl aced: box of cr ayons, two pieces of writing paper. 
3. Squa re of paper on whi ch th e following toys are placed: motor boat, 
sail boat, duck, frog, fi shing pole. 4. Experimenter's chai r . 5. E xperi­
m enter's table. 6. Obser vation scr een. 7. Entrance door. 8. W indow. 9. 
Opaque partition (now fun ction in g as a wa ll) . 
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Fw un" 11. Th e Setup in the Free Play Situation 

had two doors, and a window. 'l'h c wall (See 9, Fi gure 10) con­
sisted of two wooden f rames, ]2 by 3 fee t , covered with wire 
mesh netti ng. 'l'hese frames cou ld he mov ed up and clown in a 
vertica l slot along the walls adja ce nt to them like window f rames. 
In the :free play experiment, th e f rnmes w er e in such a pos ition 
that one of them rested on the floo 1·, while the oth er ext endin g 
f rom th e t op oi' this lowe1· one, n ea rly 1·cach ed the ce ilin g . On 
the ba ck of each frame, that is. behind the wire m esh netting, 
an opaqu e cam·as covering was s1r-et<-hec1. The canva s 'ras the 
same color as the r oom, makin g th e pnrtition appear to be th e 
fourth wn ll. 

On e door (Sec 7, Figure JO ) was used as the entrance door; 
the other (See 6 ) into whi ch a one-way obsenation scr een was 
built , wa s locked . Behind thi s on e-way v ision screen one of tl1 e 
experimenters 'ras seated to act as an observer. The second experi­
menter , wh o conducted the experiment , sa t· in a chi ld 's chair (Sec 
4 ) at a sma ll table (See :5) nca r th e win dow (See 8) . 

On th e fioor of the room " "C I" C t h rec Sf) nares of paper each 24 
by 24 inches. A set of standard ized play ma t erials was p laced 
on each. On the square des ignat ed ns 1 (Figure 10), w er e a 
child 's chair· on " ·hich a small teddy bear and a doll were seated , 
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a cup, a small t m ck and trai ler , a saucer , a teapot without a lid, 
an ironing board and an iron (but nothing to iron ), and a t ele­
ph one receive r· whi ch squea k ed when shaken. On square 2 were 
placed a box of crayons a nd two pieces of wr itin g paper, 8% by 
11 i11 ches. 8 On SCJ1tal'C 3 there was a small wooden motor boat , a 
f.ai l boat , a celluloid duck , a f rog, and a fishing pole a nd line on 
th e end of whi ch was a ma gnet. 

After ent erin g th e experimental room with th e child , the ex­
perimcntn appron ched square 1, and pi cking up each toy said . 
"Look, here ar e some thin gs to play with . H ere is a t eddy bea r 
a nd a doll. Here is an iron to iron with , etc." In proceed ing this 
way, the experimente r· named and clcmonst mted every t oy on all 
three squares. Then he sn id, " You can play with everything. 
You can do whatever you lik e with the toys , and I'll sit clown 
here and do my lesson.'' The experimenter then sat on the chair 
at the table. 0 

The child was left to play alone fo r a thirty-minute period. 
During this time the experim ent er, as if occupied with his own 
work, sat at his table in the corner and took notes. If the child 
made a social approach, th e experimenter r esponded, but attempts 
were made to keep this at a minimum without , however, becoming 
abrupt or curt. The experimenter enter ed the play situat ion of 
th e child as li ttl e as possibl e, at the same time behaving naturally. 
The objective was to minimi ze the social facto rs in the situation 
and to provid e nn atmosphere of security and freedom for the 
child . 

Afte r· a half hour, the expcl'iment er made the :fiest " leaving 
suggrstion " to the child. H e sa id , " I 'm nbout through. \Vill 
you be ready to go pl'etty soon ?" If tl1 c chi ld sa id " No" or did 
not anc, wer, th e exp erimenter waited for nbout a minut e and then 
sn id , "Shall we g·o t o the pr·cschool now?" If this suggestion was 
not accept ed, th e experimenter made a thil'd lea,·ing· suggestion 

• In the early experiments a peg-board, beads, a rolling wagon, and 
plasticene were al so pla-ced here. 

• This procedure was modified slightly in later experiments in order 
to make the ch ild more curious about the toys. ·when the child was 
brought into the room, the toys were not yet distributed on the squares. 
A basket with the play materials stood in the corner and the experimenter 
took the basket and in the presence of the child distributed the toys on 
the squares. The experimenter named the s ingle objects as h e put them 
down. 
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after a minut e or two. If th e child did not want to leave at the 
third suggesti on, th e experimenter sta rted to leave the room . ,, - , 
saymg. I have to g·o now." Tn every case this was sufficient to 
make the child want to leave the experiment-al room. 

The Jh·1tslration Sittwlion 

Three parts of the frn stra lion experim ent can be distinguished 
in the temporal order of th eir occurrence: (a ) the prcfrustration 
(h ) th e f rustration, and (c) th e postfrustration periods. ' 

Prefrnstration Pe~·iod.-The arrangement of the r oom in the 
prcfrnstration period is shown in Figures ] 2 and 13 on pages 54 
and 55. Th e partition dividing the ;.oom was lifted so th e room 
was t-wi ce tl1 c size it had been in the free p in~· situation. 

The squares, 1, 2, and 3, were in th eir usual pla ces, but all 
toys except those on squat·e 2 had been r emoved nnd in co rporat ed 
in the much more elaborat e a nd attra ct iH new set of toys in th e 
new par t of the room. 

In the added part of t-h e r oom wa s a big doll house (3 by 3 
feet), brightly paint ed :mel decorated. Th e child could enter th e 
house throu gh a doorway. In sid e th rrc \\'aS a bed upon which 
the doll " ·as lying, and a chair in whi ch th e t eddy bear sat. Th e 
ironin g board with th e it·on on it stood against one wall and the 
tciephone, thi s tim e on its base with a dial and bell , was in th e 
corner. There was a stove with cooking ut- ensils, and n cupboard. 
The house hacl electri c li ghts, cu rtains, and a ca rpet. 

Outside th e house ~was a laundry lin e on whi ch th e doll's 
cloth es hung. A rnbbet· bunny sat ncar th e entrance to th e house. 
A large de li very tru ck (23 in chrs long ) stood n ear the house and 
behind it was th e smal l tru ck and trai ler used in the prec~ding 
experiment . Nearby was a chil d's table prepared for a lunch eon 
pa~·ty. On the table wel'e cups, sa ucers, dishes, spoons, fo rks, 
lmr vcs, a small empty t eapot , and a lar ge t eapot \l-ith water in it. 

In the other· co rn er of th e ne>v part of the room was a toy lake 
(3 by 3 feet ) fill ed with r ea l wa ter. It contained an island with 
a li ghth ouse, a \rharf, a fe r ry bont, sma ll boats, fi shes, ducks, and 
fro gs. Th e lake had sand braches. 

In all casrs th e chil d ren showed evid ences of great interest 
in the n ew toys, and at once started to investigate th em. Each 
child was left entirely fr ee to explore and play as he wished. 
During this time, the experimenter "did his lessons." 
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FH;uurc 12. Diag1·am of the Pre-frustration P e riod of the Frustration 
Experiment 

1. Square of pap er (without toys). 2. Square of paper on which a1~e 
placed crayons a nd pape r . 3. Square of paper (with~u_t toys) . 4, 5, 6, '• 
8, as ex plained in caption of Figure 10. 9. Lifted part1t1on. _10. :roy house 
con taining the fo llowing toys: doll, chair, teddy bear, bed, H·onmg board, 
iron, tel ephone, stove with cooking uten sil s, cupboard, el ectnc 1_ 1 g~1ts, c~r­
tam, a nd carpet. 11. Tea tabl e with tea set. In fron t of 1t_ a ch1ld s cha1 r . 
12. Large truck and trailer. Nearby a small true!' and tra1 ler . 13. A lake 
with real water containing: is land with light house, wharf, fe rry boat, small 
boats, fishes, ducks, and frogs. 
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FlGl:UI" 13. Til e Setup in the Pre-frustration P e riod of t h e Frustration 
Experiment 

If, nft c l' sevel'al minutes, th e t:hild had played with only a 
limited uumb cl' of objcets, the exper· imcnter appl'oach ed and dem­
onstrat·c•cl t·hc oth e1· t·oys, e.g ., he dialed th e te lephone, or showed 
th e c h ild how to get th e \late!' hom the spout of th e teapot. In 
gcncJ·al , th e expnilllcntc l' called to the eh ild 's attention every toy 
he had ovc t·look('cl. FoilOII·ing this the experimenter 1·etumecl to 
his place, and waited until th e child had become thoroughly in­
volved in p lay; this Ya l'i ecl. hom five to fift een minutes. 

Th e tnms ition ft-om pr·c·fmstl'ation to frustrntion was mad e 
th e fo llo win g way: 'l'h (' expe l'imentcl' co ll ected in a basket all 
the play lll<tt c l'i<t ls wh ic·h hacl bee n u sccl in th e f r ee play expc t·i 
ment a nd cli stT ilmt (' d them , as bef"ol'e, on the sqtHn·es. H e th en 
appi'Oadwd th e cl1ilcl nncl f;aicl, "And now let's play at the other 
encl." pointi11g- t o tlw ''old" part of the room. 1'h e child \rent 
ot· \ras led to the ot lwl' t' llll of tl1e J"OOill <lnd th e experimenter low­
l' l'ed tlw ll"il'e p;ut itioll uncl fas tened it by means of a large pacl -­
lol'k. The pat·t of th e l'oom eontainin g the new toys was no\r 
physica ll y inaceessibl"e but Yisibie through the wit·e m esh netting. 

Ji'ru st ration Pcr,iod.-Th e arrangement of the room in this part 
of th e exp e riment is shown in Figures 14 and 15. \Vith the lower 
ing- of th e pal"tition, th e frustr-at ion period began. This part of 
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Fwu &E 14. Diagram of the F'nLs t1·ation P eriod of the Frustration 
Experiment 

1, 2, 3. Squa res of pa pe r on which the sa m e toys are placed as in the 
· Free Play Situa tion (see Figure 10) . 4, 5, 6, 7, 8, same as Figure 10. 9. 
'Transpa rent partition throug h whi ch the house with toys (10), tea table 
with t ea set ( 11), big truck and trailer ( 12), lake with lake toys ( 13), 
arc visible. 

the experiment was conduct ed exactly as the free play experi­
ment. The experimenter wrote at his table, leaving the child com-
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F' rc: u tn: 15. Th e Se tup in th e F ru stration P eri od of th e Frus tration 
Experim ent 

pletely f ree to pl ay or not , as he desired. H ere again the child 's 
questions were ans 11·er ed , but the experimenter remained aloof 
from the s ituation in as natural a manner as possible. 

Thirty minutes aft er the lowering of tlte partition , the experi­
ment er made th e first lea vin g sugg-estion . Contrary to the be­
havior in the fr ee play experiment, ihe child was usually willing 
to leave at th e firs t suggestion. 

After the expe1·imenter had made sure th at the child wanted 
to leave, th e partition was li f t ed. Usually th e ehild was pleasantly 
smprised and , forgetting hi s desire t o leav e, joyfully hurried over 
to t he fin e toys. If th e child did not r etum spontaneously, the 
exp erimenter su ggested his doing so, and a second sugg-estion was 
never necessary. 

Postf rust ration Period.- 'l'h e li f ting of the par ti t ion at the 
end of th e frustrati on peri od was not clone with an experimental 
purpose, but to sat isfy th e desire of the child to play with th e 
toys and t o obviate any und esirabl e after effects. 'l'he child was 
allowed to play with the house, lah e, et c., until he was r eady to 
leave. 
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Additionffl R e11rarks obonl tlt c T rclmicol Jlrmngements 

Tuys.- Se,·er;!l requirement s had to be fulfi lled to make the 
toys aJequa te f"ol' t·lt e ex r eriment: 

1. Til ey had to be s uffi cientl y attra-c tive to inter est 
t he c hild on t wo occasions for at least ha lf an hour. 

2. Th ey had to be sufliciently inte resting to ch ildren 
of the ages parti cipat ing in th e expe riment. 

3. Toys had to be s uc h as to a ll ow for en joyable play 
on different leve ls of constructiven ess. 

4. Toys behind the bar ri er had to be much mo re 
attracti ve t han th e access ibl e toys. 

On tlr e bn si::; oJ: ou r· expe r·i enee in (• ight preliminal 'Y expel'l­
ments, the toys \rhich iJ a,·e been descr ibed wer e selected as acle­
qu nt l' ly fulfi llin g th e.;e r eq uirements. 

l m·olt•emc11! of /11 c Cl1 ild.- Tt was fo r the purpose of strength­
enin g- the child's elL s ire fo r th e inaccess ibl e toys that he was first 
given an oppo rtulli ty t o pl ay \r ith th em in th e prefrustration 
period. 'I'he ex.rer! mr 11t e r Jowe r·ed t lw parti t ion, initiating th e 
fl-u s t ration per·iod wlw n he bel iend th e subject hacl becom e thor­
ou ghly int er rst<' cl in th e p lay. lt was thought that the attraction 
of th e toys would be npp rox irnnt <'ly mnximnl at t his time. Typi­
ca ll y, t he l'hilllren SlW nt eonsid e rahl e t ime exploring t he fine new 
toys before st<J r t in g real play. Th e p1·eliminaey expeeim ents had 
indi ea ted that without g· iv in g th e ehilcl t ime to become involved 
in t he play with these t oys th e lat e r f rustration was not very eff ec­
tive. 

Th e Bar·rier rrnd !h e r -isual Access1:bility of t lt c I naccessible 
'l 'oys.- Th c barrier ,,.,1s chosen wit h a view to creating strong frus ­
t rat ion . T 11·o principl L'S \\·ere fo llowed her e: a partition was se­
lected whi ch would prov id e (1) maximum visual accessibility to 
th e toys behind it , and yet one which (2 ) wa s very cleaely physi­
ca lly impassa bl e. 

Th e first point is re lated to a quest ion which is of prime im­
portance fo r f rustrati on, both th eoreti ca lly and practically. An 
ind ividua l is in a state of frustration only if, and as long as, th e 
in accessible goa l (G ) is a part of his li fe space (Figure 3a). Ob­
vious ly, if the inclivid u<J l is in no way aware of the inaccessible ob­
j eets (G ) , for instan ce, of th e toys in the other room, he cannot be 
ft·ustrat cd in r ega rd to th r m because they do not exist for him 
11sychologica lly ( Figme 3b ) . Even if th e individual has known of 
the ina ccessible ob ject s, and has tried to get t hem, he may give up 
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these nttempts in a way ·which serms to be nearl y equivalent to 
omitting t·hem f r om th e li f e spnce. Thi s is part icul a rly tru e if 
the mntt er is not of grrat impor-tan ce to th e individual. Th ese 
considerations in cl i<:ate th a t the nmount o[ f rustl'at ion d ep ends 
upon th e degree to whi ch the nonacccssible goa l is kept alive or 
present within th e li fe space of the individual. 'l'his is well in line 
with th e fo llowin g ex pe ri r nee. 

In the prelinrin:rry exp erim ents, a half-in ch mesh netting was 
used , r ed ucing til e Yisibility of th e t o~' S. Sin ce this wa s clearl y un ­
favorabl e for setting np stTong fr-ustration , a larger mesh, i.e., 
chicken wir·e on tl1 e lo wer panel and lwg fene ing on th e upp ct· was 
substitut ed . In nddition t o ca r·rfully arrang in g th e bn rrier, t he 
a rea beh ind it wns more brig-h t ly ill uminntecl t·han th e other part 
of the r oom. Th e netting wns attn ehed to stro ng frames which 
wer e securely fastened wit·h :1 big padlo('k in the pl'esence of the 
child. Thi s was to impress th e ehilc1 with th r fact tha t th ere wns 
no way of ga inin g access to the gon l. 

l1Iin1m izing th e Social Fa ctors in tlw Sitwrtion.- As ment ioned 
before (p. 52) th e experim entee m inimized th e soc ial aspects o.f 
the exper imrnt ns much as rossiblc ; he pretended th a t. he had his 
own work to do and r efrai ned from npproarhing th e child. How­
ever , in order th nt tl1 c child should ft' el f r ee :mel be at t' nse in t h '" 
situation , the exp erim ente r did not ig nore th e npproa ches of the 
child. If the ehild questi oned him nho nt th e name or nature of 
th e t oys . he ans11·e ,·ed bri efly, bnt not abruptly. If the child 
st a rt ed t o pla y with him . e.g., put th e telephone to his ear and 
ask him to tnlk , th r exp erim enter· s11id a ,,·o rcl or two nnd r eturn ed 
to his wor·k. 

Lowering the Prrrtitiou.- To initi ate the f rustra t ion period, th e 
exp eriment er first asked the child in a mntt er-of-fa ct way to re­
turn to th e '' old'' p nrt of th e room. Some chil ch-en foll owed this 
r equest w it-hout prot est , often seem ing a littl r baffled as to what 
was happenin g. Oth er t·hi ldren ignored the request, or answered 
quietly in the nega tive a nd co ntinu ed playin g. Occasionally a 
child would protes t the int cl'rupti on and r es ist the experimen­
t er's att empts to eemove th e toys. S uch a child mi ght even r e­
tri eve th e toys and bring th rm ba ck to the lak e or the house. In 
such a ease, the ex periment er allowed the chil d to continue with 
his play fo r a short ti me, but soon r rpented the request and began 
collect ing the toys aga in. 

The experimenter succeeded every time in getting the child 
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to leave th e fin e toys without fo rcin g him physical ly. The barrier 
was immediately lowered and locked with the big padlock. If the 
chi ld wanted to know 11·hy th e partition was lowered, the experi­
menter gave no explanation , but simply answ ered " you ca n play 
on this side now ." 'l'h is answer was deliberately vague and ac­
quired any meaning that the child might give it. In this. way the 
child was left fr ee to look upon the lowerin g of th e partitiOn as an 
in exp li cable occurren ce, to ascribe it to th e ill will of th e experi­
rncnter , or to assume a general rule to whi ch the experimenter, as 
well as he, had to comply. 'l' hc attempt was made to make the 
situation as impersonal as possible. 

Observation and Analusis 

Obse1·vation 'l'echniques.- 'l'h e observations \rcre made by two 
persons : an obscrvct· behind a one-way vision scr een (See 6, Fig­
ure 10) and the experimenter (See 4, Pigure 10) . Th e observer 
made a running account of th e ch ild 's behavior on an especially 
constructed, constant-speed polygraph, carrying paper one inch 
every thirty seconds. 

To synchronize the record of the experimenter and the ob­
server, a pen, fixed to a signal mark er, was set close to a guide bar 
on the polygraph. Dy means of a switch hidd en beneath his table, 
the experim enter could indicat e, by using a code, the beginning 
or· the end of any event he wns observing. To measure the time 
spent in any event , a celluloid st encil was used with crosslines 
spaced to indicate five-second intervals. 

The presence of t\l·o obser ve rs durin g the experiment had 
these advantages: 

1. During periods when the experimenter was occu­
pied with ex perimental procedures, the observer's record 
was available. 

2. The behavior of the experimenter was r ecord ed by 
the observer. 

3. The presence of two observers made it possible for 
them to concentra te on different aspects of the behavior 
and thus to obta in more and better observations. The ob­
server emphas ized the activities of the child, the experi­
mente r the conversation and the gene ral m ea ning of what 
was happening. 

4. The use of two observers permitted the role of 
experimenter and observer to be shifted between two persons 
and thus the influence of a single experimenter upon the re­
sult was avoided. 
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Preparation of th e R ecords.-Thc r aw data consisted of two 
synchronized running :1ccounts of the course of events of the ex­
perimental session. Th ese separate records were combined into a 
single more complet e account. This was valuable s in ce, as men­
tioned before, the observers concentrated their attention upon dif­
ferent aspects of the behavior. Furthermore, an observe r behind 
n, screen necessari ly mi sses much ; the verbaliznti ons of the child 
nrc often incomprehensible ancl facia l rxpl'ess ions and gestures 
lose much of th eir signifi cance. This is partly because of the fact 
that th e sc l'een inte t·fer es with visual :1 nd auditor·y perception 
and, in th e present cnsr, it w::rs accentuated by th e fact thnt most 
conversa tion was addressed to the experimenter ncross the room. 
On the other hand , the vrry wealth of tl1e matr r·ia l ·whi ch the ex­
pcriment rr within th e room is nble to observe cn uses him some­
times to miss the sequence of activities. 

The method of synch ron ization mentioned above made it pos­
. sible to combin e the two spec ialized r ecords into a much more 
complete account thnn ::rny s in gle observer could obtain. 

Analysis of lhe Recm·ds, Unds of A ction, Rpisodcs of B elwvim·, 
nnd Emotional Units.-A lthongh the int ention was to observe each 
child for 30 minutes on th e two ~ccas i ons , nnaYo idablc var iations 
occurred so that it " ·as neressary to limit th e analysis to 24 con­
secutive minut es. 

For purposes of ana lysis, it is obYionsly necessary to divide 
a continuous r ecord of behavior into part s (55, 2). This is a fun­
dam ent al p r·oblem of methodology in psychology. 'l'herc are 
many possibl e ways of dividing thr behavioral continuum ; the 
parti cular problem at hand det ermining to a considerabl e extent 
the particulnr fractionntion to be used. There arc, however , 
some fundamental principles to be considered: in general it may 
he sa id thnt all such divisions must be in terms of psychologically 
significant units of activity. 

Obviously not a 11 possibl e di visions Rre psychologic:1lly sa tis­
fa ctory. For instance, th e frac tionation cannot be don e in terms 
of arbitrary physical tim e units su ch as seconds or minutes. In 
dividing a record into physical time units one might have to sep­
arnte th e sellt encc, e. g. , " Teddy, go ancl watcl1 Mother iron," into 
two pnrts : ''Teddy, go nnd w-" nnd ' ' atch Mother iron.'' The 
letter "w" mi ght be th e ln st letter whi ch fa lls in the fit'st unit, 
and the second might start with "atch." Such a cut according 
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to physical time units destroys the psychological meaning of the 
occurrence. It is inadequate. 

In defining psychologicall y meaningful parts, we may distin­
guish between actions which a rc guid ed to a p articul a r end by a 
central idea or purpose, th e flCtions being th e means to this en d, 
and those whieh do not involve such "means-end " r elations. In 
the fo rmer case, a seque nce of behavior whi ch is guided by a 
common idea or pul'posc is a psycholog· ically significant unit . 
Such a sequence ma y or 1nay not be homogeneous as to the activi­
ti es or mater ials in volved . Thus the child who places d iffe r ent 
things on a truck and pushes it across the floor in order to deliver 
them to a play store incorporates a gr eat diversity of action within 
one behavior unit. In eases where adiviti es arc not guided by a 
central idea as means t o a more or l css distnnt end, the eli vision 
into beh11vior units can be made on the basis of th e homogeneity 
of the actions. In this case the activity is its own end. For in­
stance, wh en the child is rhy thmi cally swinging the fishing pole, 
pushing the truck baek and fo rth when no other intention is in­
volved, or walkin g ::~imlessly about , a chnngc in the activity is an 
indication that the psychological unit has changed since the 
activity and th e end arc one. 

On this basis divisions of the continuous record ha ve been 
made. \Vc will designat e th em as " unit s of action." These units 
of action va ri ed in length f rom 5 seconds to sevc'ral minutes. 

Such behavior units may be at the same time parts of more 
inclusive units. For instance, the psychological behavior unit of 
eating lunch may be a 11art of the larger nnit of "going on a pic­
nic,'' which in turn may be part of the still more inclusive action 
of "entertaining guest s." All such units are psychologically im­
portant. Whi ch of them is most significant depends upon the 
particula r problem at hand. For some problems, we h ave divided 
the course of event s into larger units designat ed as ''episodes of 
beha vior" (See p . 155) . 

To regard a cou rse of events as a sequence of units of actions 
is not the only way to divide it. Emotional behavior and moods 
such as cr ying, being depressed, feelin g happy, or r estless can 
also be conceived of as n::~tural psycholo gical units within the 
course of events. Tlwsc units are somewhat different from the 
units of action men tioned above, and frequently the beginning and 
the end of a unit of action docs not coin cide with the beginning 
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and the cn ll of an emot iona l uni t. :B-,o r ex ample entertaining 
gu ests might be cli vich ·d int o th e fo llow in g units of action : call­
ing for h iends, ri ding in th e ear to th e picnic place, ordering 
lunch, eatin g luneh , t ak in g a wfl lk, etc. 'l'h e division in emotional 
units might be : first, stl·angeness and forma lity (if the gu ests are 
new acquaintanct•s), then eas i11 ess and fa milinrity, and fin ally, a 
t actless r ema rk 111i ght len d t o a peri od of un easiness for t he r est 
of the time. Obviously th ese units would not nc<:essa1·ily coincide 
with th e units of aetion. 

Sometimes units of aetion coin cide with emotional units, e.g., 
when a child ki cks th e bmTier. One can look upon this as a unit 
of action with the pUI·posc of brcal,ing the ban·ier which hinders 
locomotion t o the desin' d toys, and also as an emotional unit 
exp ressin g the angC'r of' th e f rustrated ehild. 

'l'he co urse of eve nts, th erefore, may be divid ed into emo­
tional units or into uni ts of adion , o1· both. For some problems 
th e emoti onal unit s, the t:han gcs in en10tional atmosphere are more 
important than the units of action. 

In our experim ents a nalysis has bern made of both units of 
action and units of emotional mood . How ever, time has not 
permitt ed the treatment of th e pt"oblem of mood <:hanges in more 
than a secondary manner. 

Additional Data.- Aftcr each experiment the experimenter r e­
corded his impressions of the <:h ildren's behavior. 'Th e impor­
tance of the social aspects of th e situation for the child was em­
phasized in these eomments as well as th e a lll ount of dependence 
upon th e experim enter, the impoetancc of play for the child, the 
child's emotional expressiveness, hi s mood, the extent of his 
activity, and hi s talkativeness . These comments were fo und to be 
of considerable nsefu 1 ness in givin g a p ictme of the total impres­
sion which th e child made upon the expeeimente1' at the time. 



Chapter III 

GENERAL BEHAVIOR AND THE DYNAMICS 

OF THE FREE PLAY AND FRUSTRATION 

SITUATIONS 

Befot· e p t·esr nt in g exampl es of the expet·iment al records 
(Chaptc t· IV ), ,,.c " ·ill dese t·ibe fo r th e general orientat ion of the 
t·cade1· the main types of: behavior whi ch we have fo und. 

T YPES OF AC'l'IVITIES 

Both th e free play situation and the frustration situation 
p1·oclucecl two gene t·n l kinds of behavior: (1) occupation with ac-
2ess ibl e goals, and (2) acti vities in the direct ion of inaccessible 
goa ls. Y..,T e shall ca ll the fit'St f ree activity and the second barrier 
and escape behav io t·. Playin g with the available toys and turn­
in g ou th e light arc exa mples of free activity; trying to leave the 
expe rirnrntn l s ituat ion or attempting to r each the inaccessible 
toys behind the barri e!' at·c exa mples of barrier and escape be­
havior. Within eaeh of these cntegor ies it is useful to differentiate 
furthe r. 

Free Activities 

'rhe free act ivity includes play with the accessible toys10 and 
diversions" 1rith nontoy objects. 

Play with .Accessible Toys.- ::VIuch of the free activity con­
s isted in play with t he access ibl e toys. W e have limited the 

1 0 It is true, of course, that frustration occurred during the play with 
the access ibl e toys when the chil d was incapable of manipulating them 
as he desi red, or when some desi red toy was not available. Thi s occurred 
so infreq uentl y, however, that it has no t been g iven specia l consideration. 
Also, i t does not affect the comparisons between free play and frustration 
as it was present in both situatwns. 

" Thi s term fl·iv er sion s is not entirely fitting in the present connec­
tion, but we needed a word to dis tinguish the indicated activities from 
play with toys, and div ers ions seemed most adequa te. 
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measurement of constru ctiveness of behavior to activities with 
this standa rdized play material. 

Divenn'ons, i.e ., Occnpation with Nontoy Ob jects .- These in­
clude the following: 

1. Activities with the experimenter (other than those 
which are social attempts to r each the in access ible toys, or to 
escape f rom th e experimen1al s ituation): This behavior takes 
the form of conver·sation with the experimenter, helpin g him with 
his " lessons, " and playin g with him. It has been mentioned be­
fo t'e that every effor t was made not to encourage th ese contacts . 

2. Activities at th e window: climbing (e.g., upon th e sill ) , 
and looking out. 

3. ''Island '' behavior : Desp ite our continual vigilance in 
excluding any but standardized obj ects from the room, the chil ­
dren were fo revet· finding additional material, e.g., a nail, a piece 
of string, or selecting fo r specia l attention some indiffer ent ob­
ject in t he room, as the li ght Sl\·itch oe a cra ck in the floor. Such 
objects not infreq uently appeared to have th e significance of a for ­
eign obj ect to t he child , i. e. , one not naturally connected with th e 
rest of the situation, and as such to provid e a r efuge or an island 
of escape within the situation. 

4. Looking and wandering about. 
5. Disturbances (e.g., reactions to outs ide noises, li ghts fail­

ing, etc.). 
The psychological mea ning of diversions is ambiguous. Often, 

perhaps usually, they have as much of the nature of real play as 
p lay with the toys. Sometimes, however, diversions have the sig­
nifican ce of an escape from the negative frustrat ion situation. 
Occasionally the escape character of nontoy diversions is clear, 
as when the chi ld abandons the toys and says, " I don't want to 
play any more. I want to go home,'' and th en, upon being pre­
vent ed from leavin g, turns to the window and talks about t h e 
things he can see outside. Often, however, it is impossible to de­
termine if the shi ft to d ive rsions 1rit h nontoy materials is of this 
natu re, or if it merely indi ca t es a small change in t he relative 
strengths of positive va lencrs. Upon occasion it is obvious that 
the shift does not indicate that play has become d isagreeable, but 
that eli versions with n on toy material are for the moment more 
attractive. Occasionally even th e attempt to leave the experi­
ment is not an escape f rom a negative situation, but a change of 
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int erest to a more positiYc ocenpat ion , such as go in g to th e nursery 
sehool fo r Ol'angr juicr. 

Hccausc of this ambiguous m ea ning of uivrrsion with nontoy 
objc'cts , we hnve h·eat cd them sep:Hat<'ly, as presumpt ive escape 
behavior. lt will be shown later- that for th eoretical reasons, 
escape beha1·iol' should occ m more freq uently in th e feustratio11 
s ituation than in the f r ee play situation. If this is t l'ue, one would 
also expect tl1at th e pn'surnptivc escape behavior would occur 
more frequently in frus1Ta1ing situations than in h ec play situa­
tions. 'l'h cre m·e so.mc in clit:ations thn1· this is actually the case. 

n an·ier cmd .Escape B elwvior 

Attempts to gain access to the toys behind th e barrier, and 
a1t empts to leave 1hc experimental s i1u ation wi ll be designated 
by the tc t· ms barrier behavi01· and escape bchavioe, r espectively . 
In both cases th ey entail eith er (1) actual physicnl approaches to 
the inaccess ibl e r egions such as lift in g Ot' climbin g over the bar-
1·icr, o1· kil'king the door, (2) soci<J l ntt ernpts by means of r equests. 
p lea dings, coaxing, threats, et c., to get th e expe rimenter to raise 
the barri er or open the doot·, or (3) passive direct ed adions such 
as looking at or talking about the inaccessible toys ot· the outside 
t·egions. 

'l'hc attempts to r en<:h the inn ccess iblc toys, or to escape w ere 
very numerous mtcl vm· icd in clwnt c1cr. 'l'he batTier and the 
locked cloOI' of the room could b e cxpc t·i cn<:ed by the child eith er 
as a physien l or as a soe inl obstacle set by th e will of the experi­
mentcJ'. A ctua ll y, in most ('nses hoth of these compon ents were 
present. Aceordingly, W l' find soeial attempts as well ns physicnl 
attempts to ovNeome the hntTier in OlH' <Jnd the same case. 

Physien l a11 cmp1 s to ove rcome th e ha n·icr look the form of 
h·ying to li ft 1hc barri er, trying- to open the lock, trying to climb 
ove r, pushin g and ki ckin g at the door, etc. Social att empts wcee 
manifold. 'l'h e ehild simply lookrcl nt the experimenter, or he 
nskccl the e:-;pcrimentrt· to t· nise the ba tTier, open the door, or get 
l1im n toy. 'l'hc child asl;: ecl, command ed , or begged. If one of 
the app1·oneh es failc<l , h e might usc n different one. 

Besides th is "active " banier and escape behavior, there 
oceuned " passive" bnrriN and escnp e b ehavior. Instead of 
tnnkinf!; " r enl " attempts to r each the ina ccessibl e toys or to es­
cape, the chi ld sometimes merely exp ressed the wish. This was 
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oft en in the for m of stneotype<l sentcnees s uch as " l ,,·ant to go 
ove t· th er e, " which wc r·c usually ut1cred in a monoton e 1rith no 
expectant or eommancling qua lity to the voi<·c. 'l'his stcreoty~J ec1 
exp l'cssion or a wish wa s typical of bnl'l'i c t.· and escnpc bchavwr. 
In this samf' <·l ass of passive actions WCI'C " loobng at" the inac­
cessible objec1s and tall;:ing about them with no request for 
thrm stated ot· irnplif'd . Such conYersation fr equ entl y took the 
form o[ deseribing t h e obj ects to the expcritn entcr or pointing 
out nc"·]y obsei'Ycd or obscur-e details. 

Active bnrrier <Jnd escape bchnYior seems to predominate in 
ft-ustration situations where hope has not been abandoned. The 
fact that the ehild ,,·ould not be able to open the locl;:s fastening 
th e barrier and the door in case h e made su ch an att empt, docs 
not mean that this is r ea lized by the chil d. H e may think there 
is some way to overcome th e obstnl'lc, that h e will be able to open 
the lock himself or, that th e experimenter will let him have the key. 

It may be m entioned that these observ<Jtions r esemble closely 
the results of Fajans (16 ) about the behavior of children between 
one and six years in a frustration situation . 

In summary, psychologically we dist inguish but two funda­
mentally diff'er en t kinds of behavior, i. c., fr ee activity, and bar­
ri er and escape behaYior. Technic<Jlly . h oweve r, we distinguish 
three kinds: (1) play, i. e., free activity with the st<Jndarcl izecl toys, 
(2) diversions, i. e. , f ree activities with nontoy objects, and (3) 
baerier and escape behavior. 

To classify behavior in this way, makes it necessary to dis­
r egard to n ce rtain degree other classifieations, which t echnically 
mio·ht be easier. For instance, not all cases where th e child talks 
to ~h e experimenter are classified under the hem1in g of '' activities 
with the rxperi menter." Instead th cy arc cl assificd nccording to 
the specific content of th e commnnicntion: they arc treated as 
barrier behavior if the child asks for h elp in gettin g the inacces­
sible toys, th ey arc trented as diwrsions if the child engages i~ 
a gener<Jl conv ct·sation with the experim ent er, <Jnd they are classi­
fi ed as escape b ehavior if th e child rxprcsses his wish to leave. 
In other words, we haYc tried to classify the beh[wior in a psy­
chologica ll y significant way (See (56 )) . 

Ove rlapping R egions of Actieity 

A subj ect can be im·olved in more th<1n one nctivity simul­
taneously ; e.g., h e may ask to have th e barrier raised while 
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swinging th e fish line. In these cases we sp eak about overlapping 
regions of activity. Th ey wil l be discussed in detail later (p. 154). 

A type of overlapping situation of sp ecial importance exists 
between pla y reg ions n nd nonplay regions. \Ve will call the play 
occurring in this situation secondary play. Behaviorally it in­
volves the simultaneous occurrence of play andnonplay behavior, 
e.g., pushing th e truck back and forth while talking with the 
exp erimenter on oth er nonplay topics. Primary play, on the 
other hand, oceurs when the subject gives the play his complete 
attention. 

Substitute B ehavior 

The passive barrier and escape behavior mentioned above 
fr equently see ms to hav e the nature of a substitute for playing 
with the inaccessible toys, or leaving the experimental situation. 
This was particularly tru e of conversation about the inaccessible 
obj ects. Active barTier· and escape behavior also seemed some­
times to be a substitution; e.g., "fishing" through the barrier, 
throwing the accessible toys into the inaccessible region, identi­
fying th e nccessibl e portion of the room as a part of the inac­
cessible region, etc. On e wny to prove whether or not these 
activiti es nctunlly were substitute activities is the determination 
of their substitute value (49. 58. 61). 

Emotional B ehavior 

'l'wo sorts of emotional expression occurred : (1) there were 
''pure'' emotional actions (See (12)), e.g., whimpering, ·whining, 
r estless actions ; (2) fr equently there was a strong ''emotional 
component" to barrier and escape behavior, play, etc. Thus the 
stereotyped behavior had an important emotional component, 
evidenced by k icking the door or the experimenter. This was 
fr equ ently indicated by th e exaggerated or passive nature of the 
actions and the quality of th e voice. In no case did outright 
crying occur·, beca use we were careful to avoid such a situation. 
This , by the way, \\'as one of the techni cal difficulties of the ex­
periment , namely to secure frustration which was not severe 
enough to cause a complete breakdown and crying. 

We will discuss the emotional behavior in detail later. 
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The Seqnence of Et• c11ts nnd /l1 e Scqnencc of P sychological Sitn­
ations 

Th e sequence, chHation, and frequency of the va rious types 
of behavior differ gr·eatly from subject to subject, and in the 
free play situation and th e frustrntion situation. Not nll var·ieties 
occur in all children's r ecords. 

As an exampl e of a sequence we present tl1 e behavior of 
subj ect 6 in Figme 16 and subject 9 in Figure 17. This gives 
the sequence and duration of the various types of activities in the 
fr ee play situation and in the frustr·ntion situation. 

Obviously, such a curv e does not indicnte why the individual 
changes f rom one activity to anoth er nor why certnin nctivities, 
like barrier behavior, occul' in the frustrntion situation but not 
in th e free play situnhon. To approach such questions of the 
conditions of bel1 avio r· it is n e~essnry to scientifically det ermin e 
and represent both the situation which exists for the individual, 
and the state of' the individual at th e various periods; in oth er 
words, it is necessary to determine the li fe space . 

)i'ajans (16) , Dembo (12), Sliosbe1·g (74 ), Lewin (49), Dembo 
and Hanfmann (J3) , and others ha ve given a r cpresentntion of 
the topology aud the psyehologi cnl forces for a great variety 
of frustration situations. Th ese r epresentations have been well 
in line with each other nnd hav e permitted the derivation of a 
\Vide vari ety of observable behavior, includ ing frustration be-
havior in children of the snme nge rnnge ns our subjects. It 
seems, th er efor e, appropriate to see whether their r epl'esentation 
can be adapted to our parti cular situation. 

The structure of frustration situations, as of practically all 
oth er kinds of situations, is dete rmined pal'tly by certain "objec­
tive" physical nnd social fncts (" nlien factors"; Sec (50)) and 
partly by th e state of the individual (his needs, ability, exper­
ience) at that time. The "objec:tivc" physical nnd social faets 
usually det ermine what variety of per~cption is possible for an 
individual at a given time; they are also a determin ing factor 
for the space of fr ee mo ve ment of the child. In other words, 
these "alien," nonpsyehological factors fr cq ucntly can be treated 
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F JGU IIE 17. Sequence of Be havior of Subj ect 9 in the Frus tral ion S ituat ion 
The activ ities in th e free play s ituation conespond to t hose or Sub­

ject 6. 

normal subjeds. On th e oth e r· hand the netuallifc space can be 
undc1·stood only by t td< ing int o acco unt in addition t he state 
of the individual at th c time. 

To pology and Forces in th e Fntsiration Situation 

'l'lw B asic Co Hslcllation .- The simplest way to approach tlte 
situat ion of fl-ust 1 a t ion is probably to trea t it as a parti cul ar case 
of a lim ited space of fl- ee movement (GO) . The space of f ree moYe­
mCJlt, i. e., the tot ality of access ibl e regions, may be limited either 
by a n " inner" or an '"oll ier " ban-ie r- or by both (12) . In th,; 
first ca;;e a goal region ( (; ) ( tcgion w it h positi ve valence) is sur ­
rounded by a l:an·ier region (B ) separating it from the individual 
(P ) who is othenv ise fl-ee (Figme 18) . In the second case the 
indi1·idua l is sunouncled by a barrier , the goal bein g outside (Fig­
ure l D) . 

F or mo::; t of our su bj eds Figure 18 see ms to be an adequat e 
r epresent ation fo 1· th e ea rl y pe1·iods of th e h ust ra tion situation, 
i.e. , the subj ect sees himself separat ed from the nice toys w ithout 
otherwise f eelin g himself to be in a p rison-like situation. 

The barrier has fol" the child either th e character of an "ob· 
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F Jacn" 18. Topology of a Frustration Situation 
Th e barri er s urround s th e goal. The person is otherwise f ree. P, 

pe rson; G, goal ; B , baiTier; A, space of fr ee mov em ent; !P,o, for ce toward 
the goal. 

F .IOURE 18a. Situation of Frust ration Due to a Combination of Physical 
a nd Social Obstacles 

Th e barr ie r between th e pe rson P and the goa l region G contains a 
"physical" sector phB (pa rt ition) and a " social" sector (experim enter) 
E; ft• .o· drivin g for ce towa rd G; Tf P.G• restrain ing force against entering G. 

18b 19 

FiGUlllc 18b. Situat ion of Frus tration Due to th e Power F ield of Another 
Person 

P, person ; G, goal region; B , ba rr ier ; E. experimente r; j, •. 0 • for ce 
towa rd the goa l G correspo nding to the pe rson's own wish es ; iEf1-;:;}. re· 
s tra inin g fo rce against ente r ing G induced by E. The dotted lines ind i­
cate th e powerfield of E. 

FJGUJu: 19. Topology of a Frus t rati on Situation 
The barri er s urround s the person. P , pe rson ; G, goa l ; B , barrier; 

A, space of free movem ent; !P.o. for ce toward goal. 

ject ivc," physical obsta cle or th e character of an obstacle which 
is cr ea ted and k ept in pla ce by the experiment er , the latter case 
being a social bal'l'ier. 'l'he barrier may be a combination of both, 
in wh ich case the simplest rep1>esentat ion is given in Figure 18a 
wher e th e physi cal and the social element in the obstacle are 
represented as two sectors of the ba1-rier. This suffices to make 
it clear why the action toward the inaccessible toys tah:es the 
form of both a ph ysi cal atta ck on the barrier and a social approa ch 
to th e experimenter . A sti ll mot>e ad equate representation is 
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given in Figure J8b . As lon g as the barric1· has for the ch ild an 

"obj ective" el1 a ruct cr- the restt·ainin g fo rces (1Il',G) 12 which 

hinder th e chi ld's loco moti on to t he goal are not r elated to any 
particular person. If the con nee !"ion between banier and experi­
menter (E ) is seen, these forces possess the character of being 

induc ed by his power field (1:E[1, 0 ). From this it follows that 

the so cial path to the goal has two basic varieties: the ch ild 
can seck to gain the co-oper ation of t·hc experiment er or he can 
attack and undermine his power fi eld (sec (12) ) . 

F a j ans (16 ) has described in detail a situation where chil­
dren of different age levels try to reach a goal behind a physical 
obstacle. She found that children of the age r ange two to six 
years usuall y pcr eei\·c the obstacle at fir·st as a n objective, im­
personal on e, and that only later t he social meaning of the situa­
tion becomes important. In our experiment the child saw t he 
partition low er ed by the experimenter. 'l'his made the social 
factors more apparent from th e beginnin g, in spite of the exper­
imenter's at t cmpt to gi vc an impersonal reason for his action. 

Immedia.te Sit nation and Bacl;gronnd : 'l'he Seqnence of Sd1t­
ations.-In the beginning of the frust ration situation the force 
f 1•,a in the direction of the inaccessibl e toys is usually strong. 
'l'he child is in a conflict situation clue to t he opposing forces 

f~·. a and rf1,,u (or i Ef P,u ). This conflict is so dominating that 

the situation can be treated, in a first approximation, as composed 
mainly of two r egions of aet i\·iti es : (1) the inaccessible r egion 
of playin g with th e toys behind th e barri er, and (2) making 
attempts to overcome the physical or social obstacle (Fi gure 20a). 
The latter r egion of aeti\·ity is identical with what w e havrs call ed 
barr ier behaviot. 'l'hc rest of the li fe space has at this time more 
or less the chara cter of a ba ck ground to th ese two r egions of t he 
imm ed iate frustl'<ltlon situation. 

If the child fails to make progress toward the goal the barrier 
andj ol' th e goal r egion acquire a n increasingly n egative valence. 

In other words, in add ition to the restraining force rfpa a driving 

force f P,-G a\1·ay f rom the n egative r egion develops. If the strength 

'"The sym bol s for psychological forces are t he same as those given 
in Lewin, M ea~w·ement of P sychological F orces ( 53 ). However , the sym-

bol fp,u is used instead of f p,u to indi cate a "force oppos it e t o f p ,a·" 
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FlCu m: 20. Immediate S ituation and Background . Sequence of P sy­
chological Situations during Frustration for Subj ec t 9 

The "immed iate s i tuation" is indicated by li ght gray; the " back­
ground " by clark gray. 

FJGt:nJ·: 20a. First Attempts to Overcome Obs tacl e (7 minutes ) 
1' , person; G, inaccessibl e toys; JJ, banier; Eli, banier behavior 

(attempt to overcome obstacles); +, indicates pos itive valence ; f 1 •• 0 , force 
towa1·d G; 'i'fP:Q·, restrainin g force conesvoncl in g to B. 

o£ this force becomes greate1· than t he force [1' ,-G towanl the goal 

th e individual will withdr aw, l1e \Yill " leaYe the field. " (:B'igme 
20b). F ajans (16 ) has fonnd that this with drawal, with f ew 

FIGuru: 20b. vVithcllawal fr om Bal'!'ic r 
j 1• __ 0 , force away f rom G concsponds to t h e negat ive valence ( - ) of 

the fa ilure to overcome the banier. 
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l-' JGUtlo 20c. ·Trans i t ion from Dan ier Delwvior to Play -with Access iblt 
Toys 

Pl , play with accessible toys; Eli , banier beh avio1· ; !P ,G• force toward 
inaccessible toys ; fP. -u. force away from failure to reach G; '"·"'' force 
towa1·cl PL 

exceptions, has at fi1· st the ehn r acter of a ''t emporary leaving 0f 
the fi eld" and h ns given d etailed data concerning the change 
fl'om n temporary to a pennanent wi1hdrawal . 

In ou 1· exp eriment, when the child withdraws (leaves the 
region of barri er behnYiOi' ) lw is confronted with the standnrdiz w-1 

FLGUJ(J·: 20cl . Play with Accessible Toys (2 minutes) 
a, b. c. rL. activities w ith var ious toys ; play (PI) has become the 

dominan t imm ed ia te situation, BlJ pmt of the bacl,ground. 
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Fwu ru.: 20e. R eturn to Barrie r Beh a vior (1 1/z minutes) 
Th e s ituat ion is the same as in Figure 20c with a sli ghtl y changed 

background. 

toys, (Figul'c 20c-). Clrild 6, Figure 16, for exa mple, leans the bar­
rier bchaYior after 2 minutes, ch il d 9 (to whom Figures 17 and 20 
r cfe1·) lcaYcs af1c r 7 m inu tes. Doth subjects th en start to play with 
the toys . This is not smp1·ising in Yicw of the fact that playin g 
with the toys hn s vroved to lul\·e considerable positi,·c Yal encc in 

Fwcnr·: 20f. Escape Behavio r (1/z m inu te ) 
P. person; J;Jsb. escape behavior (tend ency to leave room); Ont , 

activities ou tside t he expe rimental room; fr· .-u· for ce in direction away from 
the goa l (G and Bl1); fp,o, 1 • force toward the ou tside ; Pl and Bb a re now 
part of the bacl\ground. 
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F JC: u rn: 20g. Eme rgence of a Bar rie r against Escape 
B. barri er around in access ible toys; o uB , outer barri er prohibiting 

t he c hild from leaving the room; JP.o'"' force toward l he ou ts ide; rf1 •. 0, 1, r e· 
st r a inin g fo rce opposed to fr ·,o .. t· 

the free play situntion, alth ough this ,·alcncc was clearl y less 
strong th an th at of the inaccess ibl e to,,·s behind the partition. 

\Vc would like to know the ps.rcholog ical characteristics of 
the inaccessib le toys and th e ac l i,·i ty r egion " barrier behavior" 
(Db ) dul' ing th e period of pl:r y with the nccessible toys. Arc they 

FJGL' tu : 20h. Play with Accessible Toys ( 5 minutes ) 
Th e im mediate s itua tion conesponds to Figure 20d but t he back· 

gro und is more d ifferentia ted, in cluding now Out, Esb and ot~B . 
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F JGCLIE 20 i. D ivers ions ( 3 minu tes ) 
/J i, dive rs ion s (f ree activ ity with non-toy obj ects ). (For des ignation 

of othe r symbols see Fig n res 20f and 20g.) 

entirely forgo t ten, i.e ., han they ceased t ~ be a p_art of the 
life space? Or do they 1·emnin a pa ~·t of the lt_fe spa ce m tl_1 c s~me 
wa y as wh en the child 11·;t s loc;tt ed m the regwn Bb ?. 1'h1s prob­
lcl~ obYionsly of prime importance for our study, 1s concerned 
win'1 1 he effc~t of fl-us : r ;11 ion on activi t ics not directl y related to 

FlOCH I' 20 j. Pl ay with Access ible Toys ( 4 minutes ) 
For des igna t ion of sym bol s see Figu res 20f, 20g, and 20i. 
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the inaccess ible goal. Technically, it would be possible to explajn 
the child 's r emainin g in r egion of pl ay (Pl ) in the following way: 
the fo1·ce t·oward the in accessibl e toys (f P,a) is smaller than the 
combin ed fo r ces awa y f1·om f a ilu re (fP,-o) and toward the 
accessible t o.rs (/'I· ,Pt) (F igur e 20c ) (I [P,o I< I [P,-u l+l fP,Pt i) . 
Actually, such n treatment would not be fully adequate. The 
r egion of playi1tg w ith th e ina ccess ible toys does not maint ain 
the same w eight in the li fe space as it d id w h en the barrier be­
ha,·ior occurred. IJ owever, it d oes not disapp ear entirely from 
th e li fe SJJace, eitl1 e1·. It seem s to become a part of the " back­
ground " of the n ew immedi ate situation: playing with the acces­
sible toys (i' 'i gu1· c 20cl) . 'l'his seems to be the case at least soon 
aft r e th e el1 ild has chan ged from barrier b eh avioe to play. (vVe 
will di scu ss the cl y mmti e p1·ob ll• ms of these r egions of low potency 
later in detai l ) . 

'l'he play r cg io11 co 1tta ins seve ral possibilities corresponding 
to net i viti cs with d iffe rcnt toys n nd cl iffer cnt kinds of play with 
the same to y. Th e ehilcl is fre e to mov e from one of these sub­
regions to another. 

After 2 minu tes o f' play, child 9 rctums to his attempts in 
the direction of tl1 e ina ccess ibl e toys . (Child 6 does so after 2 
minutes al so.) Thi s is \rell in lin e with Fajans' r esults concerning 
" t emporary w it hd rnwa l." 'l'h c li fe spa ce em-responds basically 
again to th at l'CPl' CSl'ntecl in Figure 20a Ol' 201J; the f orce of [P,a , 
howeYer , now bein g st1·ongcr th an th e fo r ce [P,-a r esulting hom 
the previous failmr to O\·r1·comc the banier ( I [P,G I > I fi· ,-u I+ 
I J'P,I' t I ) . Probabl y, th ere is a sl ight chan ge in so far as thl' 
possibility of' pln yi1tg- \\' ith t lw a<· n·~; s ibl e t oys h ns now hee mt1'~ 

a mm·e ddi1t itc pn1·t of th e lm <·lq . .?.nnmd ( li'i g ul'e 20e) tlwn it'''"" 
imlll C' d iat ely afte t· the pal't ition l1atl hct' Jl ]o,,·c·I·t'd. 

'J'his ti111c th e nttt•Jnpts to Ol'l' I' (' O!n l' th e• !Jani e I' S t't~ lll to ill ­
crea se i ts n rg;tt iYe ,-n let iCC so qui c- kl y tlwt· nftt•1· J V:.: lll i lltt 1 t·~-: 

J'P,-c: bccomrs stl·on gcr i lt;I n the opposing fon·es and chil<l ~J le;IY< 's 
tlw banic 1· l'cgion again. Hclln•vc: ·, this tinw he l10l'S 11 ot wJtli· 

dra11· to the piny l'eg ion , bu t tri es lJy a lllOI' e radit·al l!IO\'t" 11 , 

leav e the e:-;.p e1·itn cntal 1·oom alto gc·thr l'. lll' e11tns a t·eg ion <ll' 
acti,·ity ~~- h ic h \\·e h<we C<t llcd c:'cape be ltn \· io r (E sb, l"i c!'1lt'e 20 r J. 
Th e nttl' mpt to l e<1H' m<~ y be p ;tl'tl,v cl ue to a pos it ivv 1·u ll'nee of 
outside ad ivit ies SUl'h as pln y w it·h J't-ici tds in the IIUI'SCI'Y sehool. 
Usu all y i11 th l' f t·ustrat ion s it uat ion esc:apr bl'h av ior was domina-



80 
I O W A S TUDlES T:--1 Cllli.D \\' JcLF'AJ-U;; 

ted by th e force fp ,-c r esulting from fa ilure to rrach the inac, 
cessibl c toys. Nevertheless, the att empt to lc>avc the experimental 
room presupposes tl1at the region outside, which p1·eviously was 
at best a part of the background of the child's life space, has now 
become a definite part of th e momentary situation. 

When the child :first tries to leave the room h e may expect 
that the experimenter will allow this. .At least he docs not know 
that the experimenter will refuse. ·when the child realizes that 
he cannot leave, the situntion has changed in an important aspect: 
an impassabl e barrier scpa rat es th e child from th e outside (Fig­
ure 20g). A situation is here estn blishcd which corresponds_ to 
the second basic form of a frustration situation (Figure 19) , I.e., 
the child is surround ed by a b111Ti e1'. This barrier is partly 

"physical," partly " social " in nature. 
Th e development of this situntion is similae to that of the 

attempt to r each the in accessibl e toys. 'l'hc fa ilure to ~vercome 
the obstacle leads to a negative valence and a correspondmg force 
fp -out which usually increases with time. In addition cog­
ni.tively the barrice gains more and more the ch a 1·n~ter of ~eing 
impassable [this holds <Llso for th e barrier scparatmg the mac­
cessible toys] . Dembo (12) and Fajans (16) have treated bo~h 
aspects of such a situation in detail. Dcmbo has shown ,how, m 
a similar setting, the outer barrier (o11.B) and the barner (B) 
before the original goal (inaccess ibl e toys) become one connected 
barrier. Sh e has discussed in deta il how this situation may lead 
to a state of pressure throughout the area inside the outer barrier. 

This analysis makes it apparent that in our experiment we 
have to deal not only with a fru::;trat ion in respect to the inac­
cessible toys, but in addition with a fmstration in respect to leav­
ing the room. 'l'cchni cally, it foJlo,rs that we should not co~pare 
the action toward the in aecessible toys on the on e hand with all 
v:her behavior on th e other hand. ·u is psychologically mon· 
meaningful, for insta nee, when det ermining the intensity of frus­
tration, to combine ban·icr behavior and escape behaYior. 

Child 9 gives up his attempts to escape after 1f2 minu•e. 
H e does not make a n e11, attempt to r each th e inaccessible toys 
but starts to play with the accessible onrs (Figure 20h). Thi8 
situation corr esponds somewhat to Figure 20d. However, now 
the backoTonnd is more differ entiated. The escape behavior 

b 1 . 
reo·ion and the impassable outer barrier have emerged. T us can 
ha~dly be without effec t on the child, even though these facts 
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do not belong to th e imm ccl int c situation, hut to the background. 
In a way our whol e expc1·iment can be said to study the prob­
lem of how a " biiekground of frustration" affects an immediate 
play situation. 

After 5 minutes th e suhjeet stat·ts activities with the exnc>ri­
ownter of the type whi ch we have called diversions (free activity 
with non toy objects). The nctivity li es within the child's space 
of free mov ement and must therefore be r epresented as a r egion 
within the outer bani er (Figure 20i). 

After 3 minutes the subject returns to play (Figure 20j). 
'J'lw situation is th e same as that represented in Figure 20h with 
the possible differ ence thnt the back ground is now enriched bv 
tlu• possible r egion of diversions. · 

After 4 minutes the snhject shifts ng<~ in to conver,;ation with 
the experimenter. The situation corresponds to the previous one 
(F igme 20i), 11·ith perhaps the diffcrcm e that the region (Di) has 
become somewhat more differentiated. 

lndividllal Dif!c1·ences.- So much for the development of the 
psychological s ituation of child 9 in the frustration situation. 
vVc will not discuss h ere the more detailed question of why the 
child shifts dming· play from one play activity to another. 
Obviously, the perceiving of a n c11· toy, remembering a previously 
discovered activity, inventing a new play, satiation, etc., are of 
influence. (Some aspeets of these probl ems will be dealt with 
lat er, p . 146 ) l<'tuth crmore, we ean not assume that all the regions 
of activities whi ch h:we occurred once r emain unchanged as a 
part of th e ba ckground in the child's 1 ife space for the rest of 
the experiment. Some r egions, for instance the r egion of diver­
sion, may t emporarily or pcm1anently disappear. Certainly, the 
r egions of the background may show dediffer entiation or other 
minor or major changes in structure. 

A child mny r enlizc some of the "possibilit ies" and limita­
tions inherent in th e physicn 1 nnd socin l setup correctly before 
actually cntCJ·ing every region of activity. 

On th e whole, howev er, Figures 20a to 20j seem to represent 
fairly well the more important aspects of the life space for the 
mnjority of our cases. Th e observed ph enomena in r egard to 
outer and inn er barrier and withdrawal to other activities are 
nearly the same ns those observed by Fajans and Dcmbo. Both 
found, also , that type of behavior whieh ,,.e have called diversions 
(Dcmbo uses the term" Sondergebeit"). 
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On th e other h nncl, ,,.e wa nt to emphasize that the sequence 
in whi ch the differ ent immclliat e si t n ::~ tions fo ll ow each other 
shows a gTcat vn riahili ty f rom case to case . Child 6, for instance, 
enters th e same regions of behaYior (l<' igm c 16 ) as child 9 (l<'ig­
ure 17 ) . However , th e sequen<'e and clur::~tion o£ the p er·iocls 
arc different. Chih1 6 m;ll;:t•s mo1·e f requen t ::~ttcmpts toward the 
inaccess ib le toys, parti cularly chHing the latter part of the ex­
periment. Escape bL·haYior occu rs J·nth cr late. 

ln th e frustrati on situation, 11in ctce n of' our thirty subj ects 
show all the act iv iti es rcp1·esentecl in Figure 20a to 20j. 'fen 
subjects did not show esca pe behavior ; on e sub ject show ed 
neith er escap e behaYio 1· no1· diYcrsions. 

'J'opolog y and Forces in !h e F'1·cc Play Sit1wtion 

'fh c psydwlogi cal sit uation in th e exp erimental settin g which 

11·e h;w c c;1llcll th e [rt·c play situat ion is comparati vely simple. 
In four eases ollly play oceunccl; in fourteen cases, pl::~y and 
div ers ions, and in th e r cmaini11g tw el ve cases in aclclition escape 
bel1aYi or occurred. 'l'his mean s that in case of child 6 (play only) 
the situation can be rcw csentcd for the total dnn1tion of the experi­
ment (hce play situation), by Fi gm e 2la which shows p lay as 
th e immech;1tc s itu ation with prob ably no bani er in the baek-

F IGL: HJ·: 21. Sequence of Psychol ogical Situations in Free Play 

FIG u J:t·; 2la. Play w ith Accessible Toys 
The "immediate s itua lion" is ind icated by li g h t g ray; the "bac l'­

~rouncl" by clark gray . l' , person ; l'l , play; a, lJ , c, (/ , va rious play act ivi-

ties. 

F11L:STHA TT O N A ~D R J·;G LU;SSlO~ 

FJGt; JU·: 2lb. Di version 
Vi .. diversion (free a ctivity with non-toy obj~cts). Play ( l'l) is part 

ot' the background. 

g l'ound. In foul'teen cnscs, the imm ediate situation corresponded 
sometimes to Fign l'c 21a , aud ::~t oth er tim es to Figure 2lb con­
taining piny bchal'im· (Pl ) and di vc1·s ions (Di). In the rest of 
th e cases, th e situation c·onespondin g to Figure 2lc occurred 
at one time Ol' nn othe 1· (qn ;l ntitati \'C da ta arc given lat er ; sec 
p. 86) . Thi s im plies t hat in the lnttc r C'ases a psyehological sit-

FJGUH t·: 2l c. Escape B e havior 
P. person; E81J. escape .behavior (attempt to leave the room) ; Ont , 

occupation outside t he experimPntal room; on /J . oute r bani e r; +, p ositive 
val ence, j,. ,0 ,,, force tow ard occupation outs id e the expe rimen ta l room. 
Play (Pl) and divers ion (V i ) a re part of the background. 
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uation of frustrat·ion oceun·cd cYen in th e setting whi ch 1vc h ave 
called th e free play situation. ]~v cn h ere, howcYcr , the fo rces 
{P,a and {P,-a which dominate th e life spa ce in the frustration 

situntion do not nppear. 
In eonclucli ng th e cli sc uss ion o-f' thi s scd ion w e may say that 

this stud y mal;cs a \' Ompari son of hch <nior, p<~ rtienlarl y of 
the eonstTnctiv cness of pl<~y. in th e situ<~tions represent ed in 
Figure 21a on th e one l1ancl an d Figu1·es 20d, 20h, or 20j on 

the other. 

Ji'H EQENCY OF v ,\BIOUS .A CTl\Tl'J ES l N FnEE PLAY 

AND FnusTH .\'l'lON SrT UA'l'IONS 

Play, Barrier, rmd E scape B elwvior 

If the dynamics of th e sitn<~tion h;JYC been correc tly ana lyzed 
one would expect a grea ter proport ion of' time to be spent in the 
barrier and escape r egions in th e frnstrahon situution than in 
free play. Con sequentl ~· pl a~· should occupy proportionately less 
time in frustration than in the f ree play situation. 

The data bearing on th ese questions arc presented in Tables 
1 and 2 and th e tabul a tion below. In Tab le 1 the tim e spent in 
different actiYiti cs is shO\rn for cnch child. Table 2 gives the 

mean times. 
Th e clecrease in th e amount ol' tim e occupi ed with play in 

the frust1·ati on s ituati on is YCry st riking. Pla y in the f rust ration 
situation occu])ics about half ns mnl'h of th e experimental time 
as it docs in th e fr-ee pla y situnti on. The t im e spen t in the barrier 
region is practica ll y nonexisten t in the f1·cc J>la)· situation , occur­
ring only in the fo rm of accident al preoccupation 11·ith the wall 
o-f' the room, whi le i11 th e frustTn ti on situation it occLrpics on the 
averag-e oYer a third of th e expe ri mental p eriod. 

Th e in crease in escape behavi or in frustration , while not so 
markr cl as the in cr rasc in barrier beha vio r, is more than doubled 
and the criti ca l rati o o-f' th e d iffere nce is 2.68 (99.6 ch ances in 
100 th at a tmc differ ence exists) . This in er case is in accord with 
exp ectat ions on the basis of our anal ysis of the dynami cs of the 

situation given before. 
Barrier and escape beha vior may he combin ed and this value 

will lat er be used as a. measni'C of the strength of frustration. 
The mean time occupied by such behavior incr eased from 69.2 
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TABLE: 2 

AVE RAGE 'l'IM E IN SECONDS 0 CCU P1f:D HY DH' ~' EBI"\"1' A CTI\"ITIES I N F!lr. E PLAY 

AND I N FBUSTRATION 

Mean Time 

I 
J!l rn* 

I I 
Fru-F'Pl -

Free 
I 

Frus- -jii]"if Frn-PP l 
u d iff. 

Activity 
P lay tration 

Barrier behavior· 1 n ;,o GJ 0.!10 26.1 8 + 491.00** 11.47 
Primary play 1144.17 569 .83 0. 50 -574.34 8.88 
Escape behavior 49.67 112.67 2.27 + 63.00 2.68 
Activiti es wit h 

experi menter *** 76 .83 95.50 1.24 + 18.67 0.56 
Island behavio r 36 .17 52.00 1.44 + 15.83 0.77 
Activities at 

window 37.67 38 .5 0 1.02 + 0.83 0.04 
Looking and 

wand erin g 26 50 18.17 0.69 - 8.33 0.71 

* F J>l = f r ee play situation Ji'rn - fru stJ atlOn SJtuatwn . f. t ·ation 
*" + ind icates increase in f ru stration - in d icates decrease m_ I us I "ble 

. a in access to the m access1 *** Other than social attempts to escape OJ g , 
regions 

d . t he f r ee play situati on to 623.2 seconds in the fru~­
secon s m . f 11 subj ects Tlus tration situat ion; it inc l'easccl m the case. o a . . . -
- d ' t th at on the a \·cragr, our t echm cal arrangen~cn~s. pro 
m JC:l .es < ' tl great mdivJdual vided f rustration as defined . However, IC < • d 

' f 1 . .• • . ncl escape behavwr rna e d ifferences in the amount o . Jai r Jet a . d " l " 
1 . t . t ""stronn· " 'lll a wea~ it necessary to divide the SUJJeC s m o_' "' '. 

(p J41 ) in r coal'd to th e int ensJt y of fl'ust l'a t ron . 
gr oup · - - - '"' · ' t t' but not 

Diversions increase slightl y in fmstratwn St ua lOlls 
enough to be of signifi cance. 

Activities not Di·reelly R elated to F 1'1.~s tmtion 

f t l ff ct of frustration Vve next tul'n to a consideration o·· l~ ~ _:e _ ,· •r 

. . d ··th various free actintics. The foll0\\111_, upon the time ocrupie \\ 1 < • . • , • • per 
tabulation pr esents the da ta for the varwu~ ~r~e actn ItJes as 

t f. the total time occupied with free actintlcs: cen so Free 

Activity 
Primary play 
Diversions 

Activities with experimente r (other than 
goal an d escape behavio r ) 

Island behavior 
Activities at the window 
Looking and wandering 

Play 
86 .6 

5.81 
2.74 
2.85 
2.00 

Frustra­
tion 
73 .6 

12.34 
6.72 
4.97 
2.35 
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The var·ialJility mcnsm·t'S hav e not been computed, so only trends 
arc suggested as f oll ows: In th e f m st r·:lf"io n sit·uation a smaller 
proportion of the total tim e occupied with f ree activities is 
d evoted to play than is the case in fr ee p lay , while a greater 
proportion of such time is occupied w ith diversion, i.e., with tl1e 
exp eriment e r·, with island behavior, w it h adiviti es at the window, 
and in lookin g and \\"ancleJ·ing nbout. 

As has bren suggested befo r e the expe rim enter can be an 
obje ct of conv ersation o r· of so cial intcr·a ction unrelated to t he 
frustrat ion s itwrt ion nnd th us may p1·ov id c a means of escap e 
from t he unplea san t s ituntion ; furthet, being a potential path to 
t he goal, som e subst itute s:rtisfaetion may be ga ined from contact 
with th e expCJ· imentci' . Island bella\·ior is often a so rt of escape, 
as is also sta ndin g at th e window. 

Th ese data suggest th at th e fm·ce f,• ,-o nway fro m frust ra­
tion may len d not only to act ions in the cl ir edio n of outside 
r rgions (escape bt'hav ior· ), but· also in the direetion of what has 
been ca lled clinr·sions . It wi ll he noticed t hat accordin g to the 
clnta, the appl'oach to th e cxperimrnter , even if it is not openly 
relat ed to the \\"is h to csc<qJe, seems in fn1stration to result freq uent­
ly from tl1e fo1 ·ce f,· ,-c; . In audition, of course, th e experimenter 
is frequently ap pt·oa clr ed as a r esult of th e force [,,,

0 
in th e dir·ec­

tion of the in access ibl e toys (classifi ed under barrier behavior). 

Primary and S rconda ry J>lrry: L ength of Play Units 

\Ve h:n·e clistingui shl'cl hd\\·ee n pr irn a r·y ancl secondary play 
a<·conlill g to whetl1 cr tlre subj rd is fu lly oceupicd with play, or 
w hr th r r it O<·cw ·s sirnultn11 eous ly with oth e t· nonplay actions. 

J\n an a lys is of' tl1 c tim e Ot<:: upi ecl \\" ith secondary play sho ws 
that it incl'eased f r·om 2.3 per· te nt" of th e tota l experimental time 
in th e f ree play s i!un ti on to 8.9 pe r' cr nt of t he tota l t im e in th e 
fnlst l'a t ion situation. 'l' hi s innensc is 4.0 times i ts standard 
en·or. 1 f th<• a n:Jl ysis of th e natu re of St' l'O il cla t·y p lay made on 
p:rge J-J.6 is <·orTcd, f"lr ese r·rsu lt s mc;l n th at ov e r·lapp in g situations 
of p in y a ncl 11011pln ,v ar·e more ft- equcnt in ft-ustn1tion than in 
f l'ee play. 

In 'l' ab lc 3 th e prJ·cent ag-e d istributi ons of the number of play 
unit s of diffet·rnt leng ths arc giYen. Th c'!e data indicate that, 
on the avera ge, ft-ust J·ati on lr as 110 influence upon t he length of play 
units. Oth er data upon this po i1r t arc gi\·en later. 
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W e will return to these problems wh en discussing the effect 
, aJ'd "•veal.{" frustration (Seep. 147). of ''strong • • 

TATILE 3 
E SED A S P ER CENTS 

UN' l1"S OF DIFFEI\CN'l' LENGT HS 'XPIUCS ... 
NU111BER OF PLAY 

OF Tl-If: TOTA L NU:ii!Bim OF PLAY UNITS 

Situation \ 

Play Units 

1 to I 1~Jo I 31 to I 46to I 61 to 191 to l121 to \ 181 \Nuin.· 
15 45 60 90 120 180 bel 

All Subjects 

16.1 9.6 9.6 4.9 6.7 6.5 553 
Free play \ 22.6 24.0 

8.7 6.9 4.7 277 
Frustra ti on 22.0 21.7 14.4 11.2 10.5 

Younger Subjects 

18.0 7.0 10.5 3.5 6.1 4.8 228 
Free play I 24.1 25.9 

7.5 4.3 6.5 93 
Frustration 21.5 20.4 18.3 14.0 7.5 

Older Subjects 

14.8 10.4 7.9 4.8 6.1 6.7 325 
Free play \ 21.5 22.8 3.8 184 

12.5 9.8 11.9 9.2 8.1 
Frustration . 22 .2 22 .2 

Chapter IV 

THE CONS'rRUCTIVENESS OF PLAY 

ExPERIMENTAL RE CORD OF ONE C HILD 

An example of a case r ecord will be given to acquaint the 
reader with the sequence and content of the course of events 
occurl'ing during th e exper·iment. 'l'his is the type of material 
with which we have had to work. 

Child 22 is a g irl fifty-thr ee months old. H er IQ is 122 and her 
men tal age 65 . 

The teache r in the preschool says of her: "She is never easily in · 
fiuenced by other people and she has defmi te ideas as to what she wants, 
or doesn't want to do. 

" There is a tendency for he r to feel and say, 'I can do it better than 
you.' On one occasion she commented, 'Your bouse is going to be a silly 
one. I'm making a better hou se.' She a lways seems to be trying to 
prove her superiori ty. 

"Her sta nding in the group is about average, she isn't particularly 
popular nor does she seem to be unpopular. Her feeling of superiority or 
at least her attem pt to compensate for her lack of social contacts prob­
ably is a handicap. She undoubtedly does not recognize h er own part in 
failure and is unable or unwilling to criticize herself. 

"To a great exten t she is withdrawn in her contacts, but with 
strangers there is no outward appearance of shyness." 

According to a record in the nursery school , her parents, when asked 
the question, "How do you usually discipline your child?" answered, 
"By sending her to her room or depriving her of something she enjoys 
very much." 

The experimenter, in bringin g th e ch ild from the nursery school to 
the laboratory got the impression that the ch ild was emotionally sensitive 
and variable, e. g., in the nursery school she wanted first to put on her 
wraps by herself, then wanted to be helped, and before the experimenter 
~ta rted to help, did not want her to do so. Then she decided not to put 
en her wraps, but only her sweater. She ins isted on it at first, but again 
was easily persuaded to put them on and finall y ran out without buttoning 
her coat. H er broad, quick movements gave the impression of a very ac· 
tive, purposeful child, but actually they were probably expressions of im­
pul s iveness. 

She was strongly interested in social r elationships ; when alone with 
the experimenter for the first time she was m ore interest ed in her than 

89 
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in the surroundin g objects . To ove rcom e this stron g social interest, it 
was necessary to I1ave a prelimina ry sess ion with th e child be for e s ta rt­
in g actual experimentation. 

Free Play S'it uation 

The child and ex perimente r ente r th e room. Th e ex pe rim enter (E) 
takes th e basket with the pl ay materia ls and s tarts to distribute th e toys. 
Befor e th e expe rimenter fini s hes dist ributing th e toys on square 1, the 
subject ( S ) takes the ph one and s ha kes it. She says into th e phone : 
" How clo you clo ?" a nd examines the phone further. 

The experim enter distributes th e toys on square 3. Subject watches. 
S he goes to square 3 but does not tou ch anything. 

Th e exp erim enter distributes th e thin gs on square 2. Subject fol­
lows and watc hes. Expe rim enter says, " Nice things." Subject nods, 
" Yes." 

Th e expe rim ente r goes to th e chair at the table and s tarts to take 
notes. The ch ild chooses an occupation a fte r two and one-half minutes 
of explo ration.' 3 

'Th e record is given below on the right s ide of the page. Each unit 
of action is numbered consec ut ive ly. At th e e nd of eac h unit is g iven th 'l 
constructiveness rating and the length of the unit in seconds. 

On the left s id e of th e page the region of a-ctivity is indicated. 

1. Th e child is 
in over I a p­
ping regions: 
play with 
toys and di­
version with 
non toy ob­
je·c ts 

2. Same as 1, 
excep t t h at 
r egion of play 
with toys has 
he re a hi gher 
potency than 
in 1 

3. Same as 2 

1. S, "H ere, " to E, "you m a ke m e something from 
thi s clay." She takes clay to square 1 and asks, 
" Wh e re are the other th in gs?" (Refe rrin g to the 
toys prese nt in the preliminary period). "I want 
yo u to play with m e." Th e experim enter contin­
ues recording. Constru ctiveness 2 ; 45 seconds 

2. Th e child throws clay on to square 2. "This is 
an elephant. " Then findin g a small peg on the 
ftoor , "Look what I fo und . I'll put it at hi s eye." 
Lool' s at it. Mak es elephant sit up. Construc­
tiveness 6; 'iO second s 

3. Th e child sta rts to draw. "I'm going to draw a 
picture. Do you know what I'm going to draw " 

'" In th e fr ee play s ituat ion th e children frequ ently spent a few min­
u tes in ex ploring the new s ituation before beginning to pl a y. This orien­
tation pe ri od has not bet>n in clud ed in the comparisons between free play 
and fru s tration . Th e records begin with the first pe riod followin g the 
orientation period . 

4. 

5. 

6. 

7. 

8. 

9. 

10. 
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li'IGI'Iii·: 22a. 
Drawing by Subject 22, Free Play Situation , "A House" 

Disturbance 

Play with 
toys 

Overlapp i n g 
r egions: play 
and diversion 
with non toy 
objects 

Escape re-
gion 

Play 

Play 

Ove r lapping 
r eg ions of 
play with toys 
and divers ion 

cJ. 

G. 

6. 

:rh.~t will be a house. - That is wh ere you go 
111 . (Figure 22a) Constructiveness 7; 45 seconds 

Som eon e moves in another room. S, "\Vho is 
that?" 10 seconds 

S goes to sq uare 1, sllakes phone, and examines 
it. Manipu lates phon e, pretends conversation 
but does not use word s. ("How do--" are the 
only words that E can dis ting uis h.) Construc­
tiven ess 5; 30 seconds 

~ sits down on chair and looks a round. "I guess 
I II s it he re a nd iron ." R e peats, th en says gayly, 
"See m e iron. " Con s tru ctiveness 5; 45 seconds 

7. "Le t's go down." 

8· S pi cks up phone. Cons tructiveness 2; 10 sec­
onds 

9. She takes t he iron a nd irons. 
5 ; 5 seconds 

Cons tructiveness 

10. Sh e picks u p the tedd y bear and pulls the t ru ck 
and traile r . Hauls the doll, the phone and the 
teapot. " Teddy bear, teddy bear, you s~ay right 
her e." She shows off, talks, and looks at experi-

~- ~------------
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with nontoy m enter. Pushes truck and trail er into middle 
objects of th e room , makes a noise, "rrrr." "Oh, t eddy! 

You are going to sleep." The load falls off the 
truck and trailer. S reloads teddy bear and doll, 
whi spering . Constructiveness 6; 110 seconds 

11. Same as 10 11. S goes to squa re 3, and pointing to the frog, asks, 

12. Disturbance 

13. Over lapp in g 
of re g ion s 
of play with 
toys and oc· 
cupation with 
non toy ob· 
jects 

"Is that a salamander?" She takes the fish pole, 
fishes, and says, "See how I fish!" Then she 
asks about the boat, "Is it a paper boat?" Takes 
sailboat in hand asks again, "What is this?" but 
now recognizes it herself, "See, it's a sailboat." 
The sail comes off and she puts it back. She 
turns to the teddy bear and says, "Teddy bear, 
go on the boa t and sail - no, stay there." She 
puts teddy bear on boat, takes fish pole, fishes 
for fro g and sailboat, and then adds, "I'll take 
the pole and fish fi shes." After a while she says, 
"I've finish ed," and picl's up the duck. Con· 
structiveness 6; 150 seconds 

12. Th e r eal phone rings in the other room. S, 
"There is a t elephone. Who will answer it?" 
She lies down on her side and looks about. 30 
seconds 

13. S takes a crayon, then anoth er one and draws 
back and forth. "Look! How many papers are 
here?" E answ ers , "Two." "How many?" S 
asks very loud and capriciously. Then she takes 
a new crayon and asks, "Do you know what I'm 
making?" E , "No." S continues drawing. "See 
what I'm making ? Guess what I'm making. 
What is it going to be? It comes clear down. 
A 'pirate glass'." Shows drawing to the experl· 
m enter. "See ! Do you know what I'm making 
now?" Makes a new drawing. S, "What's it 
going to be?" E asks, "A man?" S, "It's a 
glass." Sits looking and then takes a new cray­
on. "I won't t ell you what it is. Doesn't it look 
nice?" Here is a 'stretch.' That is a 's tretch' 
door, 'stretch' (repeats 5 times more and more 
quickly) . Looks at E , looks at wall, looks at 
square 1, square 3; 1oo1's at observer's window 
and then ta k es a crayon again. "He re's another 
line." (Continues drawing.) "See what this is 
going to be. This will be a g reen 'stretch.' This 
will be a sailboat." Shows. "What is it?" "A 

14. 

15. 

16. 
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duck. It's body is here. Do you know?" E, 
"No." S insists, "Yes you do." E, "'Vbat is it?" 
S, "You do too know." Looks at drawing. s, 
"Guess what it is going to be." S laughing, "An 
elephant." E, "Oh, I see." S looks again at her 
work and takes another crayon. S, "He will have 
a red eye and a red trunk, and his body goes 
this way and this way, and this way-doesn't 
it look pretty ?" E, "Ve ry.'' S shows the draw­
ing again, "See it ?" (Figure 22b). She makes big 
strokes back and forth, "See it?" Turns paper 
over. Looks at crayon, then sits doing nothing. 
Constructiveness 7; 485 seconds 

FIG URE 22b. Drawing by Subject 22, Free Play Situation 
"An Eleph ant" 

Same as 13 

Same as 13 

Diversion 
with nontoy 
objects 

14. S takes clay and starts to mold. "I want somll 
more clay; this is not enou gh; I want some 
more. Don't you have more in the other room? 
Yes you do. I'll make a 'stretch'," breaking 
piece of clay. "You see I'll put the pieces to­
gether. I'll put this right here, see?" Construc­
tiveness 3; 105 seconds 

15. S goes to square 1, takes the phone, brings lt 
to the experimenter to talk into. Shakes the 
phone ... Constructiveness 3; 25 seconds 

16. She counts on fingers, "1, 2, 3, 4, 5, 6, 7, s, 
8, 4." 30 seconds 
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17. Same as 16 

18. Escape 
region 

19. Div e rsion 
with non toy 
objects 

20. Play with 
toys 

21. Play with 
toys 

22. P lay with 
toys 

23. Overlapp in g 
regions; play 
with toys and 
diversion 
with nontoy 
obj ects 
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17. S says to experimente r, "You draw me a man. 
Here you do this." 30 seconds 

18. S he says, "I want to go back across the street." 
E, "I'm about through ." 20 seconds 

l!l. S (examining papers of experimenter) "What is 
that, a four?" 10 seconds 

20. S draws with red pencil. Constructiveness 6; 
15 seconds 

21. S ratt.l eR ohone. "Wh:~t. doeR it say? Does the 
t<>rlrlv hear mal<f~ a nniRP?" (May be thinking that 
th e noise in the phone is produced by the teddy 
bear.) Constructiveness 3; 20 seconds 

22 . She goes to square 2, then carries teddy bear to 
square 1, " He's my sweetie!" Goes back to 
square 2. Constructiveness 3; 25 seconds 

23. S brings th e teddy bear to E's table, Jeans ovet 
th e tabl e, and says, " He is going to watch you. 
Ha! Ha!" Places teddy bear on E's paper, in· 
terfe ring with his work. "I have a bigger teddy 
bear, I have a bigger one than you. Can the teddy 
put his legs up? Here teddy, I'll put the teddy 
up." Puts chair on experimenter's table. Excited 
a bout putting teddy on c·hair. Talks excitedly 
about putting t eddy bear on chair. "Teddy bear 
is a nice teddy." The teddy bear falls off the 
chair. S warns, "Teddy bear don't get in the wa­
ter! Stay here, s tay here. Sit here and watch 
moth er iron. Oh yes, you may, you may." Then 
addressing the E, "Is this a rocking chair?" E 
replies, "Something like a rocking chair." "I'll 
iron and you can watch m e, Teddy." Sits before 
ironing board on chair. Has truck and trailer, 
iron, cup, saucer, and teapot, on ironin.g. board. 
Rocks herself. Constructiveness 6; 215 seconds 

24. Escape re- 24. Asks the experimenter, "Are you aIm o s t 
gion through?" 10 seconds 

25. Disturbance 25. S falls from chair. E, "All right, you didn't 
hurt yourself." 10 seconds 

26. Play with 26. S says, "Let's go clear over here." She brings 
toys the chair to the table of E, also the ironing board. 

Leans back in chair showing off and says, "Teddy 
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bear waJk, walk, walk." She dumps some of the 
things on t he floor. Goes back to square 1 with 
ironing board. Hold s it up, yells, and dumps 
more things. She says, " I'm h av ing fun!" Sings 
as she carries ironing board about. Brings iron 
to tabl e. Replaces other things, teddy bea r, iron, 
cup, saucer, "Teddy bea r, t eddy." Sits on chair 
before th e ironing boa rd and rocks. Construe· 
tiveness 2; 180 seconds 

The experimenter gives the first leav ing suggestion. "Do you want 
to go to preschool?" Subjec t, "No." 

The experimenter gives the second leaving suggestion. Subject 
answers, "No, I want you to dra w m e a picture." Experimenter, "I will 
do it downstairs." Subject, " I want a picture h ere." Experimente r, 
"There is no paper." Subject gets pape r, "Use this on the other side." 
She gets crayons for the expe rimente r. She asks, "Where is the othe r 
one?" Gives another crayon to the experimenter. Subject says, "Draw 
me a man, a lady, a baby or an elephant. Name somethin g else bigger. 
Make a chair." Stands wa tching th e experimenter draw. She continues, 
"Make a lady sitting in the chair, and something here. Ma ke another 
chair with a man sitting on it with a baby. Make a littl e girl. Make her 
eyes ." 

The experimenter gives the third leav ing suggestion . Subject, "No, 
make a little girl." 

The experimenter gives a fourth leaving suggestion. Subject, "I'll 
take all my pictures . Oh! Give th em to m e. I want to give them to 
mother and daddy." 

The child and experimenter leave.u 

Frustration Experiment 

Pretrustmtion Situa.tion.-The child and the ex perimenter enter the 
room. Subject goes to the doll house, but does not enter. The experi­
menter says, "You can play with anything you want," and shows the 
child how to enter th e house and how to dial th e phone. Standing in front 
or the house , subject -takes the bunny, and says, "Here is the bunny." In 
the house she picks up the phone and shakes it. She com es out of the 
house and goes to the Jak e. She looks into the water and la ughs. She 
asks, "What is in th e wate r. I'm afraid." The experimenter shows h e r 
the boats and other lake toys and pushes them about. Subject wa tches. 
The experimenter goes to the table a nd shows subject that the big teapot 
has water in it, and how to pour it. The experimenter leaves subject 
occupied at the table. Subject returns to the Ja ke. "Mr. Tadpole, go on ," 

"This experiment lasted about thirty minutes; as usual for the 
quantitative data only the first twenty-four minutes after the orientation 
period were used. 
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she says to one of th e toys and th en picks up the frog. She pushes the 
frog a nd th e swan into th e water and says as she sees the floating duck, 
"H ow did Mr. Duck ge t in ?" Subject takes the balloon and brings it into 
house, say ing, " I'll put this in my house." Afte r half a minute, she looks 
out of th e door. "H ere I come." She puts the lights out and comes out of 
the house. S he goes to t he lake. H ere she picks up the fish pole, but 
says, " Now, I'll go hom e. I have to go into the house to turn the light 
on." In t ile hou se again she takes th e phone, shakes it, and then dials, 
making it ring. She says, "Line busy- well, I gu ess I'll stay in." In 
a bout ten seconds s he comes out of the house. "Now we will go outside 
and get some clothes and take them in to iron." She gets the clothes and 
brings th em into th e house. Again she announces, "I'll iron my clothes," 
a nd after she is partl y through s he s hows them to the experimenter and 
rem a rks, "Isn't that pretty '!" 

Subject was definitely interested and involved in the play, and the 
experimenter cons idered it time to s tart with the frustration part of the 
experiment. 

The ex perimenter takes the basket and starts to collect the toys. 
S ubject asks, " What are you putting in there?" The experimenter avoids 
an swering, a nd pointing to the n ew situation he is going to introduce, 
says, "We'll pl ay on the other sid e." Subject, "What are you going to 
ta ke?" S he stands, wa tc hing th e experimenter, while holding doll clothes 
in her hand. Subject continues watching very interestedly without saying 
a word for a minute. Then she says, "When will you bring them back 
in this room ?" Not getting an answer from the experimenter , she states 
more belli ge1· entl y, "That 's all you are going to take!" The experimenter, 
who has just finished coll ecting the pla y material says, "And now you'll 
come." Subject protests, sayin g, " You better get out of here now," but 
she follow s the ex perimenter over to the other part of the room and the 
pa rtition is lowered . 

1. Barrier 
region 

2. Diversion 
gion 

3. Play r egion 

4. Barrier 
region 

re-

Fntstmtion Situation 

1. S watch es the ex perimenter lower the partition. 

2. 

3. 

4. 

She asks , "I will not play on the other side 
again ?" The experimenter answers, "You can 
play here now." S faces the experimenter for 
about 15 seconds with hands behind her neck. 
25 seconds 

S looks a round. 5 seconds 

Sh e goes to square 3 and examines sailboat and 
fish pole. Constructiveness 2; 15 seconds 

S stands at square 3 and looks at barrier. 5 sec-
onds 

5. Play region 

6. Ba rrier 
r egion 

7. Diversion re-
gion 

8. Overlapp i n g 
play and bar-
rier region 

9. Diversion re-
gion 

10. Play region 

11. Barrier 
r egion 

12. Over lapp in g 
of play and 
barrier re-
gions 

13. Barrier 
r egion 

14. Play region 

15. Disturbance 

16. Over lapp i n g 
of regions of 
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5. Turning to the pl ay material on square 3, she 
ta l\ es th e fish line a nd dangles it about sailboa t. 
Cons tructiveness 2; 20 seconds 

6. S goes to the ba rrier and reaches through the 
m eshes of the screen. 5 seconds 

7. S he turns a round, looks a t th e experimenter, 
laughs as she does so. 15 seconds 

8. S goes to square 3, takes the fish pol e, and re­
turns to t he barri er . She asks, "When are we 
going to pl ay on that side?" Experimenter does 
not answer. Then, in putting the fish pole 
through the barrier, S says, "I guess I'll just put 
this clear back." She laughs and says, "Out it 
comes !" ta king the pol e out again. Construc­
tiveness 2; 35 seconds 

9. S walks to experimenter's table. 10 seconds 

10. S goes to squ are 2 and manipulates clay. Con­
structiven ess 2; 10 seconds 

11. From squa re 2 she looks at the objects behind 
the barrier and says, "I do like the balloon," 
and then she asks, "Who put tha t house there?" 
E answers, "Some of my fri ends." She asks 
again, "Who put that over there ?" 35 seconds 

12. She goes to square 2, takes the crayon, and starts 
to draw a picture. While drawing (Figure 23a) 
she says, "I'd like to play on th e other side," 
and then , " I'll make a littl e lady." (Figure 23b) 
Constructiven ess 6; 60 seconds 

13. S s tops drawing and sa ys, "When will we play 
there?" E says, " We ha ve to play here." S 
asks furth er - "Not until tomorrow?" 25 sec­
onds 

14. She draws again, lying down to do so. (Figure 
23b) Cons tructiveness 7; 15 seconds 

15. Noises from the n eighboring room are heard. 
s rema r ks, "I wi sh that noise would go away. 
I'm tired." 20 seconds 

16. R eturning to drawing, S shows it to the experi-
m enter. "What do you suppose that is?'' "A 
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Fwurm 23. Drawing by Subj ect 22, F rustr a tion Situation, (a) "Unnamed 
draw ing." (b) "A littl e lady." (c) "A shoe" 

play and di· 
version 

17. Play region 

18. Pia) region 

s hoe," e n th usia sti call y. (Figure 23c) Then she 
t.um s over the pape r on which she is drawing 
and says, "I can't stand that color. Do you like 
red, black?" Constmctiveness 6; 60 seconds. 

17. She sudd enly goes to square 1 and puts the phone 
to her ear, but does not talk. Constructiveness 
4 ; 20 second s 

18. S takes th e truck and tra il er and tries to put 
t he ironi ng boa rd on it. She says, "It won't go 
on." She pushes the truck and trail er and re­
marks, " I'll put som ething on to go." She hauls 
cup, saucer, iron , and teapot and t ells in a sing· 
song way what she is doin g. Then she continues, 
"Now, eve rything off. Now, w e go to Chicago. 
Chug ! Chug!" She moves the truck and trailer 
in circles. "Now, we' ll go to Illinois." She car­
ri es t ru ck a nd traile r around and loads it. She 
places t he teddy bear on it. "Chug !" The teddy 
bear fa ll s off th e truck and trail er and she re· 
marks, "O h, t eddy bear, h e fe ll off." S puts the 
teddy bear on the true!' and trailer again and 
moves it a round in circles. "Chug ! Chug! 
Teddy bear has to get off now." T alks about 
tedd y bea r on the t ruck and t ra iler, about doll, 
and where they a r e going and about the nice 
tedd y bea r. "O h, teddy bear, fell off too- too," 

19. Ove rlapping 
barrier and 
play regions: 
Substitute be­
havior 
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s l1 e says loudl y, continuin g to m ove the truck and 
tmi le r in circles. " Toot! Toot!" She moves the 
truck an d traile r to square 3. P laces th e boat 
a nd duck on it and exp la ins , "I'll put t he boat. 
here, a swa n he re." She moves t he t ru ck a nu 
t ra il er in ci rcles and goes on w ith th e sing-son g. 
" Toot! Toot!" Then she ta kes a ll t he th ings off 
the truck and tra il er. S he moves wi th t ruck a nd 
tra il er to sq u:ne 2, places crayon on it. " Toot !" 
mo ving the tr uck and tra il er in circles and th en 
to 2. Loads more cr·ayons. Takes clay and says, 
"I don't want no clay." T hen she leaves t he clay, 
cani es the truck a nd tr·ai le r to squa re 1, t akes off 
trailer an d says, "Now, a ll go to bed!" Constru c­
ti veness 7; 305 seconds 

19. S goes to bani er near t he lake an d tries to raise 
th e barr ier uns uccessfu ll y. She stands a wh il e 
looking throu gh, a nd says, "I'll pretend this is 
the water." (Meaning the area just beyond the 
barrie!'.) She sticks fi sh pole t hrough. "Look 
I ca ught a fish!" She lau ghs, " I'll tal'e it off and 
pu t it on the boat!" F ishes through barrier 
again. She says, "I' ll go back and ge t some real 
fi shes." She spea ks about fishes on the other side 
and star ts to lift the barrier, but sh e can' t do it. 
La ug hs. Sh e is a li ttl e embarrassed. She says, 

a nd t hat bi g truck and trai ler and 
everything." Cons tructiveness 5; 100 ~econds 

20. Escape re- 20 . S goes to t he exper imenter's table, winds fish 
gion line in hand saying, "I'm not coming over any 

more. I am going hom e. I am going to school. 
I a m going back to school. Now I am going out." 
"It's n ot m e coming any more." Tries the ex­
perimenter out with p lay threats. "I've had 
enough of thi s bus iness." She laughs. 105 
seconds 

21. Play region 21. S puts th e fi sh line throu gh a crack in the table. 
Gets interested in thi s and stops talking about 
goi ng hom e. "Boat's st ickin g up, go ing through, 
w hol e fish pole," she says, (apparently m eaning 
that the whole fish pole is go ing through the 
crack.) " I wish somebody would h elp m e." She 
raps on t he table, expe rimenter does not h elp. 
She pull s t he line herself. "Won 't you help m e?" 
she says in a pained voice, bu t experimenter 
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22. Barrier 
region 

23. 

24. 

25. 

26. 

27. 

28. 

29. 

30. 

31. 

Play region 

Overlapp in g 
barrier and 
play region 

Play region 

Barrier 
region 

Over lapp i n g 
barrier and 
play region 

Barrier 
region 

Play region 

Barrier 
region 

Diversion re-
gion 

32. Play region 

does not help. s gets under the table and laughs, 
comes up with the fishing pole, and laughs again. 

Constructiveness 3; 145 seconds 

22. s goes to barrier and tries to push it up. "Mr. 
Dalloon wants it up. I want this up," she says 
kneeling by the barrier and pulling her fingers 
over the wires. "The truck!" 60 seconds 

23. 

24. 

25. 

26 . 

27. 

28. 

29. 

30. 

31 . 

32. 

She turns to square 1, "I guess I'll iron." Con-

structiveness 5; 20 seconds 

"I wish you had some clothes here." Sits and 
irons. "Go over and get some clothes. I want 
the balloon." Continues ironing. Constructive­

ness 5; 60 seconds 

"I'll just iron my own dress ." Puts her skirt 
over the ironing board. "Now doesn't it look 
pretty." Constructiveness 6; 50 seconds 

Rocks, looks at barrier. "I wish you'd go and 
get the clothes for me. Why don't you get that 
big truck and trailer, the balloon and some 

clothes?" 65 seconds 

"vVhere is that old truck and trailer," looks for 
it. "It's back of me." Gets little truck. "Now 
this will go and get it." Pushes the tr~.ck un­
der the barrier. "Now I haven't any car. Con­

structiveness 3; 55 seconds 

"My daddy won't like you." (Not angry.) 10 

seconds 

Sings. Gets the small truck and tr'"iler. Re· 
attaches the trailer. "I put it wrongly on." Puts 
it on the ironing board. "Now too- too. It's 
going on the highway." Tips the ironing board 
and lets the truck and trailer coast onto the 
chair. Smiles. Constructiveness 7; 60 seconds 

Looks at the barrier. 5 seconds 

s approaches the experimenter: "Look at my 
hands, filthy!" The experimenter says, "We will 
wash them afterwards." 15 seconds 

Puts the truck and trailer on the ironing board 
again . "Racing off the highway he goes." Smiles. 

33. Play region 

34. Barrier 
region 

35. Play region 

36. Overlapp i n g 
play and bar­
rier region: 
Substitute be-
havior 
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Puts the phone on the truck and trailer. Con­
structiveness 7; 30 seconds 

33. Takes the phone and talks into it, "Hello! Hello! 
(very loud) Hello! Yes, yes we are. Hm, hm!" 
Constructiveness 6; 40 seconds 

34 . I want the rest of the phone. 5 seconds 

35. "Teddy bear can say hello." Holds phone to 
teddy bear's ear, then to own. "Hello!" Shakes 
the phone. Constructiveness 6; 40 seconds 

36. "I want the teddy bear to sleep. Where will be 
the bed for the teddy bear. Now you go to sleep, 
we're go ing to Minneapolis." Puts teddy bear 
on truck and trailer. "You can't go Mr. Dolly. 
Teddy bear does." Lies ·~own and looks at teddy 
bear on truck and trailer. "Toot, toot." Leaves 
the truck and trailer at the barrier. Pushes the 
truck and trailer under the barrier, pulls back. 
Takes the teddy bear off the trailer. Smile~. 

talks to the teddy bear. "If you will sit in the 
back!" Carries the teddy bear around on the 
trailer. Moves the truck and trailer to the table 
of the experimenter. Says, "We are going to 
Chicago." Constructiveness 7; 175 seconds 

The experimenter gives the first leaving suggestion. Subject says, 
"Let's go to school." She starts to leave. 

Postfntstmtion Situation.- The experimenter says, "But first I will 
open this," pointing to the barrier. The experimenter goes to the barrier 
and lifts it. Subject watches and says, "Let's stay here now." She runs 
over to the other side of the room and goes into the house. Then she comes 
out with the phone base and says, "I' ll fix this." She cannot do it and goes to 
the experimenter for help. "Put it on." The experimenter fixes the phone. 
Subject runs back to the hou se with the phone. Comes out, takes teddy 
bear, doll, ironing board, iron, and brings them a ll into the house. "Oh, 
the phone came off. Guess you did not fix it." Shakes the phone. Fixes 
the phone. "Mr. Balloon will sit outside of my house." Brings the phone 
t0 experimenter. "I wish this would be fixed so it would stay." Back to 
the house, plays with phone. "We have a phone like this." Rings the 
phone. 

The experimen ter gives the first leaving suggestion. Subject, "No, 
I want to play here." Takes the cabinet out. 

The experimenter gives the second leaving suggestion. "No, I am 
not going." Goes to tea table set for a party. 

Experimenter, "I have to go." The experimenter goes to the door 
and leaves the room. Asks, "Coming?" Subject, "No, not coming," but she 
then follows the experimenter . 
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CoNSTRUCTIVEN Ess ScALE 

Van:o11s L evels of Con strnctiven ess with One Toy 

From this r ecord , and discussion of experimental procedure 
in oth er parts of this study, the r eader will gain an impression 
of th e ri chn ess of the play 11·hich occurred. It is possible to use 
such manifold materi al fo r many pu rposes. In the present con­
nection, we ha ve been most int er ested in phases of t he play 
which are relat ed to the cr eative aspects of the child's behavior. 

For this pu1·pose we have made an analysis of th e play 
activities on the ba sis of: th eir constructiveness Y One can dis­
tinguish variations in the type of pla y on a cont inuum ranging 
from rather primitive, simple, littl e-stmctured activities to elab­
orate, ima g inative, hi ghly developed play. We speak in the 
fo rmer case of low constructiv eness; in the latter, of high con­
structi veness. In our exp eriment , constructiveness was rated on 
a seven-poin t scale (2 to 8) dev ised to be appli cable to occupa­
tions with all of t he toys. 

To demonstrat e t he nsage of this scale, we present a few 
examplrs of Yarions construetiven ess levels with the same toy, 
the tr.·u ck nnd trai ler. Our remarks are not definitions of t he 
various constructiveness levels. They are intended merely to 
point to some chararte1·isti cs of these specific examples. 

Constntctiveness 2 

The toys are examined super·fi cially. 
a . Sits on floor and takes truck and trail er in hand. 

10 seconds 
b. Shakes iron once, teddy bea r once, holds tr uck in 

ha nd, hold s tru ck fin ge ring it . 20 seconds 

C onstntctiv en ess 3 

The trucl' is moved to a definit e place or from one place to 
another. 

a . Phone, tru ck and trail er, manipulated and carried 
to window s ill. 25 seconds 

b. Bends over to truck an d trail er, pushes back and 
for t h. 15 seconds 

" "Constructiveness" can be used in two ways. One can distinguish 
constructive activity as oppose d to destructive. On the other hand, con­
structiveness can refer to the degree of creat iven ess, elaboraten ess, or 
complexity of an activity. In t hi s monograph we will use "constructive­
ness" in the second mean ing in a n attempt to approach an ope rational 
definition. 
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Constrttch"veness 4 

This is a SOIIH.:II"hat more compli cated manipulat ion of t lw 
ti'Udc 

a. True!( and trail e r back ed under chair. 15 seconds 
b. Stands up. Pi cks up truck and t ra il er, detaches. 

'l'aJ(es tru ck in hand, examin es closely. 70 seconds 

Constnt ctiv en ess 5 

'!.'his is defi nit ely a more eompl icat ecl and elabomted manipu­
lat ion o[ the truck. 

a. Truck and trail e r un load ed, detached; pu ll ed in 
ci rcles, rea ttach ed, de tached, rea ttac hed; pulled in circles. 
45 seconds 

b. 'Takes doll, puts on truck and tra il er. "He doesn't 
sit up ve ry well." "I lay the t eddy down." They are both 
lying down on t ra il e r as trai le r is pushed back a nd forth. 

Con::;truclit· cne:>s G 

'l'h r tntek is HS('(l as a means to h;ml oth er things. 
a. Takes truck a nd trail e r. "More things are goin g 

to be hauled." Puts cup, saucer, t eapot on trail er. Talks 
to self. "Rid e along, mi s te r." To squ a r e 3. 60 secon ds 

b. "This is a fire t ru ck." To middle of room . Around 
in midd le, " You ca n load things in it. Mr. Duck! I'll haul 
MJ". Duck." 45 seconds 

Consintcti veness 7 

'l.'he meaning of the p lay is an ext ensive "t rip" or anoth er 
elaborat ~ cl sto l"y in vv.hieh th e handling of the t ruck is merely 
a part o:f. a larger settmg. 

a . "He re's a car·t ruck, and it 's going out fish ing, so 
we have to ta l(e th e trail er off. F irst, we have to go to the 
gas s tation. Toot! Toot ' Now, he's goin g to the gas sta­
tion. Ding, clin g, cling." Gets gas. Now back for th e 
trai ler and th e fi s h pol e; child has truck and ta kes the 
motor boat. Attaches it to truck and trai ler. "Hmmmm! 
H e re he goes." Behind square 2 to 1. "Quack! Quack! 
MJ". Du cky com e," (places on trucl' and tra il er) . Goes to 
3. "Here's the sa il boat." 225 second s 

b. "I want the t edd y bear to sleep. Wh ere will be t h e 
bed for the tedd y bea r ?" Chooses the truck and trail er. 
"Now you go to s leep. 'We a re going to Minn eapolis." 
P uts teddy on trai le r . "You can't go, Mr. Doll y. T eddy 
bear goes." Subject li es down on the floor and looks at 



104 IOWA STUDIES IN CHILD WELFARE 

teddy bear on trailer. "Toot, toot." Pushes truck and 
trail er to barrier, th en pulls back. Plays with truck and 
trail er and teddy. '"Teddy bear, you will s it in the back." 
Pushes truck to table. "We're going to Chicago." Gets 
crayon. "I want some crayon to go." 175 seconds 

Constntctiven ess 8 

Play showing more than usual originality is classified here. 
a. To square 1. Truck and trailer reattached. "I'll 

bring them h ere." Detaches truck, has it coast down trailer 
as an incline, reattaches. 30 seconds 

b. To truck and trailer at square 1. Detaches trailer, 
uses it as incline against ironing board. Runs truck up, 
carries it up farther and farther, and lets it go. Looks 
to experimenter for approval, smiling. "Did you see it? 
Now watch it." Pushes truck across floor, big push. Hits 
E. "See how fast it goes!" "Chugs" it over to observer's 
window, loo](S underneath, "Chugs" to table, to barrier. 
205 seconds 

1'he Scale 

Every play unit was rated using as data the combined r ecord!:' 
of the two observers. No attempt was made to rate the play as 
it occurred. Though we could now probably construct a more 
satisfactory scale, this has not been done. Exigencies of time 
r equired us to construct our instruments as we experimented, and 
because they served the purpose we have not perfected them 
further. 

The scale was constructed in the following way: The play 
units of the first six children were transcribed seriately upon cards 
which were grouped according to the toy or group of toys in­
volved. Three persons working together in conference arranged 
the play units for each toy in order of their increasing construc­
tiveness. No attempt at independent ranking \Vas made. The 
1·esulting order represented the consensus of opinion of the raters 
after discussion, disagreement, and compromise. It became evi­
dent that irrespective of particular a prioTi theories of '' construc­
tiveness," it was possible to agree upon the relative ranking of 
different play with the same toys. 

The play units were briefly characterized and the character­
izations set down in tabular form as in Table 4. Each rank order 
was assigned a numerical weight which in the final scale ranged 
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from 2 to 8. 1
" This original table constitut ed the first construc­

tiveness scale. It will be noted in Table 4 th at th e items are brief 
characterizat ions of ve1·y specific li:inds of behaviOJ"; theory and 
gf•neral categories are absent . Th e r ecords of th e six children 
were th en scored by assigning a numerical valu e to each consec­
utiv e play unit in the r ecord in accordance with the rating given 
in the scale, weighted fo r the duration of th e unit by multiplying 
by th e time. 'l'h e mean constructiveness of eacll child's play was 
determin ed by summing th ese values for the whole record and 
dividing by the total dur-ation of play; i. e., mean construct ive­

ness= 
~[Cons (n) X Dw· (n)] 

~(Dwr (u)) 
where 

Cons (tt) = constmctiveness rating of a play unit 
Dttr (n) =duration of a play unit 

~ (D w· ( u)) = total duration of play 

Using the constructiveness scale as thus devised, one of the 
raters scored the remaining r ecords. The items of the original 
scale covered th e great majority of the units which occuned. 
However, it was in evitable that a number of unrated units should 
occur in th e other records. ·when this happened, the three raters 
considered the n ew unit and agJ'eed upon its placement in the 
scale. 

The scale is given in Table 4. It does not includ e all of the 
different kinds of play with every toy. Our intention has b een 
to include a sufficient number of examples to demonstrate the 
essential features of the scale at each level. This should facilitate 
the use of th e constructiveness scale by others. The actual play 
units corresponding to each item including the doubtful cases are 
given in Appendix 2. 

R eliability of the Constntctiveness Scale 

The sources of unreliability of this scale differ somewhat 
from those of most 1·ating scales, because th e ratings were not 
made at the time th e behnvior was occurring or from reminiscence 
aftcnran1. The ratings were mad e on the basis of obj ective de-

16 Originally ratings 1 to 8 were used, but differentiation between 
ratings 1 and 2 turned out to be impossibl e. Rating 1 was abandoned 
after about half the r ecords were scored. All records for each child were 
scored in the same way. Since all crucial comparisons are between the 
free play situation and th e frustration situation records of the ~>ame sub­
jects, no possibility of error is introduced. 



Table 4 

Con:rt.ruct1 veness o! P'1.a;:r 

Coo-1 I -~ I 6'.;rue l'n~ck: and Trailer Ironingboard 
tive-
oooo 

Phone \~ ~or~ I c- I'"' Md s~oor I 
7lo Sittint 77. Hitting 
Md rocid:ng table 

ru~t l 
81, Holding 

Clq 

9 3. Handling, 
f1.n g:erl.ng 

Crayona \ n,h~l• 1 -·· l 
109, Writing on shoe 1 27. Ca.TI')1nl; about 144. fi.ngel."ing, 

hondlin< 

,-
l:Exa:D.1ning, 

2 lca5\\.U 

2. Inadequate 
2 l place:nent 

21. Touching 

22. Carrying 
about 

41. ShnY.inc:, 
r &.ttling 

42 .~. 

'""""" 
4:5 •• bking aoout 
.m=-s 

44. Carrying 
aboot 

55 . Throl'l'in6 

56. Naming, cal­
lint:: attention to 

57. PlAcint; and 
.sit.tinJ, Cll!lual. 

:5 . Pu:shing back Z3 •• '<.sld.nt haw 45, Asld..ng; if noi.se sa. 1-JoldiJ:lt: ca....-e-
~ 

:5 land forth to make iro:'ling- is fra:l teddybear, 
board stand up kit"ten, etc . 

4. Carrying to 24 , curyW;:: to 46 . Carrying to a 59 . Calling Teddy" 

a derinite pla.ce a definite definite pla.ce "Uy So;-eetie~ and 

""'" 
carr.:rinz t o de.fi-
nite place 

So Trying to de- 25 . Taki.'le iron-
60. Spanking 

tach trailer ineboar>:l. do-:m t.r.d 

from truck tryi.ng toerect, 
unsucc ess t:'ul.l1 
26. Ironing 1.n-
adequa.te object~ 
teddy, aaucer,etc. 

6, Detaching 27, 5".!CCf!l!IStul- 61. Putting 

4 \'ruok <N• 
ly erect.s iron-

teddy 1n 

trailer ingboa.I'Ii 
teapot 

7 . Rccatta.ching 28 . Sb.ple 47 . Phone to ear; 6:1.. Ha.s experi-

4 truck and ironing; no conversation menter remove 

trailer =w di•por 
6:3. Ki iiSil\e 

8. Pwrhin& 0:1 doll 
ll"heel..s acro11 
noo' 

64 . 1~ 
doll""' 
teddy sit 

9, Detachllr.( and 29."Testing" 48. Pbone to ear, 65, lbcld.ng to 

reattaching heat o! iron "Hello, M Tery 

S I tNck and trd1-
ahort corTW"ere&o-

er with U1ll ti= 

10. Pushing truck 50 . Sitting at 49. 1ih1sperin& 
about with 1nd1- 1roninebosrd into phone 
-:stion ot la.rger and ironing 

•"""'< 
11. f'uah:ing a- :51. Ironing 

5 1 cross noor with paper on the 
truck noiaea !l.oor 
12, Simple load- :52. Taking iron 

5 I ;~u:nd puahillg ~~ :::r::nt~ 
it b 

l!i, Hauling !i!i. cs.re!'.lll1' so. Loneer con-
thinga to de!':!..- ironi."''g piece Tersation 

6 I n1te pl.ace o! paper on 
ironingboard 

14. Telling 
6 I at.ory of what. 

t.ruck is doing 
15. tuginAtive 
play with truck 

l6 o Ue1ng iron­
ingboard ~ 

7 I highway !or 
truck 

17 , Ext.eMive 
~trip" to 
Chicago 

7 19 • Using ae 

1 118. Complicated. story 

· pollee lll'llbul.anc• 
20. Ueing trailer 

8 as incline !or 
truck to run o:lo1'111 

34. !moving 
doll's diaper 
and ironing tt. 
35, Ironing 
ribbon around 
t&ddy1s neck 

36. Ironing 
day 

'57 o Ironing own 
dres.s 

38, Pl.aci.ng il"on 
on radiator to 
get it hot 

:39. Attaching 
iron to windQw 
sh3de cord !or 
"electric" 
cord; ironing 
40. Ilnaginative 
ironing play; 
taking clothes 
from line, etc. 

51 . Phone conve:r­
:lation about. 
"doggie" in phoDe 

52. Having teddy, 
etc . , listen 

5:5. "Phone call." 
!or experirlente.r 

54. Phoni.n.!; to 
Preschool to 
ha:"e clay 
MVod 

sl eep 

ee, Rlm.ng cioU 
and teddy t.ak• 
~ .. 

67, Raving doll 
ride on !reg, 
bo>t 

68, SiJlnking ted­
dy ror :ruckinfi: 
his thu:llb 

1 69, Ha:Yine teddy 
-.mtch \<hila child 
!roM ; il:lagina­
tive pl.ay 
70. "fuming" ted­
dy with iron be­
ca=e h .. i.s na.Wd:iY 

*The =be~ re!er to e:xamples troc. the ~orda 5b.oorn 1n AppendiX J., 

see oote, page •· 

72o Carry- 78 , Handling 
ing and and fingering 

m"'"< 

73,C.u-ryin;:: 
toadcfi­
nit e place 
74. Sitting 
and holding 
doll, teddy, 
etc., in 
l>p 
75. Questio:l 
about sourc<~ 
of chair 

79 . Throrl."lg 

82, ll.8.king 
noises, shaldng 

94.carryi.Dg 

95. Throwi.'lg 

96 . >..ating 

97. Stepp1ng,sto~ 
ing, ,.~ing f oot 
mArk 

110. HolOi.J:r& 1 2.8 . Swinging, 
.simple 

lll. \'anipulati.ni 1 :1.9 . r.inding ti.sb-
without exami.n:in8 line about hand; 

puttint: in mouth 
112. Throw"'...ng, witb- 1~0 . Throll"ing 
.,ut aiming 
113. ~ttling Bl. Asking =e 
cn<ytm~ in box 

115. Placing 

98. A.:'VIOWlCing inten 114. Carrying to 
tion to :nold, with- definite place 
out realiur.tion 

132. ~king where 
i t ~s purchasf:od 
l 3!i . I.oold..ng tor 146 . Exal:dng 

99. Breaking o!! 115 . Ex.8clning; 
s:.all. piecee thorough 

100. Stuffing into 116o l}rrwrll.ppin6; 

key hole 

101. Cal"l")'ing to 
particular place 

:sooething to boat. 
hook line to 

1~. Pole used 
.rordi&&~ 
day 

155.~11'.8&· 
net.; ccmplu 

76. Sittl.ni 80, Placing and ~. Qeatnre o! 
on chair at re:noTine cup pouring tea 
iro~ rromaaucer 

64. Setting 
table for tea 

102 • .\.61'!e!:lbling all 
piece.s of clay in 
one place 

136 . Att~pt.ing to 
hook magLet into 
bolt in wall 

10:5, 9reaking into 
pieces and calling 
the pieces a •ball, • 
• •roa$t, • etc. 117. Serlbblini with- 157 . Attempt.ine to U7. P'uJ.b; boat 

out rt!gard tor color attach to boat, OTer !loor 

65. ()lstunr of 
poortngond 

drinl<U><'"' 

66 . Sit.ti;'lg 1n 
chair playing 
tea. party 

87 o Of!erin<!: tea 
to experi.'l'lenter, 
doll,~duck,etc. 

88 o Using clay 
and pegs in plac:e 
ot tea; pourin& 
89. Stirring tea 
in teapot 'tld.th 
ti.shpole, era~ 
90 . Putting 
:saucer on a.s lid 
tor teapot 

104. MMii.ng after 

'""""" 
105 . 71'rapping pieces 
o! el..ay in paper 

1C6 . !llodeling 
named objectl! 
!ro:1 clay 

91. Elaborate tea l07o Yodeling DONI 
part.y u.sing iron- complex objeet.s 
ingboard. !or 
table 

92 , Elaborate 
.reeding o! the: 
doll ani 

'"""' 
108. Decorating cup 
with clq 

or !ora duck, etc. 

118 . Put.ti.nt: in the 
box rlth great 
care according to 
li~e, color, etc, 
ll9o Making letters. 
"orriting" 

l20o Picture de­
ei,;n,letters , etc 
fer l:'xperlr..".nt cr, 
pond, etc. 
ltl . Tr~out 
all color? s~t~ 
t.tica.ll}' 

1:1.2. St.irring with 
cra~nl! 

123. ~~8111.1ng unide~ 
t i fiedo bjects 
atter cO!>!pletioD. 
1Z4o Naming uniden­
tified objects: 
"it's .50!:lethine"; 
elaborate 
1Z5o Tra.cini ob­
jecto 

126. Drawing of 
objeet11, elaborate 
dot .US 

l ?>b . Catchir~ 
il.lld eatinl! fisb 

l!i9. Catct-.i.no:a 
particul.a.r sort 
of fish 
140. F\U.l.in& 
truck about 
11dth fishlillo 

loU. Tellil1g ela-­
borate story 
at.:lut his fishing 

142. s..inging duck 
and frog on fi:sh­
llne a.s part. of 
ima.gin.ltive pl.q 

14:5. U:sing line 
and ~:~&&net to 
pick up clar 

lMI. '!'iea boat 
'o fish lim: 

149. Usin« boat.s 
to t.nmsport 
thin,g~ on JAke, 
part of Ulagina­
tive play 
150. Ud.ng boat 
to !'i:!rh !rom 

\rro, ~' ""'"\ •"~"'" Pl3y 
m . Destroy­

"'• 
1.52. Touch­
int;,tak:ino:: 
in. hand 

15~. Exacln­
ing ; casual 

160, Picking up 
several t oys, a~ 
pa.-ently at 1'8Ddc::. 
16l. C.a~ 
s e-;eral to;rt~ 
about room 
162. EY.Bclnir.g 
s evenU toys in 
succession 

16:5 . PLs.cing or 
ar:rangine several 
toys 1d th care 

154. D:am1n- 164. Carryin~; se-
ation llith ve ral toy:~ to a 
c=errt. on definite plhce, but. 
cond.it"ion with no play, llbec 

they are collected 

l.S5. Pwshing 
<~cross fioor 

165 . ThorouVl u:­
azr.inatic.n of sev­
E""ral t o;yl:l 

156. ll.lok:ing 
for ll"llter for 
frog~ duck 
to :!laim in 

157. Poe """"' .... , 
""'..,. 

158. "!"eed­
in<;~ duck 

l 66o Wgir.atiVe 
description of to18 
andpl&min!;oJ' 
play while examin­
iN: «l''ilP ot to~ 

187". b s!r.bl..1J:l0: ana 
piling objeets nth 
so::~e i."'lgenuity 

168. Play:l..ng with 
each one of a group 
of toys, -.dth eocbi­
nation into a sir.c;le 
ori;SJ1i'zed ~ EtiVit.y 

159. "CatchinGn 
duck and let.­
tir.e "blood" 
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scriptions of the behavior given in the running accounts. The 
reliability of this scale depends therefore upon the following 
factors: 

1. Accuracy of the Records of Behavior: The usual way of esti­
mating this accuracy in terms of the extent of agreement between two 
observers is not applicable in this case, because the observers limited 
their attention to different aspects of the child's behavior with the inten­
tion of combining the records into a single, more complete account than 
would have been possible without such specialization. There would appear 
to be justification for the hope that our records are therefore more accur­
ate reports of what the children actually did than records based upon 
the unspecialized observations of single observers. 

2. The Accuracy with which the Scale Ratings were Assigned: 
This depends upon the exactness with which the records of the play 
units were matched with the proper items in the scale. As in all mea::.­
urement, uncertain cases occurred frequently, and undoubtedly a con­
siderable amount of judgment was involved of the same kind which enters 
into the scoring of the Stanford-Binet type of test. We sought to min­
imize the random errors in this case by having all the scoring done by 
a single person and by making the items refer to very specific actions. 
The latter precaution was of limited effectiveness inasmuch as the con­
text of an action is frequently of great importance in estimating its con­
structiveness. 

3. The Adequacy and Constancy of the Conditions: This factor 
does not affect the reliability of our scale as an instrument for measuring 
the degree of constructiveness of the actual behavior of the child. How­
ever, this factor has to be taken into account if one wishes to treat the 
actual behavior as a symptom (test) for the constructiveness of the 
particular individual, or if one wishes to measure the effect of frustra­
tion on constructiveness. We attempted to provide, on the one hand, a 
favorable situation for the demonstration of constructiveness in free play 
by making provision for normal unrestrained play and, on the other 
hand, for comparison, a moderately frustrating situation. Of course, we 
did not succeed in providing these situations in perfect purity and stabil­
ity, but we have not chosen to make allowance for this inadequacy in any 
general, statistical way. We have attempted to deal with it as one exper­
imental factor in connection with the problem of strength of frustration. 

,w e have two sources of evidence as to the reliability of the 
ratings of constructiveness. One is the correlation between the 
constructiveness of play in different parts of the experimental 
period. For this purpose we have computed the mean construc­
tiveness of play in each consecutive third (i.e., each consecutive 
8-minute interval) of each experimental record in free play. The 
product-moment correlations obtained from the mean construe-

FRUSTRATION AND REGRESSION 
109 

tiveness of play in the various thirds of the period are as follows. 
Third of Corre- · 
Period lation 

1st and 2nd . 72 ± .06 
1st and 3rd .39 ± .10 
2nd and 3rd .48 ± .10 

It will be pointed out later that the psychological situation was 
not stable throug·~out the experimental sessions, and that it was 
necessary to take mto consideration the changes which occurred 
~he. ~bove correlat!ons are not primarily indications of the re~ 
ha

1
bihty of the ratmg~, but of the stability of the function in­

vo ved. Th~ ~orre!atwn between constructiveness in the first 
and . second thn·d, I.e., .72, indicates, however, even if the re­
ductw.n from. 1.00 results entirely from unreliability of the con­
structive rati~lgs that they have a reliability sufficient for the 
group compansons here involved. 

Ano~her ~ource of evidence of reliability of the constructive-
ness ratmgs mvolves the use of a meth d h ' h . 
th ll d 0 w IC approximates 
The so-ca e split-ha.lf procedure used in questionnaire studies. 
. ere the score. obtamed by using only the odd-numbered items 
Is correlated With that obtained when the even-numbered items 
are used. In the present case play units of different lengths are 
scattered at ra~dom throughout the records. We have taken ad­
vanta~e of thiS to secure two independent estimates of con­
structiveness base~ on different play units. First we computed 
th~ mean construct~veness of each child's play based only on play 
umts of the followmg lengths in seconds: 1 to 15 31 to 45 61 t. 
90, and 121 to 180. We then determined the me~n constr~ctiveo 
~ess ohf e~ch child's play on the basis of play units of alternativ~ 
engt s, I.e., 16 to 30, 46 to 60 91 to 120 and 181 d I 

or . Th . ' ' secon s ong 
more. e correlatiOn between these two independent esti-

~ates of ~ea~. constructiveness of play is .79 ± .05. The es­
tm:ated rehabihty of constructiveness based upon all the pi 
umts (Kelley (38) f 1 158) · ay 
bT ' 0.rmu a Is .88. This estimate of the relia-

~ ~ty of the constructiveness ratings is also attenuated by the insta 
~~hty of th~ f~n.ction rated, and therefore, is a minimal estimate o; 

e true rehabihty of the ratings. 

Validity of the Constntctiveness Scale 

I In one sense we can say very little about the validity of the 
sea e, for we have no criterion of the "constructiveness of play" 
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against which to test our ratings. In the beginning of the research, 
the only indication of validity which we had was the consensus of 
the opinion of three judges. In another sense, however, the entire 
monograph is concerned with this problem for we have attempted 
. to define the nature of the variable called constructiveness of 
play, not in terms of a correlation with some equally poorly de­
fined independent variables, but in t erms of certain psychological 
characteristics of behavior which seem to be theoretically impor­
tant (See next section) and for which an operational definition 
(the constructiveness scale) had to be developed. In addition, the 
relation of the constructiveness of a child, as rated by the con­
structiveness scale, to the age of the child (p. 114) and to other 
factors such as the primary or secondary character of play (p. 
118) and the strength of frustration, may be valued as an impor-

tant indication for the validity of the scale. 

THE NATURE oF CoNSTRUCTIVENESS 

(QUALITATIVE ANALYSIS) 

If one analyzes the play units which have been classified under 
the various constructiveness levels, it seems possible to name a few 
factors underlying the rating of the three judges. Without dis­
cussing this problem here systematically and in detail we would 
like to point to some rather obvious factors. 

Characteristics of Play Units on Different Levels of Const1·uctiveness 

The Richness of a Unit of Play Activity.-Generally, a play 
unit of high constructiveness is composed of a variety of different 
though related subparts. To hold the truck (Constructiveness 
2) or even to carry it to a certain place (Constructiveness 3) is 
a relatively homogeneous activity while play of high construc­
tiveness is full of rich details. For example, a unit rated con­
structiveness 7 may contain: taking the trailer off, going with the 
truck to the gas station, getting gas, going to the motorboat, 
attaching trailer, loading, and making a number of specific noises 

and sentences accompanying the action. 
In other words a play of higher constructiveness is usually 

more differentiated and more inhomogeneous in r egard to its 
subparts than one of lower constructiveness. It is not stereo­
typed and repetitive, but variable and evolving in a definite se-
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quence of action. It seems to be possible to distinguish in this 
respect at least , poor, medium, and high differentiation of units 
f In addition to this important aspect of play, a number of othe~ 
actors may be mentioned which are more or less related to 

each other . 
. Specificity as O~posed to Vagueness.-The meaning of the play 

:i~on can be defimte and specific or rather vague and indeter-
ate. Fre~uently, play of low constructiveness is relatively 

vague. .For mst~nce , pushing the truck back and forth has a 
less ~peCific me~nmg t~an driving to a gas station to get gasoline. 
?b:Iously, .a richly differentiated play is usually more definite 
m Its meanmg. 

Forming of Material.-Carrying, throwing, or eating clay is 
of a lower degree of constructiveness than modeling an animal. 
In the .latt.er case the clay is used as a material out of which 
somethmg IS. created. In a way, one can view the highly elabor­
ated p~ay. With truck and trailer which we have mentioned as 
the b~nldmg up of a larger meaningful whole from the small 
beha~wral subparts (such as, making certain noises carrying out 
ce~·tam movements) which are used as material. ' 

E.xtent .of. Fantasy.-Some play takes into account the play 
mat~rial as It IS presented in the intmediate situation only. Play 
of hig·her constructiveness frequently brings in a wide range of 
facts an~ ide~s which are not presented in the immediate experi­
mental situatiOn. Closely related to this aspect is what can b~ 
called the ".originality" of the play, i.e., its deviation from the 
usual. For mstance, to use the truck to ''take fish f th d t th h , , . rom e pon 
o e ouse .IS less original than the following play: ''Detaches 

truck and trailer. 'Now, toot, toot; it's going on the highway ' 
Pl~ces truck on the ironing board and moves it aloncr s· . 
'H h h " h , o· mgs, 

Ig · way, Ig way. Uses ironing board as an incline and makes 
the truck coast onto the chair. Smiles '' Here the d "o·· " h · every ay, 
oi~e~ c ar~cter of the activity with the truck and ironing 

board IS ~h~nged. _The ext ent to which the child introduces new 
~harac~ensti~s v~r1es from almost complete disregard for the 
Immediat.e Sit.uatwn (as when the child drinks imaginary t ea 
from an 1magm~ry cup) through the stages where the given and 
the create~ or Imposed characteristics are equally involved (as 
wh_en clay IS use~ for tea in a real tea cup) to cases where real 
obJects are used m novel ways (e.g., using a pencil as a knife to 
cut the clay). The more constructive play frequently changes 
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. f the given toy material within a relatively wide 
the meamng o constructive play k eeps more narrowly to the 
range. The less t b ne of the outstanding character-

. ning It seems o e o . b giVen mea · . . 49 ) that the meamng of o -
istics of the play Sltu~tw~ C7~· 7 4• ' "fluid" than in non­
jects and events in this situatwn are more 

play (serious) situhatiodns:t . ually a sign of higher constructive-
On the other an ' 1 lS us t" th 

- . la is more ''realistic,'' in the sense of trea mg e. 
nless If t~e .Pl ~~adequately" rather than inadequately. Ta~.e, fo\ 
p ay rna ena . . ''Sits on the chair and Irons 
example, the followmg play umt : h ld" teddy in hand. 

d b H ms 'Irons' saucer, o mg 
the ted y ear. h u. . a · ' . rons' truck and trailer on the floor' 

;:~~ i~~:~h!r~;:c~. ~I.~ a;his \s a less "adequate" way of ironing 

than the ironing of the dol.l's garmen~. fl. ·a·ty and freedom of 
In a highly constructive play, t e m 1 t rial 

play does not lead to an inadequate treatment of the play ma e . 

Constructiveness and the Characteristics of Developmental Levels 

The differences between lower and higher constructiveness can 
be linked relatively easily to the behavioral differe~ce_sl between the 

developmental levels whi~h we havet discu;;e~i~~v~::~:;uctiveness, 
The most outstandmg symp om related to two outstanding 

namely, the richness of the play can be of differentiation and of 
characteristics of development: t~egrele usually shows a greater 

· t · The more construe IVe P ay -
m·gan~za wn. . f b rt-s At the same time, these parts 

:~:~:~:;:~:£~?-. ~~:~~~~~~;~::JI~:::!~~~!~~::::t~;.~ 
somewhat durl~g Its. execu ~~~~h we could not speak of one unit 
tinuity of meamng, with~utmain idea rules subideas which in turn 
of play .. In so~e case~ t e The child may push the truck back 
govern Immediate actwns. h h ay 

d forth being occupied with this activity as sue ' or he m 
an ' . . f ,, . tting it warmed up,'' or e may 
do so with the mtentwn o ge h . d to ''smooth the 

h th ''fire truck'' back and fort m or er 
pus e l h ld come '' In the second case the '' degree 
road if a fire a arm s on · · the first in the 
of hierarchical organizat~on" is greadter ::n, ;pn ushing b~ck and 

h . d reater than m the secon . h 
t u case g . . t ll d by the intention to smoot 
f h'' · the third case IS con ro e . _ 1 t~:t roa~~ which in turn is determined by the more inclusiVe goa 
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of having everything well prepared for a possible fire. This unit 
of play can be said to have a more "stratified organization." 
We can leave the question open as to whether or not the degree of 
hierarchical organization regularly increases with increasing con­
structiveness. Certainly, the number and variety of subparts 
which are organized within one unit is by and large greater for 
the play of higher constructiveness. 

Specificity as against vagueness is but another aspect of dif­
ferentiation and as such is well known in embryology and child 
psychology. Forming material into definite objects can be viewed 
as but another example of organization. 

Finally, fantasy and the adequate treatment of material are 
related to the size of the immediate situation, to the relation of 
reality and irreality levels within the life space, to the ability to 
rule the environment, and to the degree of 1·ealism of the child. 

All of these factors were mentioned as essential aspects of 
the difference between developmental stages in the development 
of the child. Obviously, the tendency to be realistic, and the 
capacity to change the given meaning in an imaginary way 
counteract each other to a certain degree. It is to be expected that 
at different age levels these factors combine in different ways. 

The qualitative analysis of the constructiveness scale indi­
cates therefore that it may be useful as an instrument for reveal­
ing some of the aspects of behavior which seem to be character­
istic of various developmental stages, in other words, as an instru­
ment for determining development and regression. The quanti­
tative data, which show the dependence of constructiveness of 
play on age and certain other variables bear out this expectation. 

THE RELATION OF CONSTRUCTIVENESS TO AGE AND 

SOME OTHER FACTORS (QUANTITATIVE ANALYSIS) 

Relation of Const1·uctiveness to Mental and Chronological Age 

If one intends to use constructiveness of play as an indication 
-of the developmental level of a child, and as an instrument for 
measuring regression, it must be demonstrated first that in normal 
children under comparable conditions, constructiveness increases 
with age. This is required by the operational definition of devel­
opment and regression which has been stated previously. 

In other words, constructiveness of play as determined by the 
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. uld show a high correlation with _age 
constructiVeness scale sho h th hand constructiveness lS a 

. . t' On t e o er ' in a free s1tua 1on. . ld expect to show con-
. f b h ·or which one wou 

characteristic o e avl . . d' 'd l to l'ndividual of the same 
· · f om m 1v1 ua siderable variat10n r . ould be technically best 

. th t constructiVeness w . b 
ag·e. This means a 1 t' 'th age were high, ut 'f the corre a lOll WI 
fitted for our purpose I 11 f l·ndividual differences.H 

. b 1 1 00 to a ow or sufficiently e ow . 1 t. between mean construe-
The product-moment corre a IOnls 'tuation and mental age 

f · play in the free P ay Sl 05 1s 
tiveness o pnmary . 1 . the correlation is .79 ± · · 
is .73 ± .05; with chronologJCa age elations omitting the data for 
We have also calculated these. corr b done because these sub-

3 d 29 This has een 
subjects 4, 19, 2 ' an . t f dissatisfaction in free play as 
jects showed a great amoun fo behavior. These data are 

. d b . 'eat amount o escape 
indicate Y a gl < • th t these subjects were more or 

. . T bl 8 This means a . g1ven m a e · . t' Inasmuch as It was our 
less frustrated in the free play SJ_tbula IOllt:mate of the relation with 

· th b st possi e es I 
intention to obtam e e d t. fi d play it was necessary 

. f fnl-Strat e sa ts e ' 
constructiVeness o ~on d' d t satisfy these requirements. 
to eliminate the subJects who ~ no 'th mental age is raised to 
When this is done the corre~at10n w\ 81 +< .05.19 The mathe-
81 + .05 and with chronological age. o . -f play upon mental 
· - f nstructiVeness o 
matical regress.ion o mean co situation is linear ; b = .06. . 
age in months m the free pl~y nt in so far as they establish 

These correlations are Importa . posl.ti'vely with age 
· f play vanes 

the fact that constructiVenes:o o82 months mental age). Although 
between 2% and 5 years (3? fi t attempt and may be greatly 
the constructiveness scale IS a rsf l t'on with chronological 

. 11 th degree o corre a I . l 
improved techmca y, e h' h would appear to be optima 
age is not far from the value w IC 

for our purposes. . . f , . ()' constructiveness of play for 
The first prereqmsite or usJfn"' t b sufficiently met, and 

· ems there ore o e . h 
studying r eg:ess10n se . valid at least in the degree to whlC 
the constructiVenes~ seal~ 1: d t chanO'es in age levels. 
it measures somethmg re a e o "' 

setting up a scale for the 
n A similar technical problem exists for 

· . t' " (See 5). "Maturity of Aspu a wn . mpiled are given 
.. . hich these correlatiOnS are co 

, . The data from w 
8 . 48 and in Table · 

in the tabulatiOn on page t ' between constructiveness 
. ·t t' n correla 1ons 

,. In the frustration Sl ua IO h . logical age are .47 ± .09 and 
t 1 age and c 1ono 

of primary play and men a 
.52 ± .09 respectively. 
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The correlation between mental age and constructiveness in 
the free play situation is the same (.81) as that between con­
structiveness and chronological age. One might have expect ed 
a somewhat higher correlation because intellectual capacity may 
be viewed as one type of constructive c~pacity . Actually, con­
sidering the reliability of the scale, the correlation is high. That 
it is not still higher may be because of the fact that intelligence 
as determined by standard intelli gence tests at this age includes 
other factors besides constructiveness. In spite of the great 
amount of research which has been devoted to problems of intel­
lectual development by means of test procedures, there is little 
agreement as to the psych<;>logical meaning of the characteristics 
revealed by the tests. Probably, "realism" which is closely: r e­
lated to ''correctness'' is valued more highly, and ''imagination'' 
(fantasy) less highly in an intelligence test than in our con­
structiveness scale. If this is true, the correlation found between 
constructiveness and mental age is in line with expectations. 

The qualitative analysis of the constructiveness scale has 
indicated that it is based largely on the same characteristics 
(degree of differentiation, hierarchy of organization, realism, etc.) 
which seem to be essential for developmental levels. The corre­
lations obtained can be considered as one indication, that this 
analysis of the scale and of developmental levels is essentially 
correct. 

Constntctiveness of Play a.nd L ength of Play Unit 

The qualitative analysis has indicated that play of higher 
constructiveness is more highly differentiated and shows a more 
stratified organization than play of lower constructiveness. The 
actions which make up the parts of a differentiated play unit 
must take place in a definite t emporal sequence. For example, 
it is impossible for the child to carry out the differentiated unit 
of delivering "meat" in the truck to "Mrs. Jones" without 
actually engaging in a series of actions in a particular temporal 
order, i.e., getting the meat, placing it in the truck, pushing 
the truck, and unloading the meat. Likewise, it is impossible to 
accomplish such a differentiated unit of action as detaching the 
trailer from the truck and using it for a bridge for the truck to 
cross, without executing the actions in a more or less definite 
order. Such actions require a longer minimum time for their 
execution than the less differentiated play units such as rocking 
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which can be completed very briefly, though they may be con­
tinued for an indefinite period. 

If these considerations are correct, th~ duration of a play 
unit can be expected to be positively related to its constructive­
ness. The relation betw~en length of play unit and constructive­
ness is given in Table 5. Although we have not computed variabili­
ty measures, the trend of the means is definite for average con­
structiveness to increase with length of play unit. The mean 
constructiveness is 3.17 for play units 0 to 15 seconds in length, 
but increases to 5.81 for play units which are of 181 seconds or 

T ABLE 5 

DISTRIBUTIONS OF CONSTRUCTIVENESS RATINGS, AND MEAN CoNSTRUCTIVENESS 

OF PLAY FOR PLAY UNITS OF THE SAME L ENGTHS IN 

THE FREE PLAY S ITUATION 

Construe-
Length of Play Units in Seconds 

tiveness 
0 to I 16 to I 31 to l 46 to I 61 to I 91 to 1 121 to I 
15 30 45 60 90 120 180 181+ 

8 1 1 1 1 
7 1 1 1 5 7 3 5 13 
6 11 15 16 15 15 9 14 11 
5 15 35 26 11 8 9 8 5 
4 15 27 17 12 9 1 5 
3 30 33 20 5 9 5 6 1 
2 60 28 11 6 7 1 4 1 

Mean con-
struct i v e- 3.17 3.85 4.25 4.78 4.65 5.18 4.97 5.81 
ness 

longer duration. This result is well in line with our expectations 
and can be viewed as further evidence that the nature of con­
structiveness as measured by the constructiveness scale is in 
harmony with our qualitative analysis. 

The positive relation between length of play unit and con­
structiveness holds only for the means. Within each length 
constructiveness varies widely. 

The cases of very brief, but highly constructive play, gener­
ally involve the use of language. Frequently the action is not 
completed because of an external interference or for some other 
reason, since only the intention is stated, accompanied by some 
gestures. It seems to be one of the essential characteristics of 
symbolic behavior, such as speaking or drawing, to telescope time 
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sequences, and to compress a loug sequence into a few seconds. 
Such cases of incompleted action were given the same construc­
tiveness rating as if the action had been completely carried out. 

. If _an ess~n_tial interference forces the child to make frequent 
shifts m activity, the constructiveness may, however, actually 
be lowered; the child may regress from the level on which he 
would otherwise play. Often a child who is dealing with rather 
new material, or with familiar material in a new situation, appears 
to develop more and more constructive behavior as he proceeds 
~~d only after considerable time does he see the full potential ~ 
Ities of the material. Interruptions before these potentialities 
are realized, will in such a case, result in play of relatively low 
constructiveness. 

Even after the child has become familiar with play material 
frequent interruptions are likely to lower the constructiveness 
of his play. In order that a differentiated and highly organized 
play may evolve, the child must be able to develop a plan for a 
certa~n time period, or at least he must feel reasonably sure that 
he will have sufficient time at his disposal. In other words this 
time perspective should be such as to give sufficient space of f ree 
movement in the psychological time dimension (psychological fu­
ture) . (See page 211 ; also (56.)) If interruptions have made him 
feel insecure in this respect, he may cease to star t activities which 
demand more than a very short time for their execution. On the 
whole, this must result in a lowering of constructiveness. We will 
come back to this point when discussing the effect of frustration 
upon constructiveness. 

To complete a relatively simple play action takes less time 
on the average than to carry through a more constructive unit . 
On_ th: other hand, less constructive actions (such as rocking or 
swmgmg the fish pole) are more likely to be repeated over and 
o_ver again. __ Technically, we have treated such a repeated con­
tmuous activity as one unit . This obviously tends to make the 
relati~n between constructiveness and length of unit less striking 
tha_n _It would be otherwise. On the other hand, such a continuou~­
actlvity of low constructiveness, which has psychologically the 
character of repetition, will lead to psychological satiation, where­
as the same amount of activity will not have this effect if em­
?edded in a more inclusively organized whole (37, 45 ). Satiation 
Is therefore m_o~e likely to lead to an early spontaneous stopping 
of a play activity of low rather than of high constructiveness. 
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To the extent that this occurs, it is true that interruptions operate 
to make for short play units of lower constructiveness rather than 
for long units on the average, but it is also true that play units o.f 
low constructiveness will be continued a shorter time before a 
change is made. 

Const1·uctiveness of P.rimm·y and of Secondary Play 

It will be recalled that primary play is defined as play be­
havior in which all observable behavior is concerned directly with 
the play, i .e., the child is in the play region only. Secondary play is 
play behavior which occurs simultaneously with other nonplay be­
havior, i.e., the child is in overlapping regions of play and non-

play. 
In secondary play the child is engaged in two relatively in-

dependent actions at the same time, such as swinging the magnet 
on the fish line and talking about the relative desirability of the 
inaccessible toys. His behavior in this case is determined by two 
sets of conditions: (1) his need to play with the fish pole and 
the position, weight, speed, and other characteristics of the mag­
net, pole, string, etc. , which are important for the successful 
swinging of the magnet, and (2) his interest in the house and its 
size, color, shape, beauty, etc., which determines his conversation 
about it. We can say in such a case, that the individual is in two 
relatively independent but simultaneously existing psychological 
situations. In twenty-eight of the thirty-two instances in which 
both primary and secondary play were exhibited by the same 
subject, constructiveness is lower in the case of secondary play, 
usually by large amounts (See Table 6). The mean constructive­
ness in primary play is 4.54, in secondary 2.71 when only those 
subjects exhibiting both primary and secondary play are included. 

The four cases in which secondary play is more constructive 
than primary play are all cases of substitute activity, in which 
play and barrier behavior are combined, e.g., fishing through the 

. barrier as an attempt to obtain the inaccessible object, hauling 
the toys to the barrier on the truck, and putting them through 
while asking to have the barrier raised so the objects might be 
retrieved. In such cases there is functional identity between the 
secondary play and the primary directed action. These cases 
should, perhaps, be treated in a separate category, for none of 
the dynamic characteristics of usual secondary play hold here. 

FRUSTRATION AND REGRESSION 119 

TABLE 6 

CoNSTRUCTIVENESS OF PRIMARY AND OF SECONDARY PLAY IN FREE PLAY AND 
IN FRUSTRATION 

Free Play 

I 
Frustration 

Subject Pri· 

I 
Secon· Pri· ·I Secon· 

mary dary mary dary 

1 4.21 3.16 2.00 
2 3.36 2.00 3.84 3.00 
3 3.10 3.00 1.00 
4 4.76 1.00 4.26 6.20 
5 4.34 2.41 2.20 
6 4.29 2.00 3.63 1.00 
7 3.02 4.00 5.39 1.88 
8 4.01 2.30 
9 3.81 2.00 4.21 2.53 

10 4.14 2.27 4.57 3.68 
11 5.14 4.94 1.27 
12 5.36 2.00 
13 6.06 4.32 
14 5.01 2.00 3.78 
15 5.79 5.10 2.00 
16 4.44 2.31 4.12 5.00 
17 5.26 4.56 
18 4.83 5.76 
19 5.36 3.48 
20 6.07 3.03 
21 4.87 5.10 3.39 
22 6.45 1.71 5.87 3.11 
23 5.45 3.67 4.21 1.59 
24 6.78 3.89 3.00 
25 6.27 5.64 3.00 
26 5.80 5.01 2.87 
27 5.31 2.00 4.75 1.56 
28 6.22 5.34 6.00 
29 4.47 5.09 2.00 
30 7.57 4.11 

The~e cases are considered more fully later (p. 163). Except for 
subJects where substitute behavior complicates the issue the mean 
co~1structiveness of secondary play is always lower th~n that of 
primary play. 

In case of secondary play, two situations exist which are 
overlapp~ng. These two overlapping situations are frequently of 
unequal Importance. The main activity may be the conversation 
ab.o~t the ~oys, while the swinging of the magnet is a minor rep­
etitive actiOn. On the other hand, the child may devote great 
car.e and ~tte~tio_n to swinging the magnet in a definite pattern 
while makmg mCidental remarks about the inaccessible toys. 
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It is convenient to handle these cases in terms of the concept 
of potency (Po) of the overlapping situations. The potency of any 
situation 8 (Po(8)) refers to its importance in determining be­
havior. It refers to the significan.ce of the facts relative to the 
effect which they would have on the behavior of the person if 
the situation w'ere the only one existing for the person at that 
time (54, 15). We can regard the potency of the total life space, 
i.e., all the effective facts, as equal to one; in case there are two 
overlapping situations (81 and 8 2

) Po(81
) +Po(82

) = 1. (See 53, 
p. 201.) It is obvious that the potency of any one overlapping 
situation is less than maximal, ( < 1). 

The extent to which forces corresponding to one of two 
overlapping situations influence behavior depends upon the 
strength of the forces and the relative potency of the situation. 
For example, with children in eating situations the force away 
from a negative food can be reduced for a child by reducing the 
potency of the eating situation. This is frequently accomplished 
by raising the potency of an overlapping noneating situation as 
when the father makes funny noises for the ch:lld 's benefit while 
the mother easily feeds the child the previously rejected food. 

It is probable that secondary play occurs only within a lim­
ited range of the potency variation of the play situation. If the 
relative potency of play is so low that the force in the direction 
of play activities is below the threshold required for overt action. 
no overt play will occur, and a nonplay episode will result. On 
the other hand, if the potency of play is so high, and that of non­
play activities so low that the force of nonplay activities is below 
the necessary threshold, no overt nonplay behavior will accompany 
the play, and primary play will occur. 

The reason that the constructiveness of secondary play is 
below that of primary play will be discussed when we consider 
the factors determining constructiveness. 

8ummm·y 

From the quantitative analysis three empirical correlations 
with constructiveness of play (Cons (Pl)) have been established: 

1. Cons (Pl) =F(M.A.); la. Cons. (Pl) = F(C.A.). 
[C.A : means chronological age and M .A. mental age.] This 

establishes the validity of constructiveness as a character­
isH<! of play at different developmental levels and as a pos-
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sible insti·ument for measuring regression. The proposition 
la does not intend to Imply that constructiveness is a func­
tion of mental age independent of chronological age. We 
do not have sufficient material to decide this question. 

2. Cons (PI) = F(dlt1'(PI)) [Dur (Pl) means the 
duration of play unit.] This relation is understandable 
in terms of the temporal requirements of differentiated 
behavior with hierarchical organization. 

3. Cons (Pl) =F(Po(Pl)) [Po(Pl) means the rel­
ative potency of the play situation.] This is a somewhat 
generalized assumption based on our finding that con­
structiveness in secondary play is considerably lower than 
in primary play. 
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Chapter V 

CONSTRUCTIVENESS OF PLAY IN THE FREE 

PLAY SITUATION AND FRUSTRATION 

SITUATION: GENERAL RESULTS 

We turn now to the experimental results concerning our 
main problem, namely, the effects of frustration upon the con­
structiveness of play. 

AVERAGE CoNSTRUCTIVENEss OF PLAY IN 

FREE PLAY AND FRUSTRATION 

The mean constructiveness of the play of each child in free 
play and in frustration is shown in Table 7, together with the 
difference in constructiveness in the two situations. The same 
data are presented in the correlation chart, Figure 24. These 
data include all play, both primary and secondary. The mean 
constructiveness of play in free play is 4.99 constructiveness 
points and in frustration, 3.94 points. Twenty-five of the subjects 
regressed in the constructiveness of their play and five in­
creased. The mean of the differences, i.e., constructiveness in 
frustration minus constructiveness in free play is -1.05 with a 
standard error of .24. The mean regression is 4.39 times its stan­
dard error. Stated in terms of mental age equivalents, i.e., in 
terms of the regression of constructiveness upon mental age, the 
mean regression amounts to 17.3 months of mental age. 

For the ten younger subjects, 28 to 41 months of age, the 
regression is smaller than for the twenty older subjects, aged 
42 to 61 months. -In the former case, the mean regression is 0.58 
constructiveness points, corresponding to a r egression of approxi­
mately 9.6 months, and in the latter case it is 1.29 points, corres­
ponding to regression of approximately 21.5 months. Propor­
tionately, the amount of regression seems to be quite similar in 
the younger and the older group. 

These data establish rather definitely the fact that a frust-
122 
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TABLI~ 7 

MEAN CONSTRUCTIVENESS OF PLAY I N FREE PLAY AND FRUSTRATION, I NCLUDI NG 

BOTH PRIMARY AND S ~:CONDARY PLAY 

Subject 

1 
2 
3 
4 
5 
6 
7 
8 
9 

10 
Mean 

11 
12 
13 
14 ; 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 

Mean 

Mean 
S.D .M 

Free 
Play 

Frus­
tration 

Younger Subjects 

4.21 
3.34 
3.08 
4.68 
4.34 
4.16 
3.06 
4.01 
3.72 
4.04 
3.87 

2.56 
3.83 
1.00 
4.67 
2.36 
2.84 
4.94 
2.50 
3.68 
4.47 
3.29 

Older Subjects 

5.14 
5.36 
6.06 
4.95 
5.79 
4.34 
5.26 
4.83 
5.36 
6.07 
4.87 
6.20 
5.37 
6.78 
6.27 
5.80 
4.44 
6.22 
4.47 
7.57 
5.56 

All Subjects 

4.993 
0.197 

4.17 
2.00 
4.32 
3.78 
4.65 
4.30 
4.56 
5.76 
3.48 
3.03 
4.76 
5.33 
3.60 
3.79 
5.27 
4.14 
3.65 
5.56 
5.06 
4.11 
4.27 

3.940 
0.200 

Differ­
ence 

(Fru-FPl) 

-1.65 
+0.49 
-2.08 
-0.01 
-1.98 
-1.32 
+1.88 
-1.51 
-0.04 
+0.43 
-0.58 

-0.97 
-3.36 
-1.74 
-1.17 
-1.14 
-0.04 
-0.70 
+0.93 
-1.88 
-3.04 
-0.11 
-0.87 . 
-1.77 
-2.99 
-1.00 
-1.66 
-0.79 
-0.66 
+0.59 
-3.46 
-1.29 

-1.053 
0.240 

rating situation of the .. kind considered here reduces, on the 
average, the constructiveness of play below the level upon which 



7.33·7.66 

7.00-7.32. 

6.67·6.91 

6.33·6.66 

6.00·6.32. 

5.67-5.99 

5.33-5,66 

5.00-5.32. 

> 'f cr 4 .67-4.99 I 
..J ® I 
0.. 4.3 3 -4.66 I 

I 
~~ I u.. Q~<·) 0 4.00-4.32 

I 
(f) 3.67-3.99 i 

I 
I 

(f) I 
~ 3 .33-3.66 

I I 

~ I 

I.&J I 
I > 3.00-3.32 

<1> ..... 
0 2.67-2.99 

4~ 

(~ ,'11 I ~~ 

l I 
I 

¥ 4~ 
I I : I 

I 

" ~ 

1 
e 

I 
I 

cp @ 
(i) 

( 

c 

::l 
a:: 2.33-2.66 
..... 
(f) 
z 2.00-2..32. 

0 
(,) 1.67-l99 

Z 1.33·L66 
cr 
I.&J 

::::E .I.oo-1.32 

MENTAL AGE., MONTHS 

FIGURE 24. The Relation between Mean Constructiveness of Play 
and Mental Age and the Change of Constructiveness in the Frustration 
Situation. (1) The mean constructiveness of (primary plus secondary) 
play in the free play situation is indicated for each child by a circle. Th'3 
number given is that of the subject as indicated in Table 1. (2) The mean 
constructiveness of play in the frust ration situation is indicated by a cross. 
(3) Change in constructiveness from the free play to the frustration situa­
tion is designated by a solid line when constructiveness decreases in frus­
trt<.tion, by a broken line when constructiveness increases. The absence 

of a cross indicates no change in mean constructiveness for that child. 
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it normally occurs in a nonfrustrating, free play situation. Before 
considering how this reduction in constructiveness is effected, 
it may be well to stress the fact that these crude results have a 
great deal of significance. 

They show that frustration affects not only actions relate<l 
to the inaccessible goal, such as attempts to find round-about 
routes or getting emotional and aggressive against physical or 
social obstacles, but that frustration may affect behavior in other 
regions of activity as well. The main expectation of the result of 
the experiment (p. 45) has been proved correct. More specifically, 
the result shows the importance of the total situation for promot­
ing or hindering· a child 's creative achievement. Thus, our second 
expectation, namely, that constructiveness of play would be a 
useful instrument for measuring regression, has also been con­
firmed. 

E XAMPLES OF PLAY IN THE F REE PLAY 

AND FRUSTRATION SITUATION 

An example is given below to indicate the change of construe· 
tiveness of play of the same child (subject 24) with the same toy-s 
in the free play situation and the frustration situation. The order 
of occurrence of the units of play has been changed in order that 
play with the same or similar material in the free play situation 
and frustration situation may be placed side by side in parallel 
columns. (The initial number indicates the order in which the 
units occurred in the record.) 

Free Play Situation Frustration Situation 
Fish Pole and Boats 

(Lower Constructiveness in the 
Frustration Situation) 

6, 7, 8. Child goes to square 3 : 
"Now I'm going out. What's 
this? (fish pole). I'll let out 
more string like this. This is 
the way my daddy fishes. Oh, 
I caught a fish! Oh, I caught 
a fish!" Pretends to fish on 
square of paper. "Now I'll 
take my fish pole home." Goes 
to square 1. Back to square 3, 
seizes duck. "Now I catch a 

21. Picks up fish pole, swings mag­
net while looking through bar­
rier. Constructiveness 2 ; 25 
seconds 

4. Pushes truck to square 3 ; ex­
amines and manipulates boat, 
examines wet print it made. 
Constructiveness 3; 45 seconds 

20. Turns to square 3; picks up 
sailboat and examines it care­
fully. Tries to put mast into 
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Free Play Situation 

duck. Oh, I caught a duck ." 
Sings, takes · duck home, to 
square 1. "Now I'll let the 
blood run out." Holds duck 
head downward. Back to square 
3. "Why are there two boats?" 
Makes sailboat go round on 
lake, makes noise like a boat. 
"Now I put it in the boathouse. 
Now I go to the real boat (mo­
torboat)." Makes boat go 
around the lake while making 
engine noises. Picks up fish 
pole. "I'm going fishing and 
boating at the same time." 
Fishes from boat. Construe· 
tiveness 7; 300 seconds 

Peg Board 

Frustration Situation 

hole. Constructiveness 4; 50 
seconds 

(Lower Constructiveness in the 
Frustration Situation) 

11. Child goes to peg board, con- 12. Goes to peg board. Lies out 
templates it some time before 
beginning to place pegs. Peg 
in board. Looks at ring-wagon. 
Puts green pegs in row. "It's 
too cold," looks out window. 
"Look at all the green ones," 
counts them. "I have nine of 
them." Another in. "No more 
green ones." Begins with or­
ange pegs on other side. "There 
are too many orange ones." 
Begins on purple ones. "What 
does it say on the paper you 
are writing on." Continues 
with purple pegs. "Look, here 
are the green ones, here the 
purple, and here the red ones, 
now I'll do yellow." Puts in 
red pegs. "There is no room 
for red." Begins red row par­
allel to orange. "I'm too hot 
now. There's too many reds." 
Constructiveness 7; 550 seconds 

at full length on stomach, picks 
up peg board. "The holes go 
all the way through but the 
paper is there so you can't see 
them." Examines peg board, 
and stirs pegs in box with 
finger in a dilatory way. Con­
structiveness 3; 55 seconds 

10. 
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Free Play Situation Frustration Situation 

(Lower Constructiveness in the 
Frustration Situation) 

Child* goes to square 2, takes 
crayon, draws. Scribbles with 
red and yellow crayons. Makes 
"writing" motions with red, 
blue crayons; talks to self. 
Folds paper and hands to ex­
perimenter; evidently a "let· 
ter." Constructiveness 6; 125 
seconds 

6,7,8,10,11. Child* goes to 
square 2; sits with ba•ck to 
barrier. Draws with crayons. 
Counts colors to see if she has 
used them all. Pushes truck 
over with foot. "Look at my 
rainbow." Turns about, looks 
at barrier momentarily. Re­
sumes drawing, taps with foot, 
crayon in each hand, scribbles 
in circles. Turns, looks at bar­
rier. Marks on shoe, "I'm writ. 
ing on my shoe." Dots on 
paper. Sighs. Constructive­
ness 4; 265 seconds 

t\ON-FRUSTRATION FRUSTRATION 

HOUSE WITH A LOT OF WINOOWS 
EXPERIMENTER • "WHAT IS THAT?" 
SUBJECT • • JUST SOMETHING." 

FIGURE 24a. Drawing by Subject 26, C.A. 4; 6 in the Free Play Situation 
and in the Frustration Situation 

Doll and Teapot 
(Lower Constructiveness in the 

Frustration Situation) 
5. "I'm going to make some tea 13. Turns and looks through bar-

now." Takes teapot, puts doll rier, "That little thing that 
and teddy on chair. "Pours" gives the water (teapot) isn't 
tea; pretends to drink; has really hot is it?" Turns to 

*Figure 24a is an illustration of drawings of a child in the free play 
situation and the frustration situation. 
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Free P lay Situation 

teddy and doll drink. "The 
bear gets some more. The teddy 
has to get as full as the baby." 
Constructiveness 7; 125 seconds 

Frustration Situation 

square 1, picks up doll. Con­
s tructiveness 2; 15 seconds 

Doll and Teddy 
(Approximately Same Constructiveness 

in Both Situations) 
2. Picks up doll and teddy, tries 2. Places doll and teddy on truck, 

to sit them on truck. "The 
teddy doesn't sit up very well; 
I lay the teddy down_" They 
both lie down. Constructive­
ness 5; 25 seconds 

12. Looks about, goes to square l_ 
Doll and teddy put on truck. 
" I want my babies to go." 
Makes noise like engine as 
t.ruck is pushed around. "Now 
you stay here." Leaves it in 
corner. Constructiveness 6; 55 
seconds 

pushes to center. Constructive­
ness 6; 15 seconds 

Activities which Occurred only in 
the Free Play Situation 

1. Shakes phone, laughs, " I for­
got which end to talk to. Hello, 
how are you? You want to 
come over. I'll be back in a 
minute." To experimenter, "I 'm 
telephoning my mother. There's 
a house and all things, even 
a rolling pin." Constructive­
ness 6; 85 seconds 

4. Examines phone. "Hello, I 'm 
coming back and play with my 
clay, keep it for me." Con­
structiveness 6; 55 seconds 

9. "I must go and telephone. 
Hello, how are you; I'm com­
ing home pretty soon, will you 
save my clay for me?" Con­
structiveness 6; 30 seconds 
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F'ree Play Situation 

3. Takes rolling pin. "I'm mak­
ing some cookies now for the 
baby." Rolls with rolling pin. 
'"They'll have them when 
they're made." Pretends to cut 
cookies. "Put, put, put." Cook­
ies in oven . Constructiveness 
7 ; 7 5 seconds 

13_ Goes to ironing board, looks 
underneath. "How .do you fold 
the ironing board · ·up?" Tries. 
"I can't fold it up again." Tries. 
Ironing board · won't stand up. 
Constructiveness 4; 125 seconds 

Frustration Situation 

Activities which Occurred only in 
th'e Frustration Situation 

1. Child goes to experimenter's 
table, "Why can't you have it 
a ll the time?" Stands looking 
about. Looks through barrier. 
10 seconds 

3. Stands looking at house and 
pond. 25 seconds 

5. Child goes to experimenter's 
table, "It's too hot." 25 seconds 

7. Turns about, looks at house 
and pond. 10 seconds 

9. Turns, looks at house and 
pond; looks at experimenter; 
looks at house and pond. 30 
seconds 

14. Goes to barrier; stands look-
ing through. 30 seconds 

15. Comes to experimenter's table 
singing. Looks at the clock, 
"There's one too ·many hands 
on the clock. That big one's 
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Free Play Situation Frustration Situation 

supposed to be little." 45 sec­
onds 

16. Goes to barrier, "Looks like 
Christmas night. Why do you 
have to put them down?" Holds 
barrier looking through. 115 
seconds 

17. Goes to experimenter's table 
almost whimpering, "I want to 
go to preschool." 45 seconds 

18. Looks at barrier, "Sometime 
will you have different things?" 
15 seconds 

19. Looking at the house, "My 
house is that color." Moves to 
barrier. "Why will only part 
of the phone come out?" Holds 
on to barrier and looks through 
humming quietly, "Why can't 
you have everything in the 
house?" Runs finger over the 
wire as she talks. Kneels down 
by barrier looking through in­
tently. 200 seconds 

22. Goes to table; takes experi­
menter's paper. "What is the 
matter with your pencil? Can't 
you serew some out?" Leans 
on table. "It's something like 
ink isn't it?" Watches exper­
imenter · intently. Makes sug­
gest i o n s about dotting i's. 
Looks about room. 125 seconds 

CoNSTRUCTIVENESS OF PLAY IN CoNSECUTIVE 

THIRDS OF THE TOTAL PERIOD 

It is obvious from the records which have been given that 
the child does not maintain the same level of constructiveness 
throughout the experimental period. It will be shown later 
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that the intensity of frustration varies during the experiment. 
The question arises if there are consistent trends in the level of 
mean constructiveness throughout the experimental periods, or if 
the behavior is sufficiently homogeneous in this respect to be con­
sidered as a unit. 

We have divided the total 24 minute experimental session 
into three consecutive 8 minute periods and have determined the 
mean constructiveness of play for each of these shorter inter­
vals. This provides data as to the trends of the constructive­
ness of play throughout the whole period. The means are given 
in the following tabulation: 

Mean 
S.D.~r 

Mean 
S.D.,r 

Consecutive Experi­
mental Intervals 

(8 Minutes in Length) 
First Second Third 

Free Play 
4.68 5.09 5.03 
0.29 . 0.30 0.32 

Frustration 
4.06 3.83 4.06 
~32 ~30 0~9 

The differences in the average constructiveness of play in 
the different intervals of the experimental period are not signifi­
cant in either the free play situation or the frustration situation 
sessions. This indicates that we are justified in · considering the 
whole experimental period as a homogeneous unit as far as the 
average constructiveness of play for t.he total group is concerned, 
and that a single measure of the effect of frustration on the con­
structiveness of play is adequate. 

EFFECT OF FRUSTRATION ON PRIMARY PLAY 

It has been pointed out (p. 87) that secondary play occurs 
relatively more frequently in the frustration situation than in the 
free play situation. We have already seen that its constructive­
ness is lower than the constructiveness of primary play (p. 118). 
The question arises as to what part of the decrement in the con­
structiveness of play in the frustration situation is attributable 
to the relative increase in the amount of secondary play. 

When secondary play is eliminated and only the primary play 
activities are considered, the data shown in Table 8 result. In 
computing the statistics for this table, data from subjects 3 and 



TABLE 8 
MEAN CONSTR UCTIVE N ESS OF PRIMARY PLAY IN FREJ' PLAY A N D FRUSTRATIOX 

Frus- I Differ-
Free 

I 
ence Subject Play tration (Fru-FPl) 

Younger Subjects 

1 4.21 3.16 -1.06 
2 3.36 3.84 + .49 
3 3.10 
4 4.76 4.26 -.51 
5 4.34 2.41 -1.93 
6 4.29 3.63 - .66 
7 3.02 5.39 +2.37 
8 4.01 2.30 -1.71 
9 3.81 4.21 + .40 

10 4.14 4.57 + .44 
Mean (omit-
ting Subject 
3) 3.99 3.75 -0.24 

Older Subjects 

11 5.14 4.94 - .20 
12 5.37 
13 6.06 4.32 -1.73 
14 5.01 3.78 -1.24 
15 5.79 5.10 -.69 
16 4.44 4.12 - .32 
17 5.26 4.56 - .70 
1"8 4.83 5.76 + .93 
19 5.36 3.48 -1.88 
20 6.07 3.03 -3.04 
21 4.87 5.10 + .23 
22 6.45 5.87 - .58 
23 5.45 4.21 -1.24 
24 6.78 3.89 -2.90 
25 6.27 5.64 -.63 
26 5.80 5.01 - .79 
27 5.31 4.75 - .56 
28 6.22 5.34 - .88 
29 4.47 5.09 + .62 
30 7.57 4.12 -3.46 

Mean (omit-
ting Subject 
12) 5.64 4.63 -1.00 

All Subjects 

Mean (omit-
ting Subjects 
3 and 12) 5.110 4.352 -0.758 
S.D.M 0.275 0.305 0.239 

.. 
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12 were omitted, inasmuch as they did not engage in primary 
play in the frustration situation. The mean constructiveness of 
primary play for the twenty-eight subject s is 5.11 in the free 
play situation and 4.35 in the frustration situation. The mean 
of the differences is 0.76 and its standard error is 0.24; i.e. , the 
mean of the differ ences is 3.18 times its standard error. Twenty­
one of the twenty-eight subjects show a decrease in constructive­
ness of primary play in the frustration situation as against seven 
showing an increase. 

As before, the regression is greater at the older ages. For 
the ninet een older subjects, aged 42 to 61 months, the regression 
amounts to 1.00 constructiveness points, and for the nine younger 
subjects, the regression amounts to 0.24 constructiveness points. 

The position might be taken that by excluding subjects 3 and 
12 from the computations we have underestimated the effect of 
frustration upon creativity; the very fact that these subjects 
engaged in no primary play indicates that they were severely 
affect ed in this r espect. However, one is hardly justified in 
assigning zero constructiveness to their p r imary play. If they 
are included by t aking the maximal constructiveness of their 
secondary play as the best available estimate of their highest 
creativity (const ructiveness 1 and 2 respectively) one <;>btains a 
mean r egression in constructiveness for the whole group amount­
ing to 0.89 constructiveness points. 

W e may conclude that by the usual st atistical t ests of sig­
nificance, it is well established that primary play, i.e. , play which 
is apparently receiving the complete attention of the subject, is 
pursued, on the average, upon a lower constructiveness level 
in a frustrating psychological environment than in a nonfrus­
t rating situation. 

In seven cases ther e is an increase in level of constructiveness 
in the frustration situation. These exceptions will be considered 
later. 

On the basis of the previously mentioned findings that sec­
ondary play is of lower constructiveness than primary play, and 
that it more frequently occurs in the frustration situation than 
in the f ree play situation, it is inevitable that the r eduction in 
constructiveness should be less when only primary play is in­
cluded in the analysis than when both primary and secondary 
play are involved. This means that a small part of the total 
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r egression in the constructiveness of play in frustration is due to 
an increase in the amount of secondary play, or, in terms of our 
previous interpretation of secondary play, to an increase in the 
frequency of overlapping regions of play and nonplay behavior. 
That there is more frequent overlapping of play and other regions 
in the frustration situation is understandable by reason of the 
fact that one more reg·ion of nonplay activity, i.e., barrier be­
havior, is present in the frustration situation than in the free play 
situation. On a purely chance basis, therefore, play should over­
lap more frequently with nonplay. It may be true, too, that bar­
rier and escape regions are more conducive to the occurrence of 
overlapping with play than are other regions of free activity. 

Although we may conclude that regression in the construc­
tiveness of play in the frustration situation is partly a function 
of increased overlapping between play andnonplay r egions which, 
according to our assumptions should reduce the maximal degree 
of constructiveness in either action, still the major portion of 
the regression is unaccounted for by this factor. 

MAXIMAL CONSTRUCTIVENESS OF PLAY IN 

FREE PLAy AND FRUSTRATION 

Additional data about the effects of frustration upon play 
of highest potency is to be found by comparing the maximal con­
structiveness of play occurring in the free play situation and the 
frustration situation. 

In the following tabulation the mean of the two highest con­
structiveness ratings given each child's play are shown. In 
seventeen of the thirty cases this mean constructiveness rating is 
lower in frustration, in eight cases it is equal in the free play 
situation and the frustration .situation, and in five cases it is 
higher in frustration. The mean of the differences (frustration 
situation minus free play situation) is -0.83 constructiveness 
points, and the standard error of the mean difference is 0.28, i.e., the 
mean difference is 2.93 times its standard error. 

Although these data are in line with those previously given, 
they do not show the effects of frustration as decisively as did 
the former data. This may result partly from the lower r elia­
bility of high constructiveness ratings. In the case of some sub­
jects the periods of maximal constructiveness involved less than 
one minute of play and so gave an inadequate basis for making 
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judgments. The reliability of the rating scale for the periods of 
very high constructiveness is undoubtedly l9wer than for the 
medium ranges. As th e constructiveness of play increases, the 
behavioral basis for assigning different constructiveness ratings 
becomes less easily discriminable, and it becomes more and more 
difficult to record these fine differentiations in the records even 
when they are observed. In other words, the constructiveness 
scale does not differentiate as satisfactorily at the upper levels 
as at the lower. These factors may account for the less certain 
effect of frustration at the upper constructiveness levels. 

Nevertheless these results are important, for they suggest. 
that even with play of highest constructiveness, where the prob-

Maximal Constructiveness Ratings* 
Difference 

Subject Free Play Frustration (Fm-FPZ) 

1 5.50 4.00 - 1.50 
2 4.50 6.00 +1.50 
3 4.50 1.00 -3.50 
4 7.00 7.00 0.00 
5 5.50 4.50 -1.00 
6 6.50 5.50 - 1.00 
7 5.50 6.50 +1.00 
8 5.00 2.50 -2.50 
9 5.50 5.50 0.00 

10 5.50 7.00 +1.50 
11 6.50 6.00 - 0.50 
12 6.50 2.00 -4.50 
13 6.50 5.50 - 1.00 
14 6.50 6.50 0.00 
15 4.50 6.50 +2.00 
16 6.50 5.00 - 1.50 
17 6.50 6.50 0.00 
18 5.50 4.00 - 1.50 
19 6.50 4.50 -2.00 
20 6.50 4.50 -2.00 
21 8.00 5.50 -2.50 
22 6.50 6.50 0.00 
23 5.00 6.50 +1.50 
24 7.50 5.50 -2.00 
25 8.00 6.50 -1.50 
26 6.50 6.50 0.00 
27 6.50 3.50 -3.00 
28 6.50 6.50 0.00 
29 5.50 5.50 0.00 
30 7.00 6.00 -1.00 

Mean 6.13 5.30 -0.83 
S.D .... 0.17 0.27 0.28 
*Maximal constructiveness is average of two highest 

constructiveness ratings occurring in each subject's 
record. 
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ability is smallest that overlapping regions of play and nonplay 
are involved, there is a tendency for constructiveness of play to 
be reduced under the influence of frustration. This is further evi­
dence therefore that division of the person between two simul-

' ' taneous actions is not the only cause of the reduction of construc-
tiveness in the frustration situation. 

Chapter VI 

CONSTRUCTIVENESS OF PLAY AND 

STRENGTH OF FRUSTRATION 

CONSTRUC'l'IVENESS IN CASES OF STRONG 

AND WEAK FRUSTRATION 

The technical arrangements were planned to provide psycho­
logical frustration and free play. Inevitably, these effects were 
not secured in all cases, inasmuch as we only had control over the 
experimental situation and not over that which the child brought 
to the experiment. In some instances frustration occurred in the 
free play situation and in others there was a lack of frustration 
in the frustration situation. In addition all degrees of strength 
of frustration occurred. 

Thus far in the analysis we have proceeded as if the technical 
arrangements had functioned as intended with all subjects. The 
data have been classified according to the intention of the experi­
menters rather than according to the realities of the situation 
for the subject. 

We turn now to the analysis of some quantitative differences 
in the dynamical properties of the existing psychological situa­
tions. We propose to make use of certain measures of the strength 
of frustration in order to refine our data further. 

Backg1·ound and Im.mediate Situation: Overlapping within Small 
and Large Situational Units 

That concepts and techniques are badly needed for the iden­
tification, description, and measurement of the "general" aspects 
of psychological situations, and that these requirements are very 
difficult to fulfill with any degree of adequacy at the present time, 
is sufficiently recognized to deserve mention in this connection 
only as an extenuating background for what we have done. We 
have been faced here with the necessity of determining the amount 
of frustration in the experimental situations. 

When such general aspects of situations are important, one 
137 
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notes a tendency to handle them in terms of nonpsychological 
concepts, that is, in terms of economic, social, geographic, and 
physical categories rather than in psychological terms. We have 
attempted to avoid this error and to describe and measure in 
psychological, behavioral terms some aspects of psychological 
situations which show a fluctuating character in most experi­
ments that last more than a few seconds and give a certain amount 
of freedom to the child. 

The task would be somewhat simpler, conceptually, if we 
were interested in measuring the strength of frustration during 
periods of action in the direction of the inaccessible goal or during 
periods of other behavior directly related to frustration; in other 
words, when the immediate situation of the child was one of frus­
tration. Our main problem is concerned with the effect . of 
frustration on activities which are not frustrated themselves, i.e., 
play with accessible toys. In this case the subject is not in an 
immediate situation of frustration. The frustration is merely 
the background, a part of the larger, more inclusive situation. 

To be precise, then, we are faced with two problems: (1) to 
determine the strength of the frustration which is created by 
prohibiting the subjects from reaching the inaccessible toys; (2) to 
determine the extent to which this background of frustration 
is of importance for the play activity of the children. Obviously, 
these factors are not independent of each other. 

Th e problem of how the background of a situation influences 
behavior in an immediate situation is a general problem of prime 
importance. It is particularly significant for what is frequently 
called the larger life situation, which plays such an important role 
in problems of personality and development. 

Conceptually, an attempt to solve this problem touches rather 
basic theoretical and methodological problems. The regions of the 
life space which constitute the background are, according to our 
definition, not a part of the activity regions in which the indi­
vidual is involved at the time. They are not overlapping with 
the immediate situation in the same way as the two situations in 
secondary play, for example. Frequently the subject will be so 
fully occupied with his immediate · situation that he will not be 
aware of the background. 

On the other hand the background still influences the be­
havior in some way. It cannot be omitted from the life space, 
if one is to be able to derive the actual behavior. The individual 
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behaves as if he were in an overlapping situation consisting of 
both the immediate and the background situation, the background 
usually having less relative potency. 

It seems possible to clear up this conceptual difficulty by 
considering the implications of the concept of contemporaneity. 
In an empirical science the concept of a field existing at a given 
moment actually does not r efer to a section without any duration 
through the flow of events. Even in physics it is impossible to 
describe such essential properties of a situation as the velocity 
of a point without treating the momentary situation as a segment 
which has a certain duration. Here it may suffice to say that in 
psychology, too, the situation existing at a given moment cannot 
be described without referring to a certain time depth. There 
seems to exist in psychology a definite relation between what one 
might call the size of the situation and the minimum extent of 
time which has to be taken into account in describing the mom­
entary situation. To describe the momentary state of an immediate 
situation a shorter period can usually be taken into account than 
if one has to describe the momentary state of a larger situation. 

These considerations open up a technical way to treat prob­
lems of background without r esorting to new concepts. W e 
merely have to realize that statements concerning overlapping 
situations should always be related to a situation of definite size. 
An individual may be involved in two overlapping activities 
within the immediate situation, as in secondary play. However, 
it is possible that the immediate situation does not have the char­
acter of an overlapping situation while at the same time the more 
inclusive life situation does have this character. It seems to be 
conceptually permissible and, as we will see, t echnically fruitful 
to treat the effect of the background upon behavior as an inclus­
ive overlapping situation, involving the immediate situation and 
the background. Thus, the concept of potency can be used to 
characterize the relative degree of influence of the background 
and of the immediate situation on behavior. 

It follows,o furthermore , that to describe adequately a large 
situation at a given time one will have to refer to a considerable 
time depth. In other words, to describe the state of affairs at 
a given moment one actually has to refer to a whole sequence 
of events. 

A simple everyday example may serve as an illustration. Con­
sider the student who interrupts his study occasionally to listen 
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to the radio broadcast of the game, or vice versa, inte:rupts h~s 
listening to the game with an occasional bout of st~dym~. ~h1s 
looks like and it frequently feels like, an overlappmg s1tuat10n , 
i. e., a coJ~flict between two sets of facts r equiring. more o: l_ess 
mutually exclusive behavior, in which the comprom1se of sh1ftmg 
between the alternatives occurs. With some students, ~f course, 
the simultaneous occurrence of two such sets of determmers, the 
one connected with the necessity of preparing for tomorrow.'s 
examination and the other with interest in the football game w1ll 
lead to the attempted simultaneous actions of listening to the 
radio and study. One may question in such a case if actual sim­
ultaneity can occur or whether there is not rapid shifting ~rom 
one activity to the other. In any case. it is com~on expene~ce 
that such a shifting of action does somet1mes occur m overlappmg 

situations. 
Not all such sequences of action are thus indicative, howev~r. 

A change of occupation from studying to listening to the :ad10, 
may occur when the studying is completed or the student satiated, 
and so indicate a change from one completely dominant situation 

to another. . 
It is therefore necessary to find a criterion for separatmg 

sequences of behavior arising in overlapping situations fro~ th?se 
due to a succession of nonoverlapping situations. One cr1ten~n 
of a sequence of behavior in an overlapping situation is a ce1·tam 

f th 20 
constancy of the pattern o e sequence. 

we will proceed in two steps: (1) Co~sideratio_n ":ill be 
given first to the most inclusive situati~nal u_mt occurrmg m our 
experiment; the total experimental penod will be treated as one 
situation. We will try to determine the total amount of frus::ra­
tion occurring in this most inclusive situation for the vanous 

,. This criterion is of little value when the time interval is not 
sufficiently long to establish the pattern of the sequence. The only ~om- _ 
pletelv adequate criterion is the one which follows from the defi~lt~ou 
of a ;sychological situation as a region to w~ich all _t~e facts de:ermm~ng_ 
behavior are co-ordinated. According to th1s defimtwnp behavwr wh1ch 
occurs in an SJVerlapping situation must differ from the "same" behavior 
when it occurs in a nonoverlapping situation. By definition, when t~e 
situation differs, the behavior must differ. Technically, however, th1s 
consideration leads to a circle. The difference in behavior cannot . be 
used as a criterion of overlapping situations, until after the effect of 
overlapping situations upon behavior has been established otherwise. 
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children, by treating it as an overlapping situation of frustra­
tion and play. (2) After this, we will consider natural periods 
(episodes of behavior) within the experiment; that is, we will 
divide the largest situational unit into somewhat smaller units 
which, however , will still be larger than those we have called 
immediate situations (units of action) . 

The Measut·ement of Strength of Fntstration tn the Free Play 

and Fntstmtion Situations 

The problem of determining the amount of frustration be­
comes; in terms of these concepts, one of measuring the potency 
of the overlapping frustration situation. We have taken as a 
symptom of the potency of an overlapping region, in the case 
of successive rather than simultaneous actions, the relative pro­
portion of the total time occupied by the behavior to which the 
situation in question is co-ordinated. In the present case, this 
means that we have assumed that the potency of the frustration 
region is indi cated by the proportion of the total experimental 
period occupied by frustrated behavior (barrier and escape be­
havior). It should be mentioned again that the inaccessible toys 
are not the only source of frustration. Frustration arises also 
when the child is prevented from leaving the experimental situ­
ation even in the free play situation. However, there is some 
indication that much of the escape behavior in the frustration 
situation derives from the separation from the inaccessible toys. 
Whatever the source of the need to leave the room, it, in its turn, 
leads to frustration and must be included in the total estimate. 
The estimate of the potency of frustration is therefore based upon 
the sum of both barrier and escape behavior. 

Inasmuch as we are here concerned with the change in potency 
of frustration from the free play situation to frustration situation, 
we have limited ourselves to a consideration of the difference in the 
amount of time occupied with frustrated actions in the two set­
tings. The data are given in Table 9. 

The ten children for whom the increment in potency of 'frus­
tration from the fre e play situation to the frustration situation 
is least, i. e., those for whom the increment in duration of frustrated 
behavior is less than 450 seconds, are considered together as the 
''weak'' frm:tration group. The twenty subjects for whom this 
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increment is greater are dealt wit oge er · h t th as the ''strong 

frustration group. · d that 
It should be realized that these ar~ complex groupmgs an -

the designations are some\vhat misleadmg. They should m~e pro~ 
erl be called the small-increase-in-frustration group and ~ e ~rea -

y . . By referrino- to Table 9 It will be · ease-m-frustrahon group. o 

1 mer b. t included in the " weak" group actual y ex­
seen that some su Jec s - d b havior in the 
I 'b 't· d considerable amount of barner an escape e 
u 1 e a · h " k" group be­frustration situation. They are included m t e w~a . ee 

they also exhibited barrier and escape behaviOr m the fr 
e~use 'tuation and so showed little increase in potency of frustra­
Pt_ ay SLI ikewise some of the subjects included in the strong f rustra­wn. 

TABLE 9 

AND ESCAPE BEHAVIOR IN FREE TU.Hc IN SECONDS O CCUPIED WITH BARRIER 

PLAy AND FRUSTRATION 

I 1 

Differ-
l<,ree Frus- ence Subject 
Play tration (Fru-FPl) 

1 20 295 +275* 
2 20 290 +270* 
3 0 960 +960 
4 390 885 +495 
5 0 735 +735 
6 0 830 +830 
7 0 185 +185* 
8 130 980 +850 
9 0 535 +535 

10 145 440 +295* 
11 35 665 +630 
12 0 935 +935 
13 10 660 +650 
14 30 545 +515 
15 110 685 +575 
16 50 495 +445* 
17 0 420 +420* 
18 25 345 +320* 
19 300 750 +450 
20 10 585 +575 
21 0 860 +860 
22 10 590 +580 
23 200 785 +585 
24 0 765 +765 
25 70 1040 +970 
26 65 605 +540 
27 65 490 +425* 
28 30 645 +615 
29 360 445 + 85* 
30 0 140 +140* 

* Weak frustration cases 
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tion group showed only a medium amount of barrier .and escape 
behavior in the frustraton situation due to the fact that they ex­
hibited none in the free play situation. In spite of these considera­
tions, however, the characterization of the "strong" and "weak" 
frustration groups is approximately true fo r the absolute amount 
of barrier and escape behavior. There is no overlapping between 
the groups in the total amount of barrier and escape behavior in 
the frustration situation. The greatest amount of barrier and escape 
behavior time in the frustration situation exhibited by a member of 
the "weak" group is 495 seconds (Subject 16), while the smallest 
amount exhibited by a member of the ''strong'' group is 535 seconds 
(Subject 9). 

The mean chronological ages of the strong and the weak groups 
are 45.4 and 45 .1 months respectively; their mean mental ages are 
54.0 and 56.2 months respectively. In view of their similarity in 
these respects, it seems legitimate to compare directly the behavior 
of the strong and the weak frustration groups. · 

/l'req1tency of Various Activities in Strong and Weak Pt"ustration 

Before discussing the effect of strong and weak frustration upon 
constructiveness of play it may be well to compare the effect of these 
strengths of frustration upon the general behavior of the children. 

Play, Diversions, Barrier and Escape Behavior.-The weak and 
strong frustration groups have been defined by the increase in barrier 
plus escape behavior. This has been done in spite of the fact that bar­
rier behavior and escape behavior can be said to be opposite in direction , 
one corresponding to the force UP.a), the other to (fP.-a>. We would like 
to know the relation between these two types of activities in strong and 
weak frustration. 

From our analysis (See p. 80) it is to be expected that the strength 
of the t endency to leave UP,o. 1 ) should increase with the strength of the 
frustration, -and this in turn with the force toward the inaccessible goal 
(fp,a). 

(37) I [P,Out I = F (I [P,G I) 
The data presented below bear out this expectation: 

Per Cent of Total 
Experimental Time 

Behavior Strong Weak 
Free Frus- Free Frus-Play tr.ation P lay tration Barrier 1.2 44 .2 1.9 22.9 Escape 3.9 10.4 3.1 3.8 otal 5.1 54.6 5.0 26.7 
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The group of subjects who exhibit the greater increase in time occupied 
with barrier behavior from free play to frustration also exhibit the greater 
increase in time occupied with escape behavior. 

The relation between the amount of barrier behavior in the free 
play situation and frustration situation is about 1: 40 for the strong group 
and 1:10 for the weak group. For escape behavior, this relation is about 
1:3 in the strong and 1:1 in the weak groups. We have not computed 
the measures of variability for these data but they suggest that weak frus­
tration, although increasing barrier behavior, does not increase escape 
behavior, or increases it very slightly. This result can be explained in the 
following way: The background of frustration as we have seen, has 
greater potency for the strong than for the weak frustration group. Ac­
cording to Lewin (53) the strength of a force other things being equal is 
a function of the potency of the related situation. The force (f P.o.,) in 
the direction of leaving the experimental room, is mainly an expression of 
the ·forCe away from frUStratiOn (fp, .a), (Or aS We may Write more COn· 
veniently (fp_., .•• )) and its strength is therefore a function o~ the po­
tency of frustration. It is more likely in strong than in weak frustration 
to over-rule other forces in the regions of play or diversion. In other words, 
if frustration is strong the subject may try to leave the experimental room 
completely; when it is weak he may merely withdraw to the play 'region 
or regions of diversion. Thus a quantitative difference in strength of force 
may give rise to such qualitatively different behavior as play (diversion) 
and escape. 21 

Activities Not Directly Related to Fn~stration.-By definition, the 
strong frustration group spends less time than the weak group with free 
activities. We are interested in how the two groups divide the remaining 
time among the various possible free activities. We have, therefore, stated 
the time devoted to each activity as a per cent of the total time spent in 
free activities. We have not computed the measures of variability, so we 
can only suggest th2 trends. The tabulation below shows the following 
changes from the free play situation to the frustration situation. 

21 A second slightly different explanation is the following: the force 
(fP ,-Fr.) away from the region of frustration is greater in strong than in 
weak frustration <I fP ,·>'r•(Str) I> I !P.-Fr .(Wea) I ). We know from many 
data (Fajans, Lewin, Hull) that the strength of a force away from a nega­
tive valence decreases with the psychological distance ( I !P.-Fru I= 
F ( 1/ eP.>'r•), where eP,P•·· indicates the psychological distance betwee1~ 

person and the region of frustration (•Lewin (53) ) . One might say that 
an activity outside the experimental room has a greater psychological 
distance from the region of frustration than the a-ctivity regions of play 
or diversions. Therefore an equilibrium in weak frustration might be 
reached when the subject has entered a region of play or diversion. Ill 
strong frustration this distance would not suffice. 
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Group 

Strong 
Weak 

Free Play 
Primary Play 

86.11 
86.17 

Frustration 

62.71 
87.38 

Play with Experimenter 
Strong 5.59 
Weak 7.70 

Strong 
Weak 

Island Behavior 
2.89 
2.40 

18.48 
4.58 

9.73 
2.92 

Activity at Window 
Strong 3.49 5.87 
Weak 1.54 3.84 

Looking and Wandering About 
Strong 1.91 3.20 
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Weak 2.18 1.27 
The amount of primary play decreases for the strong group from 

86.1 per cent to 62.7 per cent while it does not change with the weak 
gro_up. In other words, the importance of play relative to the other free 
actwns decreases in the frustration situat1'on for the 
d strong group and oes not change for the weak group. 

The time_ spent with the experimenter increases from 5.6 per cent to 
18.5 per cent m the case of the strong group while it decreases from 7.

7 
~er cent _to 4.6 per cent for the weak group. Island behavior also increases 
~n duratwn from 2.9 per cent to 9. 7 per cent with the strong group while 
It. does n_ot change for the weak group. The time spent in activities at the 
wmdow ~ncreases slightly from free play to frustration by about the same 
amount m both groups, and looking and wandering about, i.e., se'arching, 
does not change muc~ from free play to frustration in either group, 

:rhese d~ta are m .accord with previous results and with the analysis 
made_ m the d1scussio~ of the amount of escape behavior. They indicate 
that m strong frustratiOn the diversion activities have more the character 
of a refug~ from frustration and of a substitute approach than play witn 
the accessible toys. The relatively weaker force (f ) 1·n th k 
g 0 I P,-Fru e wea 

r up on Y causes them to turn from the barrier to the same activities in 
which they engaged in the free play situation. 

~rirna:y and Secondary Play.-The mean per cent of total play time 
o_ccupi.ed '":Ith _secondary play in the free play situation ana the frustra­
tiOn SituatiOn IS g~ven for the strong and weak groups in the tabulation 
below. The followmg very tentative suggestions appear in this tabulation . 
(1_) The weak group exhibits more secondary play in the free play situ~ 
atwn than the strong group. (2) The increase in the amount of secondary 
play from free play to frustration is four times _as great for the strong 

Per Cent 
Group Free Frus-

Play stration 
Weak 5.2 11.2 

Strong 1.5 24.2 
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group as for the weak group. (3) The strong group exhibits more sec­
ondary play in frustration than the weak group. Owing to the small 
number of cases, and the large number of instances where secondary 
play did not oc•c ur, we base no conclusions on these data. However, they 
are in line with a comparison of the amount of secondary play in the 
free play situation and frustration situation, i. e., the greater the amount 
of barrier and escape behavior the greater the amount of secondary play. 
Secondary play, as has been pointed out, may be characterized as an 
overlapping situation of play and nonplay in which play is of inter­
mediate potency. In the situation under consideration when there is over­
lapping between play and other regions the potency of the play and non­
play fluctuates. At times the potency of play approaches zero; at these 
times there is no play. At other times the potency of nonplay regions, 
e.g., barrier regions, approaches zero ; at these times there is no barrier 
behavior and play is dominant. When play and nonplay are both of 
medium potency, play and nonplay activities occur simultaneously. 

We do not know about the optimal relation between the potency o! 
play and nonplay for the occurrence of secondary play. It appears, how­
ever, that in the free play situation this relation is more frequently 
realized within the weak frustration group. This means that in the free 
play situation the weak group is not deeply involved in play, and that 
outside interests continually intrude into the play behavior. On the 
other hand, in the frustration situation it appears that this optimal r e­
lation between the forces corresponding to play and to nonplay, exists 
more frequently within the strong frustration group. This must mean 
that the decreased interest in play and the increased valence of the ob­
structed toys and outside regions produce the required balance in the 
case of the strong group more frequently than in the case of the weak 
group. 

Potency of Fr1tstration and Length of Play Unit.-11'here are theor­
etical grounds for believing that the average length of play units should 
be shorter in frustration than in free play. In the first place, the potency 
of play is reduced in frustration and this means that the force to play, 
i .e., !P,Pl is on the average lower in frustration than in free play. If 
fP.PI is weak relative to the other forces acting, the chances that other 
forces will be dominant are greater than if fP . PI is strong. In the sec­
ond place, it has already been suggested that play of low constructiveness, 
such as occurs in frustration, will be continued for shorter periods than 
play of higher constructiveness. This expectation, however, does not 
seem to be in line with our data. (Table 3.) 

Data on the length of play unit in the strong and weak frustration 
groups are given in Table 10. The strong group exhibits a greater propor­
tion of short play units in frustration than in the free play situation and 
also a greater proportion than the weak group in the frustration situation 
in line with expectations. The weak group, on the other hand, shows a greater 
proportion of short play units in free play than in frustration and also a 
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greater proportion of h t 1 s or P ay units than the strong group r'n play situation. the free 

FREQUENCY OF PLAy U 
TABLE 10 

. · NITS OF DIFFERENT LENGTHS E 
C XPRESS ED AS PER 

ENT OF TOTAL NUMBER OF PLAY UNITS FOR STRONG 

AND Wi, AK FRUSTRATION GROUPS 

Situation Length in Seconds 
1 to 

1 16 to 131 to 146 to 1 61 to 1 91 to 1121 to / 
Play 

15 30 45 60 90 120 180 181 Units 
' 

Strong Group 

Free play 117.1 20.9 16.8 10.9 11.5 5.9 Frustration 24.2 24.8 16.1 8.7 8.1 321 6.8 13.0 7.4 4.3 3.1 161 

Weak Group 

Free play 130.2 28.4 15.1 7.8 6.9 3.4 Frustration 19.2 3.9 4.3 232 17.2 12.1 17.2 6.9 10.3 10.3 6.9 116 

Regt·ession in Constntctit•eness of Play in 
Frustration Strong and Weak 

The T?tal Pet:iod.-The constructiveness of play for the str n 
and we~k frustratiOn cases is given in Tables 11 and 12. o g 

::£u::i ::~::, '~;' P:~;r:~i',:, ~~~::~.::~:i:::~i~:d:t:~: :;:.0~= a IOn group amountmO' to 1 46 + 15 . o 
for p . d o . - . constructiveness points 

nmary an secondary pi d 11 
points for primary play The ~~~ta~1 · .

1 ~ .15 constructiveness 
twenty-four months . Is eqmva ent to a regression of 
months mental aO'e n;~t:\~ge, th~ latter to a regression of thirteen 

!s a small and no~ ~igni~cant :e~~~ti~~oi;~:~:::c~it;ee~e;sai~~ there 
mg to 0.23 constructiveness points for primary d d' ount­
and 0.12 points for primary plav It '11 b an sde~on ary play 

h . 1 I . J . WI e note m Table 11 
w Ic l ta ~es mto account both prim d . ' 
every ch 'ld f th ary an secondary play that 

I o e strong frustration group sh d ' . 
aver~ge constructiveness during the frustration s~~~at:on ecr;~:e m 
ceptwnal cases showing increase all fall in th k f. ~x­
O'roup When 1 th . e wea rustratwn 
"'f th . on Y_ e primary play is considered (Table 12) five 
? he seven exceptiOnal cases fall in the weak group and only t 
m t e strong· group Th wo 

. ese results suggest that most of the excep-
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TADLE 11 
MEAN CONS TRUCTIVENESS OF PLAY IN FREE PLAY AND FRUSTRATION SITUA· 

TIONS FOR W EAK AND STRONG FRUSTRATION CASES; BOTH 

PRIMARY AND S ECONDARY PLAY INCLUDED 

I I I 
Differ-

Subject Free Frus- ence 
PLay tration (Fru-FPl) 

Weak Frustration 

1 I 4.21 . 2.56 -1.65 
2 3.34 3.83 +0.49 
7 3.06 4.94 +1.88 

10 4.04 4.47 +0.43 
16 4.34 4.30 -0.04 
17 5.26 4.56 -0.70 
18 4.83 5.76 +0.93 
27 4.43 3.65 -0.78 
29 4.47 5.06 +0.59 
30 7.57 4.12 -3.45 

Mean 4.56 4.33 -0.23 
ITM 0.46 
t* 0.49 

Strong Frustration 

3 3.08 1.00 -2.08 
4 4.68 4.67 -0.01 
5 4.34 2.36 - 1.98 
6 4.16 2.84 -1.32 
8 4.01 2.50 -1.51 
9 3.72 3.68 -0.04 

11 5.14 4.18 -0.96 
12 5.36 2.00 -3.36 
13 6.06 4.32 -1.74 
14 4.95 3.78 -1.17 
15 5.79 4.65 -1.14 
19 5.36 3.48 -1.88 
20 6.07 3.03 -3.04 
21 4.87 4.76 -0.11 
22 6.20 5.34 -0.86 
23 5.38 3.60 -1.78 
24 6.79 3.79 -3.00 
25 6.27 5.27 - 1.00 
26 5.80 4.14 - 1.66 
28 6.22 5.56 -0.66 

Mean 5.21 3.75 -1.46 
ITM 0.21 
t* 6.91 

* t as calculated according to Fisher ( 19). 

tions are due to differences in the dynamics of the situation, i.e., to 
differences in the potency of frustration. 

Any doubt that real frustration, such as occurs with the strong 

FRU STRATION AND REGRESSION 
149 

TADJ,E 12 
MEAN CONSTR UCTIVEN ESS OF PRIMARY PLAY IN FREE PLAy AND FRUSTRATIO:ri 

SITU ATIONS FOR WEAK AND STRONG FRUSTRATION CASES 

Subject I Free I I Differ-
Frus- ence PJ,ay tration (Fru-FPl) 

Weak Frustration 

1 4.21 3.16 -1.05 2 3.36 3.84 +0.48 7 3.02 5.39 +2.37 10 4.14 4.57 +0.43 16 4.44 4.12 -0.32 17 5.26 4.56 -0.70 18 4.83 5.76 +0.93 27 5.31 4.75 -0.56 29 4.47 5.09 +0.62 30 7.57 4.11 -3.46 Mean 4.66 4.54 -0.12 ITM 

t* 0.48 
0.25 

Strong Frustration 

3 3.10 
4 4.76 4.26 -0.50 5 4.34 2.41 -1.93 6 4.29 3.63 -0.66 8 4.01 2.30 -1.71 9 3.81 4.21 +0.40 11 5.14 4.94 -0.20 12 5.37 

13 6.06 4.32 -1.74 14 5.01 3.78 - 1.23 15 5.79 5.10 -0.69 19 5.36 3.48 -1.88 20 6.07 3.03 -3.04 21 4.87 5.10 + 0.23 22 6.45 5.87 -0.58 23 5.45 4.21 -1.24 24 6.79 3.89 -2.90 25 6.27 5.64 - 0.63 26 5.80 5.01 -0.79 28 6.22 5.34 -0.88 Mean** 5.36 4.25 -1.11 ITM 

t• 0.22 
4.97 

* t as calculated according to Fisher {19) 
** Mean, omitting data for subjects 3 and 12 

group, leads to a significant reduction in constructiveness is dis­
pelled by these_ data. It should be kept in mind, in this connection, 
that the selectiOn of the strong and weak frustration groups was 
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. ent in barrier and escape behavior, 
made on the basis of the tdi~e stp 1 tion to level of constructiveness. 

. . hich had no nee r e a 
a cnterlOn w . d the amount of regression are meas-
The strength of frustratlOn an 

ured indepen~ently . L th - It has been shown that short 
Play Untts of .Equal en~ . uent in the frustration situation 

play umts are relatiVel~ mo:e ~eq the strong group, while the re­
than in the free play situatlOn or I u h as short play units 

. f the weak group. nasm c . 
verse IS true or tiveness than long play umts 
are, on the average,. of lo:ver ~ofnt~:ugc r eater regression in the case 
( 116) the questlOn anses I . h 
p. ' . solel of the increase m t e num-

of the strong group .Is t.he ~es~lt tra~on situation, or if the strong 
ber of short play umts m t e . rus units of the same 
group exhibits greater re~resslOln ~lsoh'o~~~; :a~:y us a step further 

h ared This ana ysis s . lengt are comp · · . . hich the constructiveness 
ff t t find the specific way m w h 

in our e or s 0 • · t tion Increase in t e 
of play is reduced in the frustratlOn si .ua . 

TABLE 13 p U NITS OF 
C STRUCTIVENESS OF PRIMARY LAy 

DIFFlmENCES IN MEAN ON F , PLAY AND FRUSTRATION FOR 
THE SAME L ENGTH IN ~E TRATION GROU P* 

THE STRONG .r nUS 

Length of Play Unit in Seconds 

~~lt\'to~ 31 }o \ 46 :n\ g:l Jo \ 9f2~0 \ 
1;1J0 1--::- Di~;:',:'cet 

15 30 4a 60 ~---
1----'--Esti~Mean Length _ 

Subject 

_
1
_

1
- - 1- 50 1-n1---wor~sol 200 

10 20 35 - ---
.----~---- - 1 .00 -1.00 

+4.00 -0 .27 +2.00 -1 00 26 
11 
28 
21 

9 
6 
5 

25 
15 
H 
22 
12 
20 
13 
24 

4 
3 

19 

- 1 83 +0 . 50 +0 .67 -2.00 . -1.50 -0.33 
. +1.50 +0 .25 33 

+2 .00 

+2.00 

- 0.08 
+ 0 .75 

+2 .00 
-0 . 50 
+0 .40 
+2 .00 
- 0 .60 
+0 .47 

+0 .67 =t27 

- 1.34 +1. 00 1 00 
- 2.40 -2.33 -2.66 o .oo + 2:oo 

0.00 

- 1. 50 +0.66 - 2 .00 - 1.50 

-2 . 50 -1.34 - 0 . 50 -1.00 
- 3 .50 -1.92 -5 . 50 - 2 . 5303 -3.50 -2 .00 

-5.00 -2 . -3 .00 
+i.25 - 0 .66 +0 .57 - 2.00 

- 0 . 50 
-0 .75 -2 .00 +1 .33 -1.21\ 

0 .00 ~i:~ 

+1.00 

- 4 .00 

2~ tk~ 
Mean of the 
differences +O · 33 +0 .21 

1.03 -1.59 - 1.22 - 1.67 -0.22 -0 .75 

-0 .59 
-0.84 
- 0 . 54 
-0 .01 
+0.44 
+0 .52 
- 1.23 
+1.81 
+0.23 
- 1 .53 
+ 0 . 26 

-3 . 13 
-2 .04 
-2 .90 
- 1.77 

-0 .42 
- 0 .88 
- 1.13 

- 0 . 77t 

f t' n are included. . . . data in both free play and rustra 10 

• Only data from subjects proVldtng . . ) (Estimated mean length) I 
l:((Dlff. m constr. x 

t Weighted for length of unit; i.e., :~;Estimated mean lengths 

d p omputed according to Fisher (19) · 
taM~ 0 .292, I = 2 .63, p < . 02; I an c 
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amount of secondary play has been found to be one, but not the 
only means by which regression occurs in frustration. The possi­
bility that increase in the number of short play units is the source 
will now be explored. This was not done before, because when all 
subjects are considered together, short play units do not increase 
in frequency in frustration. 

Data bearing upon this question are shown in Tables 13 and 14 
where the distributions of the differences in the constructiveness 
of primary play in the free play situation and frustration situa­
tion are given for equivalent lengths of unit and for the same 
subjects. To obtain the data for these tables the constructive­
ness of all primary play units of each subject for the indieat.ed 
length of time were averaged and the frustration situation-free 
play situation difference determined. The data of a subject were 
included, of course, only if he provided play units of the indi­
cated length in both the free play situation and the frustration 
situation. The data show that (1) for short play units t here is 
no consistent reduction in the constructiveness of play in frustra­
tion in the case of either the strong or the weak group, (2) for all 
play units longer than 30 seconds, however, the strong group ex­
hibits regression in constructiveness while (3) for the weak 

TABLE 14 
DIFFERE NCES IN M EAN CONSTRU CTIVI, NESS OF PRIMARY PLAY UNITS OF 

THE SAME LENG'l1H IN FREE' PLAY ANO FRUSTRATION 
FOR THE "WEAK FRUSTRATION GROUP* 

Length of Play Unit in Seconds 

Range 

Subject ~1~13lt;;-r46;T6it;-1~1 12 1 to 
1

- - Mean 
15 30 45 60 90 120 180 181 + Differencet 

------- - ------- -
Estimated Mean Len~th 

---~-----

10 ~~~~~~~~~~~1 200 
1 + 1. 00 - 2 .00 -1. 53 
2 - 0 .21 +0 . 53 +1.45 +0 . 16 +2 .00 +1.39 
7 - 0 . 14 +2 .00 +3 .34 +1.50 +1.33 +4.00 +2.50 + 2 . 59 

10 -1. 57 -2 .90 - 1.66 + 2.50 +0 . 06 
16 -0 .74 -0 . 81 - 0 .67 -0 .75 -1.00 - 0 . 85 
17 -0 . 33 -2 .33 - 0 . 66 +2 .00 -2.00 -0 .55 -0. 25 -0 .48 
1R - 2 .00 + LOO +1.00 0.00 +0 .26 
27 - 1.00 - 1.00 -1.00 
29 +0.50 + 1.50 -1.00 - 0.09 
30 -1.00 - 2.00 -5.00 - 3 .00 -3.69 

Mean of the 
differences \ -o. 66 - 0 . 16 +0 . 11 - 0 . 12 +0 .40 - 0 .07 - 0 .28 - 0 . 17 -0. 33t 

•Only da ta from sub jects providing data in both free play and frustration are included. 

:!:[ (Diff. in cons.,tr.) x (Estimated mean length)) 
tWeighted for length of unit; i.e.,--- - -----------

:!: Estimated mean lengths 

t aM= 0.53, I= 0.623, P = .6; I and P computed according to Fisher (19). 
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group the data are not consistent. ( 4) When the differences for 
all lengths of play units are summed across these tableS,

22 
the 

mean regression amounts to 0.77 points for the strong frustration 
group, and 0.33 for the weak frustration group. The former mean 
is 2.63 times its standard error and P is between .02 and .01. The 
latter is 0.62 times its standard error and P is between .6 and .5. 

These are the most decisive data which the analysis has thus 
far provided relative to the effect of frustration upon the con­
structiveness of primary play. They indicate that when primary 
play is embedded in a larger situation involving pronounced 
psychological frustration (strong group) it is of lower construc­
tiveness than play which occurs in a nonfrustrating situation, 
even when the effects resulting from decreased length of play 
unit and increased secondary play are eliminated. In addition, 
however, a background of strong frustration leads to further re­
gression in constructiveness by decreasing the average length of 
play units and increasing the amount of secondary play. 

These results indicate that the amount of regression in con­
structiveness of play is determined by the psychological dynamics 
of the situation, and is not an artifact, for example, of the temporal 
order of the free play and frustration experiments. The weak and 
the strong cases were treated the same, yet those cases in which the 
internal evidence indicates strong frustration show a significant 
decrement in constructiveness equivalent to a regression of twenty­
four months, they exhibit a significant regression also for play units 
of equal length; the weak cases, however, do not show a significant 

change in either case. 

CoNsTRUCTIVENESS IN DIFFERENT EPISODES: 

MEASUREMENT OF THE POTENCY OF THE 

BACKGROUND OF FRUSTRATION 

General Remarks 

Thus far we have taken two steps in dealing with the data: 
( 1) We have made an analysis in terms of the experimental set-

22 In determining the mean free play-frustration difference for 
each subject, each of the component differences was weighted according 
to the mean length of the units _included, inasmuch as they contribute to 
the total score roughly in proportion to their mean length (See note to 

Table 13) . 
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tin~s. The frustration situation was intended to create a psycho­
logical. bac~ground of frustration for our subjects, while the free 
play SituatiOn was intended to provide the children with a free 
psychological situation. We have presented evidence to indicate 
that on the avemge these intentions were fulfilled. However it 
was inevitable that with some subjects the intended psychological 
situations did not occur. (2) In order to relate the results to the 
actual psychological situation, we divided the subjects into two 
groups on the b~sis of objective behavior symptoms, namely, into 
a stron~ frus~ratwn group and a weak frustration group. 

It IS obviOus to one working with the data, however, that the 
refinement should be carried further. Not only did the amount of 
fru~tration differ from subject to subject, but also for the same 
subJect from period to period of the experimental session. As an 
~xa~ple, the activities of one subject are represented graphically 
m Figure 25. One gains the impression from this record that the 
psychological situation changed near the end of the period from 
a r~ther frustr~ting situati~n (i.e., much barrier behavior) to a 
perwd of very httle frustratiOn. Such spontaneous changes in the 
charac~er of psychological situations are the rule rather than the 
excep.twn,. (~om pare also Figure 16 and Figure 17) . Satiation, 
learnmg, msi~ht, and adaptation are names for processes by which 
the psychological characteristics of existing situations change. 

PLAY 
A CT IONS 

DIVERSION 5 

EscA PE 
BEHAVIOR 

BARRIER 

BE HAVIOR 

0 
Ta 

& • I 
ME IN M INU T!"S 

- r- ...-

a 10 12 I+ 16 18 2 0 22 

FIGURE 25. Sequence of Behavior of Subject 28 in the Frustration Situation 
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Because of the instability of psychological situations, it is nec­
essary to take steps to insure that the essential characteristics of a 
situation will not change during an experiment, or to take into 
consideration the changes which do occur. Obviously the latter 
course is the only one possible in this type of experiment. 

Techniques are therefore required for determining the nature 
of psychological situations as they affect particular subjects at 
particular moments. The technical requirements are the same as 
those discussed in connection with the measurement of the strength 
of frustration and we have handled them in the same way, i.e., in 
terms of overlapping regions of differing potencies (p. 139). 

We have dealt first with relatively small units of action cor­
responding to "immediate situations." Next we have treated the 
total experiment as one unit and have distinguished the strong and 
the weak cases.23 We turn now to units of intermediate size which 

we call ''episodes of behavior.'' 
The length 'of these episodes is not arbitrarily determined a~ is 

the duration of the experiments; they are "natural" psychological 
units of relatively large size in the same way that the "units of 
action'' are natural psychological units of a smaller size. In some 
cases the total experiment is included in a single episode of be-

havior. 
The immediate situation may contain a single activity region 

with a potency of one or it may involve overlappin.g re~ions as .in 
the case of secondary play. Similarly, the larger situatiOnal umts 
corresponding to episodes of behavior may or may not have the 
character of an overlapping situation. In the former case the 
episode contains only one homogeneous type o~ activity; i.n the lat­
ter case the episode contains a sequence of different actwns, s~ch 
as barrier behavior, play, conversation with the experimenter, and 

escape behavior. 

•• To limit the analysis to the small units of action may be adequate 
in those cases where the larger situation is sufficiently unimportant. 
In the present case, however, further analysis reveals that play which. is 
embedded in a sequence which includes both play and frustrated behavior 
has measurably different characteristics from that embedded in a sequence 
of play activities alone; i.e., the larger situation is an important deter­
miner of behavior in this case. A similar problem is of prime importance 
for the methodology of social psychology. Without referring to units. of 
behavior of sufficiently large size, descriptions frequently becomP. mean­

ingless (See Lippitt (56)). 
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We assume that the potency which each of the smaller unitl'l 
S1 and 8 2 (each corresponding to one type of activity) has within 
a larger overlapping situation (corresponding to an episode of 
behavior) is roughly proportional to the relative amount of time 
ti(Bs1

) and ti(B82
) spent in each type of activity within the 

episode. 

(38) Po(S1
) :Po(S2 )=ti(Bs1 ) :ti(Bs2 ) 

We will use this proportion as an operational definition for potency 
of a region of action within a larger situation if the latter contains 
a sequence of behavior. At present we will pay attention only in 
a limited degree to the intensity of the various actions within the 
episode of behavior, although this factor must finally be taken into 
account more fully. 

In our case the potency of the frustration situation (barrier 
and escape behavior) can be viewed also as a symptom of the aver­
age strength of frustration during an episode of behavior. To 
some degree we have made use of this relation in the preceding 
chapter. Now we intend to use it in a somewhat more refined way. 

Episodes of Behavio1· 

Episodes of behavior may be identified as follows: An episode 
of behavior generally contains several units of action, e.g., a se­
quence of play with different toys or of play and nonplay, that is 
a sequence of actions which are differently centered or guided by 
different ideas or purposes to different ends. The behavior occur­
ring in the episode is not a single organized activity; there is no 
central idea or leading thought which integrates the total behavior. 
Such an episode can be distinguished from contiguous episodes by 
a shift in the pattern of the sequence of the units of action. By 
dividing an episode in two, both parts show basically the same pat­
tern of actions. We thus have an objective basis for identifying 
episodes of behavior. 

Episodes may be distinguished on the basis of various cri­
teria. In the present case, we are interested in episodes differing as 
to the potency of the barrier and escape regions. In terms 
of the criteria of strength of frustration which we have used 
such episodes are characterized by a constancy in the amount of 
barrier and escape behavior relative to the total behavior and a 
change in episode is marked by a change in this proportio~. The 
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identification of episodes is objective in all respects except in the 
specification of the exact point of termination of one episode and 
the beginning of another. It is necessary to assign a specific 
boundary point within the indeterminate boundary zone between 
two episodes on the basis of subjective impressions. The average 
error involved here is probably not great when a large number of 
such estimates are considered, since within the indeterminate region 
errors are as likely to be made in one direction as the other.2• 

For the purpose of this analysis, we constructed charts for 
each subject similar to those shown in Figures 16 and 25. By in­
spection we divided these charts into episodes of behavior at points 
where the relative amount of time occupied by barrier and escape 
behavior and diversions changed markedly. Activities with 
the experimenter, island behavior, activities at the window, 
and looking and wandering about, were included as symptoms of 
frustration in making this analysis because of their ambiguous na­
ture and because results reveal a small positive relation between 
strength of the primary frustration (barrier and escape behavior) 
and the frequency of such behavior.25 When the episodes had been 
identified the proportion of the total time occupied with such be­
havior was determined and the episodes were classified according 
to the potency of frustration, as measured in this way. Both the 
free play situation and the frustration situation data were dealt 
with in the same way, and the episodes were classified according to 
potency of frustration without regard for the experimental session 
in which they occurred, or for the source of the frustration, i.e., 
barrier or escape. 

As the discussion will show, it was necessary to designate a few 
special episodes on the basis of the kind of activity. 

In grouping the episodes into categories on the basis of potency 
of frustration, it appeared inexpedient to make the categories nar­
row or to consider the potency rating too precisely, for it is obvious 

" Lippitt and White in a forthcoming publication and using a similar 
method of dividing the behavior of groups in various social atmospheres 
into natural episodes, found a high reliability for the placing of the 
boundary point. 

•• For the less refined measure of the strength of frustration during 
the experimental session as a whole we took into account barrier and 
escape behavior only. In Table 15 are given the data including and not 
including diversions. 

• 
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that our criterion for potency of frustration is crude. We have 
identified the episode categories shown in Table 15 where the time 
occupied with barrier and escape behavior and diversions, the esti­
mated potency of frustration on a scale from 0 to 1, and the total 
time spent in each episode category, are given. 

Examples of Types of Episodes 

These episodes may be characterized and exemplified as follows: . 
I. Barrier and escape behavior predominates; only secondary 

TABLE 15 
FREQUENCY OF OCCU RRENCE AND CHARACTERISTICS OF EPISODES 

T otal Time Occupied With Total Time 

Barrier and Escape I Barrier Esti-
·Behavior and and mated Spent 

Episode Category Diversions Escape Potency in Play 
Behavior of Frus- Seconds 

tration ---
Mean I R I Mean Mean 

Per Cent. ange Per Cent Per Cent 

I. Barrier and escape be-
havior dominant; only 100 100 100 .95 0 9,590 
secondary play occurs 

II . Barrier and escape 
behavior and diver- 72 60 to 99 50 ·! 28 15,590 
sions dominant; some 
f.rimary play occurs 

II . Play and frustration 
of about equal frequency 44 30 to 59 32 . 5 46 15,250 

IV. Play dominant; some 
barrier and escape 26 20 to 29 
behavior occurs 

17 .3 74 10 ,445 

V. Plaf- dominant; prac-
tical y no barrier and 5 0 to 
escape behavior occurs 

13 1 .05 95 37,485 

Va. Superficial play 
11 5 to 15 0 dominant .05 89 4,550 

s,. Real substitutes 100 100 100 ?• 100 1,260 s,. Irreal substitutes 92 88 to 100 84 ?• 1,510 

*See page 163 for discussion of potency of frustration in these cases. 

. play occurs. Frustration is maximal. In view of the occurrence 
of secondary play potency of frustration (Po(Fm)) was rated .95 
instead of 1.00 in spite of continuous barrier and escape behavior 
or diversions during these episodes. 

Barrier behavior 
Escape behavior 

Diversion 
Escape behavior 

Subject 6 
Child looks at barrier. 
"I'm ready to go to preschool now." (Voice a little 
playful.) 
Goes to radiator; climbs and sits with face to window, 
"I'm ready to go now,'' repeats four times in sing­
song way. 
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Diversion 
Escape behavior 
Barrier behavior 
Escape behavior 

Diversion 

Escape behavior 
Diversions 
Barrier behavior 

Escape behavior 

Barrier behavior 
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Runs hand over radiator. Watches E write. 
"I'm ready to go now." (Exaggerated niceness.) 
Goes to barrier. Takes cords off curtain. 
To square 3. "I'm ready to go to school now." Re· 
peats. 

Goes to wall. Walks behind curtain at barrier. 
Walks around middle of room on the patterns of the 
floor . Goes to radiator. 
"I'm ready to go?" asks pleasantly. Repeats twice. 
Watches E write. Hits table, then hits herself. 
Points to barrier. Makes gestures for E to put up 
the barrier. Walks along barrier and looks through. 
Goes to radiator. "I'm ready to go." E, "I haven't 
finished my lessons." S, "All right, when you finish 
then you'll have to take me back." Hits fists together, 
"My mamma may come. I want to go and play. I 
want to go home to my mamma." Hands to face and 
behind neck. "I'm ready to go now." Squirms. 
Rubs eyes, as if tired. Makes a noise. 
Looks through barrier. 

Diversions Makes sucking noise. Climbs on radiator. "Oh, I 
see something." Laughs, looks out of the window. 
Turns around and sits on sill, "I won't fall off, will I?" 

Escape behavior "I'm ready to go a.cross the street. Maybe my roam-
and diversions rna is here. Hums. Fingers toes. Sits restlessly 

on window sill. Sings, "I'd like to go now." Looks 
out window. Gets down. 

Barrier behavior Goes to barrier, starts to climb. Looks at E. Looks 
through barrier. "I can climb and jump over." 
Looks at E, looks through barrier, makes grunting 
noise. 

Escape behavior To table, watches E . Picks nose. "I guess my mam­
ma is here already." Watches E. Wrings hands. 
Looks at E's writing. "My mamma will come al­
ready, if you write on the back. You have some more 
paper, don't you?" Arms behind neck. "I want to 
go home." (Louder) "I want to go across now. 
Is that the last paper? My mamma will come." "I 
want to go over there and play in the sand." "Why 
don't you take me over and come back? Will you be 
done after a while?" No response by E. "We have 
some baby pups at our school." Hits fist on table. 
"My mamma." Hits middle of table hard, squirming. 

II. Barrier and escape behavior and diversions are dominant 
though some primary play occurred. Potency of frustratio~ 
rated .7. 

• 

Primary play 
Es•cape and sec­
ondary play 

Diversions and 
primary play 

Barrier behavior 

Escape behavior 

Diversion and sec­
ondary play 

Escape behavior 

Diversion 

Barrier behavior 

Escape behavior 

Diversion 

Escape behavior 

Barrier behavior 
and secondary 
play 
Primary play 

Escape behavior 

Diversions 
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Subject 12 
Child goes to table. Puts sailboat together. 
Gets up, "I'll go back to preschool now, may I?" Goes 
to square 2. Sticks piece of clay to clay board. "I 
go ba·ck to preschool, may I now?" Voice very plain­
tive and polite. Repeats three times. 
Goes to middle of room. Walks around, picks up fish 
pole, goes to lock, puts fish pole against lock, goes ' to 
bolt at west wall, fish pole placed against it. To 
square 1; brings chair to table. 
Goes back to barrier; "May I play here once more?" 
Pushes upper barrier hard. Manipulates hook; "Let 
me play here once more." (Plaintive, but polite.) 
Repeats. Goes to table talking. 
"I want my overalls on, I go back to school." Repeats 
twice; pushes on door. 
To table, "What's that paper?" (Voice not plaintive.) 
Gets crayon from 2, marks on E's paper. E gives him 
another. 
Gets up, "I go back now." Goes to rear door, pushes; 
takes chair to rear door. "I'll get lock open." 
Gets down from chair. Talks, walks about middle of 
room. 
Goes to barrier; shakes, walks along barrier, reaches 
through. "Please let me play." Repeats three times; 
goes along barrier, pulls curtain. To E, "Please let 
me." Repeats twice, plaintively. 
"I go back to school." Tries to get up on .chair by 
the door. Gets ironing board from square 1 and tries 
to climb on it to open · door. 
Goes to table, stands looking out window while fin­
gering crayon. 
Goes to door, "May I go back to school?" Observes 
window, tries door. Goes to rear door, tries it, shakes 
it, "May I go back to school?" 
At table, takes crayon and puts it in basket, takes 
basket to barrier. Drops crayon through the barrier. 
"May I play there once more?" Pushes barrier. 
At square 1. Detaches truck and trailer, then reat­
taches. Gives truck big push, makes noise of truck, 
detaches, reattaches; truck noise; whispers to self 
very rapidly. Makes restless, energetic movements . 
"May I go back to school?" Goes to rear door. Goes 
to table, "I go back to school." (Plaintive voice) 
Goes to wall, tries light, touches clock cord and gets 
a shock; "I'll tell my mother. I need to wash it." 
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Barrier behavior 

Escape behavior 
Diversions 
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Goes to table and rear door. Stands at table watch­
ing E write. "Don't write on that paper more." Goes 
to window, "I see a bird." (Calm voice) 
Goes to barrier, looking through, "I play there more." 
Pushes barrier. Pulls curtain of barrier up and down, 
up and down. Pulls curtain clear down, then up. 
Goes to rear door, shakes. 
"I go now," (urgent and plaintive.) 
Goes to window, "I see robin," (pleasant voice). 

III. Frustration and play behavior are of approximately 
equal potency. Potency of frustration rated .5. 

Barrier behavior 

Diversions and 
secondary play 

Barrier behavior 
Primary play 

Diversions and 
secondary play 
Escape behavior 

Barrier behavior 

Barrier behavior 
and secondary 
play 
Primary play 

Diversions 

Primary play 

Subject 11 

Barrier is down. Subject standing by barrier. "I 
want the big truck and trailer," repeats six times; 
moves along barrier. Goes to table. "I want the big 
truck and trailer;" repeats two times. E, "No." Goes 
to square 1, touches truck and trailer, looks through 
barrier, looks at phone. Goes to . barrier, "I'm going 
to open this; how do you? Can you open it?" 
Goes to square 3; gets fish pole. Walks behind square 
2 ; goes to observer's window. Pokes fish pole through 
keyhole; pulls it out. 
Looks at barrier. 
Goes to square 1. Truck and trailer reattached. "I'll 
bring the truck here." Detaches truck, runs it down 
trailer, reattaches. 
Walks to table, runs finger over E's paper. To square 
1, picks up iron. 
Goes to table, "I want to go back to school." Repeats 
two times. 
Goes to barrier, "I like to go there." Looks through 
barrier, pulls curtain down, runs it up half way, then 
clear down. Runs barrier curtain up and down. 
Goes along barrier; attaches fish pole to cord; pulls 
three-quarters down. 

Walks to square 2, "I'll play with the crayons." Puts 
crayons in box. Colors. 
Asks E, "Where is the pencil?" Repeats four times. 
Goes to table, then repeats three times. Fingers iron. 
Watches E, "Is that your pencil?" "Is that your pen?" 
Leans on table watching intently. 
Goes to square 2, replaces crayons, colors, makes dots, 
musses up crayons in box, colors with hard, vigorous 

Barrier behavior 

Primary play 

Escape behavior 
Barrier behavior 

Primary play 

Diversion 
Barrier behavior 
and secondary 
play 
Primary play 

Barrier behavior 

Diversions 

FRUSTRATION AND REGRESSION 161 

sweeps, takes new paper. Picks up papers, takes them 
to table, "Over here." Clears off truck. Spreads pa­
pers out on table; colors with pink crayon. "I'll take 
the paper off." Unwraps crayon; colors, makes dots, 
makes long line like writing. 
Goes to barrier. Finds bracelets in corner (left by 
another child), "Whose are these?'' Repeats five 
times. "Can I put them on?" Lifts barrier curtain 
and looks under. "I'm going right back in there." 
Repeats five times. 
Goes to table, then to square 1. Takes ironing board 
to table, "Ironing board, ironing board," sings it four­
teen times. Places cup, saucer, teapot, iron and truck 
on ironing board. Pours tea, yawns. 
"I'm going back to school," repeats four times. 
Walks to barrier. Manipulates lock. "I have a key." 
Looks along barrier, under curtain. "I like that 
sweeper," (toy behind barrier) repeats five times. 
Goes to middle of room. Mutters about coming here 
to play as he manipulates magnet and fish pole. 
Threading fish pole through magnet, and sewing cord 
around magnet, "Look what I am doing." 
Goes to light switch, turns light off and on. "Bang!" 
Gets bracelets at barrier, puts them on. "These are 
my rings." Looks at barrier, as he works with brace­

lets. 
Throws them away. Stamps across to square 1. Sits 
on chair and rocks hard. Walks to middle with 
chair. Sits down. To table; knocks ironing board 
over, does not pick it up, moves to table. Tries to sit 
on chair in various ways. Gets crayon from floor and 
marks on paper. Smashes crayon down on paper. 
Goes to square 3 with chair, rocks. "Here's the iron­
ing board," picks it up, places it on the chair. Iron 
picked up, irons paper torn from square. 
Lifts barrier curtain; "I want in there, can I go in 
there?"' 
Drops iron and carelessly walks over toys. 

IV. Play dominant, but both barrier and escape behavior and 
diversions are also present. Potency of frustration rated .3. 

Primary play 

Subject 28 
Walks to square 1. Talks about boat. "Why does this 
cabin come out? Is it meant to?" "I can have these 
(papers) for clothes." Takes paper to square 1. Re-
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Barrier behavior 

Diversion 

Barrier behavior 
Primary play 

Barrier behavior 
Primary play 

Barrier behavior 
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turns to square 3. "And this much for pond." Places 
things from square 3 around radiator. "What kind of 
frog is this? Why is it green? Why do they jump?" 
Swings fish pole. "Frogs aren't tame, are they?" 
Places fish pole against bolt in wall. "This is a steam 
shovel. How can I play with it? (referring to fish 
pole). Just hold it?" 
Goes to square 1, then to barrier. "When can I get 
in there? Why can't I? Can I attach this rope 
here?" Repeats four times. Ties cord to barrier. 
"Make an elevator of it?" Talks about elevator. Looks 
through barrier. 
Walks to radiator, talking about elevators and ex­
plaining how they work. (Pleasant voice) 
Looks through barrier. 
Talks more about elevators. Goes to square 1. Places 
square of paper on ironing board. "I have lots of 
ironing to do, don't I? Look!" Sits on chair. 
Looks through barrier. 
·"Here will be the ironing place." Facing barrier, 
irons. "Trrrr." Answers phone. "Hello! No, he's 
just busy now. When he's through he can answer. 
They asked if you would go to Davenport. They had 
a big truck and trailer to take your dishes in. They 
said the truck and trailer were new." Begins ironing 
again. "Oh, this is awful hot." Brings to E to test. 
Returns. Irons. Gets up with paper. "I'll use this 
for the floor, too. It will be a great big floor. Now, 
I need something for a store." Walks about at inter­
vals. 
Goes to barrier, "You should have let me play a little 
longer. Say, it might sprinkle in here. I'd better get 
the cardboard house." Repeats twice. "Then I'd have 
to get in the pla; ·house. Say, is there any chimney, 
etc., etc.?" Walks to square 1. Sits on chair. 

V. Play and diversions, but no escape behavior present. Po­
tency of frustration .05, in view of the fact that the situation was, 
after all, not entirely without restriction. An example of this type 
of episode is given on p. 296. 

Va. Superficial interest shown in play: This is the first of the 
special categories. In it are included episodes in which all require­
ments for inclusion in category V were met, but in which the 
interest in play or the "intensity" of play appeared too abnormally 
low. These are typical cases of superficial interest. Such children 
sat beside a group of" the toys and handled or played with them 
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in a lethargic way. Extraneous occurrences easily distracted them 
from their play. However, they engaged in no escape behavior. 

Apparently these are cases where potency of frustration was 
low and potency of play high, but where the force toward play, 
f P,Pl was weak. The interest in play was not usurped by activity 
of higher potency, but the tension involved was very low and su­
perficial. These cases are discussed in more detail later (p. 185). 

The characterization of this episode is based upon a subjective 
3stimate of the strength of the tension corresponding to the need 
for play. The problem is not sufficiently important in this con­
nection to warrant a detailed consideration of the justification. 

We have not based any major conclusions upon this category. 
For all crucial comparisons these episodes have been included with 

category V. 

Superficial pri-
mary play 

Subject 21 
Takes crayon, walks to square 2. Moves fingers on 
top of the box, then opens it. Takes crayon box in 
lap. Examines holes of box, takes lid off, takes 
crayon in hand. "Isn't that a pink color?" (Orange) 
"What color?" Makes a light line on paper. Colors 
knees, scratches leg with crayon. "I have two sores 
on that knee, and one on that." Marks on paper, head 
resting on her knee. Marks on sock. 
See also example on page 292. 

8
11 

Real substitutes: In this special category have been placed 
episodes in which play with the available toys is either a substi­
tute for, or a means of approach, to the inaccessible toys. An 
example of the former is ''fishing'' through the barrier with the 
available fishing pole, pretending to catch the obstructed toys. An 
example of the use of the available toys as an approach is found 
in the hauling of the toys to the barrier, putting them through, 
and asking the experimenter to raise the barrier in order that they 
may be recovered. In these cases, frustrated actions and play are 
functionally identical. 

This category is also a subjectively determined classification. 
One has to interpret the meaning of the play before an episode can 
be placed in this group. For this reason no decisive conclusions 
have been dra,~n from this analysis. For all important compari­
sons, 8

1 
and 8

2 
have been combined with category V. The strength 

of frustration in these cases is difficult to judge. In those instances 
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where an adequate substitute is attained, no frustration occurs; if, 
on the other hand, the activity has no substitute value, frustration 
may be maximal. 

Subject 22 

Barrier behavior Subject goes to barrier near the lake and tries to raise 
the barrier unsuccessfully. She stands awhile. 

Substitute fishing She looks through and says, "I'll pretend this is the 
through barrier water." She sticks the fish pole through. "Look, I 

caught a fish!" She laughs. "I'll take it off and put 
it on the boat." Fishes through the barrier again. 
She says, "I'll take it off and put it on the boat." 
Fishes through barrier again. She says, "I'll go back 
and get some real water and fish." 

Barrier behavior 

Primary play 

Barrier behavior 

Speaks about fish on other side and starts to lift the 
barrier, but can't do it. She laughs, and is a little 
embarrassed. "And that big truck and trailer and 
everything." 
She turns to square 1, "I guess I'll iron. I wish you 
had some clothes here." She sits down and irons. 
"Go over and get some clothes. Go over and get some 
clothes for me. I am tired. Why can't those things be 
over here? I want the balloon." 

Substitute i£oning Child continues her ironing. "I'll just iron my own 
of dress dress." Puts own skirt on ironing board and irons. 

"Now, doesn't that look pretty?" 

S 2 , Irreal substitute : This is a small category involving about 
1 per cent of the total time. In it have been placed episodes in 
which conversation about the toys occurs. This did not have the 
character of a social attempt to get the toys. 

Irreal substitute 

Subject 24 

Walks to barrier, touches wire. "It looks like Christ· 
mas night. Why do you have to put it down? My 
house is that color. Why will only part of the phone 
come out, I can't see?" Moves along barrier. "Why 
can't you have everything in the house?" 

Constructiveness of Play in Episodes Dif!e1·ing as to the Potency 
of F1·ustration 

If the potency of the background of frustration can be ade­
quately measured in the way which we have indicated, and if con­
structiveness in. play decreases with the potency of frustration (as 
suggested by the results for the strong and weak frustration cases) 
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one can expect a relation between constructiveness of play and 
the kind of episode in which the play occurred. The constructive­
ness of play in an episode should vary inversely with the potency 
of frustration in that episode. 

Average Constntctiveness and Potency of Episode.-In Table 
16 the mean constructiveness of play in the various episode cate­
gories is shown. Both primary and secondary play and play units 
of all lengths are included. These results show in a very striking 
way the increase in the constructiveness of play as the potency of 
frustration decreases. It will be noticed that the magnitudes of 
these differences greatly exceed those obtained when constructive­
ness in the free play and frustration situations are compared. The 
difference between the mean constructiveness of play in categories 
I and V is 3.82 points. This enhanced differentiation may be at­
tributed to the greater exactness with which psychological situa-

T ADLE 16 

MEAN CONSTRUCTIVENESS OF PLAY (PRIMARY AND SECONDARY) I N 

EPISODE CATEGORIES DIFFERING AS TO RELATIVE 

POTENCY OF FRUSTRATION AND P LAY 

Number Esti· Estimated 
Episode of mated Potency Mean 
Category Epi- Potency of Frus- Construe-

so des of Play tration tiveness 

I 8 .05 .95 1.81 
II 29 .30 .70 3.31 

III 18 .50 .50 4.19 
IV 16 .70 .30 4.43 
v 31 .95 .05 5.63 
Va 5 .95 .05 4. 50 
s. 5 ? ? 6.00 
s. 2 ? ? 3.25 

v,va,s, 41 .95 .05 5.44 

tions are isolated in the present analysis. These results are shown 
graphically in Figure 26 where the relation between potency of 
background of frustration and constructiveness of play is given. 

Consh-uctiveness of Play Units of Different Length and the 
Potency of the Background of Frustration.-The effect of the po­
tency of frustration upon constructiveness could result from an in­
crease in the number of play units of short duration in the episodes 
of high potency of frustration. In fact it is inevitable, on the basis 
of the criteria used for determining potency of frustration, that 
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regression 
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I to V is expressed in mental-age equivalents on the right ordinate. (The 
values are computed from the relation between mental age and construe· 
t iveness in the free play situation, p. 114. For the extrapolation to the 
younger ages necessary here a logarithmic relation has been assumed, 
y = 7.48 log x - 7.81.) The amount of regression is the difference (in 
months) between the level of constructiveness in fu lly involved play, Epi­
sode V, and that in the other Episodes. 

the strong frustration, i.e., low numbered categories should have 
fewer long play units than the weak frustration categories and 
hence, because of the positive relation between length of play unit 
and constructiveness of play, that the average constructiveness of 
all play should be lower in such categories. We have discussed a 
similar question when comparing the mean constructiveness in the 
frustration situation and free play situation. We now ask again 
whether different potencies of the background of frustration have 
any effect upon the constructiveness of play units of the same length. 

In Table 17 and Figure 27 the length of the play unit is con­
trolled. For play units of the same length, the constructiveness of 
play seems to vary inversely to the estimated potency of frustra­
tion. There are some inversions, doubtless due in some instances 
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to unreliability resulting from the small number of cases. It ap­
pears probable that there is no difference between constructiveness 
in categories III and IV. On the whole, however, the results are 
well in accord with those given on page 147 and show clearly that 
a background of frustration not only reduces constructiveness by 
shortening the play units, but also that it reduces the constructive­
ness of play for units of the same length. By and large this de­
crease in constructiveness goes parallel with an increase in the 
potency of frustration. 

Constn~ctiveness of Primary Play and Potency of Frustmtion. 
-In Table 18 the analysis is carried further. In this table secon­
dary play was omitted and the mean constructiveness of all primary 
play in categories I to III is compared with that in categories IV, 
V, Va and 8 1 for play units of the same lengths. Only subjects who 
provide behavior for both groups of categories are included. The 
mean of the differences is given for each subject. In computing 
these individual means, the constructiveness has not been weighted 
for length of unit , as was done in Table 17. The significance of 
the difference being RO elear, thE' extra computations required by 
weighting were not undertaken. The mean of these mean differ­
ences is 1.17 ± .14. From these data it is evident that the subjects 
either could ·not or would not undertake play of as high construc­
tiveness in episodes of high potency of frustration as in those of 
low potency. 

T ABLE 17 

CoNSTRUCTIVENESS OF PLAY (PRIMARY AND SECONDARY) IN EPISODE CATE­
GORIES FOR PLAY UNITS OF THE SAME LENGTH 

Type of Episode 

I II III IV V, Va,S1 

Length of Frustration 
Play Units, Frustration Dominant but Frustration PlayDomi- Play 

Secondo Dominant Some Primary and Play nant; Some Dominant 
Play Occurs Equal Frustrat ion 

------------------.-
Num- Mean Num- Mean Num- Mean Num- Mean Num- Mean 

ber Con- ber Con- ber Con- ber Con- ber Con-
of s truc· of struc- of a true- of etruc- of struc-

Play tive- Play tive- Play tive- Play tive- Play tive-
Units nees Units ness Units ness Unito ness Unit• ness 

----------------'-
1 to 15 10 1. 70 27 2.35 38 2.42 62 3.05 73 3.23 

16 to 30 6 2.83 43 2 .63 48 3 . 69 65 3.60 100 4 .06 
31 to 45 5 1 .40 25 3.25 34 4 . 18 36 3. 78 66 4 . 50 
46 to 60 3 2.33 14 3 . 25 25 3 .80 17 4.35 39 4 .90 
61 to 90 1 1.00 15 4 . 14 14 4.36 23 3.91 52 5 . 00 
91 to 120 6 3 .33 14 4 .93 17 4.53 27 5.33 

121 to 180 6 3 . 50 15 5 .27 15 4 . 47 33 5 .12 
181 + 5 4.80 11 5 . 18 42 5.86 
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TABLE 18 
DIFFERENCES IN MEAN CONSTRUCTIVENESS OF PRili1ARY PLAY IN EPISODE 

CATEGORIES I TO III AND EPISODE CATEGORIES IV, V, Va AND S t* (MEAN 
CoNSTR UCTIVENESS EPISODES I, II, AND III-MEAN CONSTRUCTIVENESS 

EPISODES IV, V, Va, Sl) 

Mean** Length of Play Unit in Seconds -~~ 
~~~t- ~\----wto\31t;-1~1~1~11:2itol 181 

+ 15 30 45 60 90 120 180 -----1 
19---0-- --=2.92 --=:3.00 +1.50 --- - -----

13 -4.00 -1. 87 -3 .33 -4.50 - 3 .00 - 0. 50 
17 + 1.67 - 2.33 -1.17 +2.00 -2.67 -0. 20 +0.75 
1~ - 1.57 -3 .00 
22 -2 .67 +1.17 +0.75 -1.50 
15 - 4 . 21 - 3 .57 
20 - 1.00 0 0 
14 -0.44 +0.29 -1.40 
11 - 2 . 46 +0 . 50 +0.67 - 2 .00 -1.00 
18 - 3 .00 - 1.50 
16 -0 .97 +0 . 22 +0 .75 -0 +3 .00 
26 - 0 . 50 0 
21 - 2 .00 +0.50 -0.25 

6 - 2 .33 -1.83 
3 - 3 .00 

28 - 0 .67 
1 -1. 29 
8 -0 .88 0 

24 -4 .00 - 3 .00 
10 -1 .50 +0 .64 
9 - 1.33 -1. 00 

-1.00 -1.00 
+0 .80 

-1 .20 
-0 .08 -1.60 
-2 .33 -1.67 

29 
23 
30 

-1.15 +1.00 

4 
2 -0 .36 +0.11 

+0 .33 +0.30 
-1.00 

-0 .91 
+0 .67 
+1.67 
- 2.67 

+0 . 17 
-0 .50 
+1.50 

+1.67 

+1:50 

- 3.00 

- 2 .75 
- 2 .75 

0 

-1 .33 

-1. 00 
-1.00 

+ 4 .67 

1.33 

- 2.00 

- 1.47 
- 2.87 
-0 .28 
- 2.28 
-0. 50. 
-2.59 
-0.33 
-0.53 
-0 .86 
-2.25 
+0.60 
-0 . 25 
-0.58 
-2.08 
-3.00 
-0.67 
-1.15 
-0 .03 
- 2 .73 
+0.17 
-1.58 
+0 . 25 
-0.38 

-3 .00 
-0.60 
-0.86 
+ 1 .34 
-1.83 
-1. 23 

25 
7 · 

27. 
5 

Mean 
+2.00 -1.71 
-1.30 - 0 .95 

-2.07 
-0 .69 -1.17± . 14 

- 2 .00 -2 . 25 
- 1.12 - 0 .84 -1.07 +0.03 -2.00 

*Only data from subjects providing data in both Categories I to III and IV, V, Va, and~~ 
included . In the case of category I no preliminary play occurred. In accordhnce wd~h t e 
considerations discussed on page 157 we have taken secondary play as the best m 1cator 
of constructiveness in this category. 

**Not _weighted for time. See, p. 105 

In . the following tabulation the amount of the difference in 
constructiveness of play is r elated to the amount of the difference 
in the potency of frustration and of play: 

Episode Categories 
· compared 

I and. v• 
I and IV ; II and V 
I and I II; II and IV ; 

III andY 
I and II; II and Ill; 

III an.d IV; IV and V 

Estimated Decrement in 
Potency of Frustration and 

Increment in Potency of Play 
on Scale of 0 to 1 

.90 

.65 

.45 

.2 

• Category V' includes v, 'va, and s,. 

Mean 
Increment in 

Constructiveness 
. 2.32 

1.38 

0.83 

0.28 
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In this tabulation comparisons were made only between data of the 
same subject for the same length of play unit. Here we find that 
the amount of the difference in constructiveness varies directly 
with the amount of the difference in the relative potency of frus­
tration and play. 

Discussion 

The data of this section are important because they verify the 
results of the previous analyses; in fact , the magnitude of the dif­
ferentiations is enhanced by the more exact fractionation of the 
data. Also of importance is the fact that they constitute . a verifi­
cation of the methods used in identifying the more inclusive psy­
chological situations and the concepts used in dealing with them. 

It should be kept in mind that the "objective" physical-geo­
graphical and social aspects of the experimentally arranged situa­
tion were relatively constant and did not enter this analysis. The 
psychological nature of each situation-at-large was determined 
solely on the basis of certain aspects of the pattern of the changing 
behavior, i.e., the frequency of barrier and escape behavior and 
diversions. These empirical facts, these patterns, were co-ordinated 
to the construct of overlapping regions of the situation-at-large. 
The finding that constructiveness of play (an aspect of behavior 
entirely excluded in identifying the situations) varies in accord­
ance with the characteristics of the psychological situation-at-large 
in which it occurs, establishes the psychological reality, i.e., the ef­
fectiveness, of these larger aspects of the psychological situation. 
This does not, of course, verify in every respect the adequacy of 
the constructs, or the explanations which have been proposed. It 
does, however, indicate the necessity for these or similar concepts 
and explanations. 

This type of' analysis is, to our minds, a step in the direction 
which psychological methodology should take, particularly when 
dealing with larger situational units. Large, inclusive situations, 
which contain not only the immediate action but also more or less 
of the background of the life space are of prime importance in the 
field of motiv_ation, personality, and development. The methods 
used demonstrate the possibility of using behavior as a basis for 
inferring the nature of the psychological situation, with the help 
of operational definitions and conceptual constructs, without re­
sorting to a circular argumentation. 
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One difficulty in dealing with the· influences of the situation-at­
large upon behavior is the need for proving the existence of such 
situations in the absence of stable, invariant aspects of the physical­
geographical and social environments to serve as identifications. 
The requisite procedures have appeared hopelessly subjective and 
speculative. However, by the use of empirical constructs, which 
though hypothetical in the beginning, can be verified by explain­
ing other, independent aspects of behavior in terms of the same con­
structs, one can avoid these evils of speculation. In the present case 
the hypothetical step, i. e., the co-ordination of the construct of po­
tency of overlapping situations to the pattern of frequency of ac­
tivities, has been verified to an important degree by the finding 
that another, independent aspect of behavior, constructiveness, 
varies with changes in potency in the situation-at-large. How the 
effect of frustration on the constructiveness of play can be ac­
counted for in terms of these constructs will be discussed later. 

E F FEC'l' OF FRUSTRATION UPON PLAY WITH VARIOUS TOYS 

In this section we turn to a consideration of the influence of frus­
tration upon play with individual toys. This approach bears directly upon 
the problem of what processes determine the effectiveness of frustration. 

Originally the toys were chosen so that the play material on two 
squares had some similarity or functional relation to the inaccessible 
toys. Toys for playing house were placed on square 1 and water toys 
were placed on square 3. Square 2 contained material which was not 
related directly to the inaccessible toys, namely crayons or clay. It was 
our expectation that frustration would affect the play with these groups 
of toys in different degrees, but this did not occur, at least not to any 
considerable extent. We therefore have not treated these groups of toys 
differently. 

Attractiveness of Toys in Free Play and F ·rustration 

One can ask whether the decrease in constructiveness indicates a 
change in the valence of play activities in the frustration situation or a 
change in the momentary ability of the child. Play of relatively low con­
structiveness may be more attractive in the frustration situation than in 
the free play situation instead of being due to the child's inability to en­
gage in highly constructive play. 

Related to this question are data on changes in toy preferences from 
the free play situation to frustration situation. In Table 19 the relative 
proportions of the total play time occupied with particular toys in the 
free play situation and frustration situation are given. In the discussion 
which follows we will refer, unless specifically stated otherwise, to the 
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data for the strong frustration- group, inasmuch as these data are most 
pertinent. 

In the first place great differen_ces exist in the desirability of ·dff. 
fPrent toys: the crayons, clay, and truck were each used more than 16 per . 
cent of the total play time in the free play situation while saucer, teapot; 
and cup were used less than 3 per cent of the total play time. ' ·. 

In the second place, it is clear that there are cha.nges in the relative 
desirability of particular toys from the free play situation to the frus-

TABLE 19 
CONSTRUCTIVEN ESS OF PLAY, AND PROPORTION OF TOTAL PLAY TIME OCCUPIED 

WITH INDIVIDUAL TOYS* 

Constructiveness Proportion of Total Play Time 

Toy j Frustration 

Diff· 
erence 

Free Play Difference Free Play Frustration (Fru- Changet 
(Fru -FPl) FPI) 

-~-~-~----~- Rank ~--
---,-

Rank Rank Rank Rank Rank I Per 
Order Mean Order Mean Order I Mean Order Mean Order Mean Mean Order Cent 

Strong Frustration Group 

Frog 11 4 .70 15 2 .94 1 -1.76 8 . 060 17 .018 - . 042 1 70 
Duck 10 4.82 14 3 . 21 2 -1.61 11 .037 13 .027 - . 010 6 27 
Sailboat 6.5 5 . 15 12 3 . 56 3 -1.59 14 . 031 8 . 040 + .009 13 - 29 
Cup 2 5 .39 10 3.89 4 -1. 50 16 . 025 10 . 5 . 038 + .013 15 - 52 
Boat 8 5 . 10 11 3.61 5 -1.49 13 .035 4 . 114 + .079 17 - 226 
I'hone 16 3 .98 17 2.89 6 -1.09 5 .094 5 . 112 +.018 12 - 19 
Doll 6.5 5 . 15 8 4.08 7 -1.07 12 .036 9 . 039 + .003 11 - 8 
Fish pole 13 4 . 56 13 3.55 8 -1.01 4 . 103 3 . 138 + .035 14 - 34 
Teddy 12 4 . 69 9 .. '3 .95 9 -0'. 74 10 .044 15 .022 - .022 4 50 
Truck 3 5 .31 5 4.58 10 - .0, 73 3 .163 2 . 150 -.013 9 :; ' 8 
Clay 1 5 . 40 4 4.70 11 -'0. 70 - 2 . 181 6 .063 - .118 2 65 
Ironing 

' 4. n ' 
~ : ·' 

board 4 5 . 19 3 12 -0.48 7 .081 12 .030 - . 051 3 63 
Chair 17 3 . 19 16 2.93 13 -0. 26 9 .049 10.5 .038 - .011 8 22 
Crayon 5 5 . 17 1 4 .94 14 - 0 . 23 1 .187 1 .201 + .014 10 - , 2~ Teapot 9 4.91 2 4 .78 15 -0 . 13 15 .026 ' 16 .020 - .006 7 
Iron 14 4.17 6 4 . 27 16 +0.10 6 .082 7 .059 - . 023 5 : .. 28 
Saucer 15 4 .01 7 4 . 11 17 +0 .10 17 . 013 14 .026 + .013 16 :-100 

' ~ ; 

Weak Frustration Cases 

Frog 13 3 .37 13 3 .50 10 +0.13 9 .056 4 . 114 + .058 15 -104 
Duck 15.5 3.13 8.5 4 .03 14 + 0 .90 12 .042 3 .116 +.074 17 -176 
Sailboat 6 4 .34 12 3.53 3 -0 . 81 17 .023 15 .026 + .003 10 - 13 
Cup 2 5 . 16 7 4.48 4 -0 .68 3 .129 16 .024 - . 105 1 81 
Boat 10 3 . 89 14 3.41 5 -0 .47 11 .043 9 .5 .054 + c011 11 - 26 
Phone 14 3 .20 17 2 . 22 2 - 0 .98 5 . 088 9.5 . 054 -.034 7 39 
Doll 15.5 3 . 13 8 . 5 4 .03 16 +0 .90 15 . 034 8 .065 + .031 14 - 91 
Fish pole 12 3 . 42 15 3 . 27 7 -0 . 15 6 . 083 2 .138 +.055 13 - 66 
Teddy 9 3.90 10 . 5 4 .00 8 +0 .10 8 . 063 12 .035 -. 028 4 . 5 44 
Truck 5 4 .50 4 4.61 9 +0.11 2 .150 6 . 085 - . 067 4.5 44 
Clay 1 6 . 25 10 . 5 4 . 00 1 - 2.25 4 .101 5 .104 + .003 9 - 3 
Ironing 

board 11 3 .79 6 4 .52 15 +0.73 7 . 068 14 .027 -.041 3 60 
Chair 17 2 .73 16 2.31 6 -0 .42 10 .055 13 . 033 - .022 6· 40 
Crayon 3 4.64 2 5 . 07 13 +0 . 43 1 . 199 1 .182 - . 017 8 8 
Teapot 4 4 . 53 3 4.76 11 +0.23 13 .039 7 .083 +.O·i4 16 -113 
Iron 7 4 . 24 5 4.57 12 + 0 .33 14 . 036 11 .048 +.012 12 - 33 
Saucer 8 4.11 1 5 .33 17 +1. 22 16 .025 17 .009 - . 016 2 64 

•The proportions sum up to more than 100 because more than one toy were frequently used simultaneously. 
tProportion of total time in frustration expressed ss per cent of proportion of tots! time in free play. 
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tration situation. Below we have listed the toys in the rank order of 
their desidtbility (time spent with each toy) on the two occasions as indi· 
cated by the data of Table 19 : 

Free Play 
Situation 

Frustration 
Situation 

Crayon 1----------~ 
Clay 2 

Crayon 
Truck 
Fish pole 
Boat 
Phone 
Clay 
Iron 
Sailboat 
Doll 

Truck 3 
Fish pole 4 
Phone 5------~~~ 
Iron 6 ----L. 
Ironing board 7 
Frog 8 
Chair 9 
Teddy 10 
Duck 11 
Doll 12 
Boat 13 
Sailboat 14 
Teapot 15~~~~~ 
Cup 16 
Saucer 17 

0,5 Cup 
;t0.5 Chair 
12. Ironing board 
:1.3. Duck 

Saucer 
Teddy 
Teapot 
Frog 

Toys for which the desirability increases in the frustration situation 
and the amount of the increase in terms of rank order change, are boat, 
13 to 4; sailboat, 14 to 8; cup, 16 to 10.5; doll, 12 to 9; saucer, 17 to 14; 
fish pole, 4 to 3; truck, 3 to 2. Toys whose desirability decreases in the 
frustration situation and the number of rank orders of change, are frog, 
8 to 17; teddy, 10 to 15; ironing board, 7 to 12; clay, 2 to 6; duck, 11 to 
13; chair, 9 to 10.5; teapot, 15 to 16. 

These changes in rank order are verified by the changes in the 
arnount of time occupied with particular toys in the frustration situation. 
These data are given in the last three columns of Table 19. In the last 
column the difference in time (frustration situation-free play situation) 
is expressed as a per cent of the time spent with the toy in the free play 
situation. The toys which are used less in the frustration situation than 
in the free play situation, and the percentage decrease from free play 
situation are frog, 70 per cent; clay, 65 per cent; ironing board, 63 per 
cent; teddy, 50 per cent; iron, 28 per cent; duck, 27 per cent; teapot, 23 
per cent; chair, 22 per cent; truck, 8 per cent. In addition to some 
changes in the rank order of amount of decrement this analysis differs 
from that above by adding iron and truck to toys whose desirability de­
creased in the frustration situation. In these two cases the changes are . 
small; in general the analyses are in accord. The toys which are used 
more in the frustration situation than in the free play situation and the 
percentage increase from free play situation are: boat, 226 per cent; 
saucer, 100 per cent; cup, 52 per cent; fish pole, 34 per cent ; sailboat, 
29 per cent; phone, 14 per cent; doll, 8 per cent; crayon, 7 per cent. Ex­
cept for changes of ranking and the shifting of doubtful cases, these data 
are in accord with those based on differences in rank order. 
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In the quest for an explanation of these changes in preference, we 
have first investigated the possibility that in the frustration situation toys 
are preferred for which activities of relatively low constructiveness have 
a high valence. 

To swing the fish line around the pole may be more attractive to 
an individual at a given time than to use the fish pole for fishing, in 
spite of the low constructiveness level of the former activity. Practically 
all play material can be used on different constructiveness levels. It is 
an interesting question whether or not different constructiveness levels 
are preferred with different play materials. The answer can be found by 
referring to the free play situation where an activity A with a particular 
toy will be chosen so that f P,A = nwximum. (f P . . < means the strength of force 
in the direction of activity A). With some. toys !P,A is greatest for activi­
ties of relatively low constructiveness. 

We find that the preferred constructiveness level differs greatly 
with different material. For instance, in an unrestrained free play situa­
tion activities with the chair are chosen which have a relatively low 
mean constructiveness, i.e., 3.19, while activities of a high constructive­
ness are preferred when the cup is used, i.e., 5.39 (Table 19). 

We have raised the question whether or not in the frustration situa· 
tion such toys as the chair, with a preferred low constructiveness level, 
are relatively more frequently preferred to those such as the cup with 
a preferred high constructiveness level. In other words, is the regression 
in constructiveness in the frustration situation due to the choice of toys 
of low "natural" constructiveness level? 

In order to answer this question we have determined the change in 
preference from the free play situation to the frustration situation of toys 

. differing in preferred constructiveness level in the free play situation. 
These data are presented in Figure 28. For each toy the amount of 
change in time of use is related to its mean constructiveness in the free 
play situation in a scatter diagram. From this diagram it appears that 
toys of high constructiveness in the free play situation do not su!Ter 
greater decrease of use in the frustration situation than toys of low 
constructiveness. 

We are forced to the conclusion, therefore, that frustration does not 
operate by decreasing the attractiveness of toys of naturally high con­
structiveness, and by increasing the attractiveness of toys of naturally 
low constructiveness, but must operate by changing the constructiveness 
of the play with the same toys. 

When we turn to a consideration of the toys which change in popu­
larity to the greatest extent from the free play situation to the frustration 
situation in the hope of gaining some insight into the factors involved, 
the picture is not greatly clarified. Boat, saucer, cup, sailboat, and fish 
pole increase in attractiveness from the free play situation to the frus­
tration situation by 25 per cent or more, while clay, ironing board, frog, 
duck, teddy, and iron decrease in attractiveness similarly. In the first 
group are three pond toys (boat, sailboat, fish pole) which one might ex· 
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FIGURE 28. The Relation between the Mean Constructiveness of Play with 
Various Toys in the Free Play Situation and the Change in Valence from 

the Free Play to the Frustration Situation 
The chart indicates that the degree of constructiveness in frustration 

is due to a lower level of play with the same toys rather than the avoid­
ance of certain toys. The duration of play with a toy is taken as a symp­
tom for its valence. 

The toys are represented as follows: boat, bt; chair, ch; clay, cl; 
crayon, cy; cup, c; doll, d; duck, dk; fishin.g pole, fp; frog, t; ironing 
board, ib; sailboat, .sbt; teapot, tp; teddy bear, tb; telephone, ph; truck 
::nd trailer, tt. 

pect to have a high degree of incompleteness in a situation where a real 
pond was not accessible. In the second group of toys of decreasing attrac­
Eveness are two pond toys, frog and duck. It is possible, though not im­
pressively so, that these toys are more complete in themselves than the 
three other pond toys, boat, sailboat, and fish pole, which are preferable in 
the frustration situation. In addition, there are in this group four toys, 
clay, ironing board, teddy, and iron, which apparently have no strong con­
nection with the obstructed toys. 

The Degree to Which the Constructiveness of Play with Various Toys 
is Affected 

We have already mentioned the great variability in the mean con­
structiveness of play with particular toys in free play. The data of Table 
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19 reveal, also, that there is great variability in the effects of frustration 
upon the constructiveness of particular toys. The rank order according 
to mean constructiveness in free play and frustration is shown below: 

Clay 
Cup 
Truck 

Free Play 
Situation 

Ironing board 
Crayon 
Doll 
Sa1lboa•t 
Boat 
Teapot 
Duck 
Frog 
Teddy 
Fish pole 
Iron 
Saucer 
Phone 
Chair 

1 
2 
3 
4~--=~~ 

5 
6.5 
6.5 
8 
9 

10 
11 
12 
13 .--.1-'-+....::0...~""<:""-.L' 
14 
15 
16~ 
17---

Frustration 
Situation 

Crayon 
Teapot 
Ironing board 
Clay 
Truck 
Iron 
Saucer 
Doll 
Teddy 
Cup 
Boat 
Sailboat 
Fish pole 
Duck 
Frog 
Chair 
Phone 

'l''lys ror which the rank order of constructiveness decreases from 
the free play situation to frustration situation and the amount of the 
change in rank order are cup, 2 to 10 ; sailboat, 6.5 to 12; duck, 10 to 14; 
frog, 11 to 15; boat, 8 to 11; clay, 1 to 4; truck, 3 to 5; doll, 6.5 to 8; 
phone, 16 to 17. Toys for which the rank order of constructiveness in· 
creases from the free play situation to frustration situation are saucer, 
15 to 7; iron, 14 to 6; teapot, 9 to 2; crayon, 5 to 1 ; teddy, 12 to 9; iron· 
ing board, 4 to 3; chair, 17 to 16. 

As is to be expected, there is a reduction in the mean constructive· 
ness of play with most toys from the free play situation to the frustration 
situation. The toys are listed in order of the absolute amount of regres· 
sion in Table 19. Those toys for which the regression amounts to one 
constructiveness point or more are frog, duck, sailboat, cup, boat, . phone, 
doll, fish pole. In two cases, i.e., iron and saucer, the mean constructive­
ness increases slightly, and for the following, decrease in constructiveness 
is 14 constructiveness point or less: teapot, crayon, and chair. The re­
maining toys, teddy, truck, clay, and ironing board show an intermediate 
decrease of constructiveness in frustration. 

In the attempt to find the factors determining these differences be­
tween toys in the amount of the regression in constructiveness, we have 
first related the amount of the regression to the constructiveness of pla·y 
in the free play situation. This relation is exhibited in the scatter dia­
gram of Figure 29. There appears to be a very slight tendency for the 
tcys of lower constructiveness in the free play situation to exhibit the 
smaller amount of regression in the frustration situation. It would seem 
unwise to attach any significance to this slight tendency. It may well 
be an artifact resulting from the unequal steps of the constructiveness 
scale. 
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FIGURE 29. Relation between the Constructiveness of P lay with Various ToyH 
in the Free Play Situation and the Amount of Regression in Frustration 

The toys are indicated by the same letters as in Figure 28. 

As a final approach we have investigated the relation between amount 
of reduction in constructiveness and amount of change in attractiveness, 
Figure 30. Again no clear relation is obtained. Some toys, i.e., boat, cup, 
sailboat, fish pole, duck, phone, exhibit a great decrernent in constructive­
ness from free play situation to frustration situation along with an 
increase in valence. Another group shows a similarly large regression in 
constructiveness along with a decrease in valence, i.e., duck and frog. A 
third group, truck, teddy, clay, and ironing board show a small decrement 
ir. constructiveness along with a decrease in valence. The re.maining toys 
show few changes. 

The result of this part of the inquiry is largely negative. While 
there are great' changes in the valence of particular toys from free play 
to frustration and great differences in the amounts of the changes, we 
have been unable to gain any insight into the determining factors. It is 
clear that the valence of primitive toys, i.e., toys which are naturally used 
on a low constructiveness level, does not increase in the frustration situ­
ation. Regression in constructiveness is not caused by a process of se­
lecting toys with which it is ·easy to play on a primitive level. 
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FIGURE 30. Relation between the Change in the Valence of a Toy f rom the 
Free Play to the Frustration Situation and the Amount of Regression 

The toys a re indicated by the same letters as in F igure 28. 

We have been unable to find the factors determining the great differ­
ences in the amount of regression in constructiveness of play with differ­
ent toys. The amount of regression is not related to the constructiveness 
of play with the toy in the free play situation or to t he amount of change 
in valence. However, it is an important finding that the regression in 
f rustra tion was not produced by a selection of primitive toys. 

Chapter VII 

CASES OF INCREASE I N CONSTRUCTIVE­

NESS OF P LAY I N FRUSTRATION 

We turn here to a consideration of the exceptional cases where 
constructiveness of play increased in the frustration situation. An 
adequate theory of frustration must, of course, account for them. 

GENERAL REMARKS 

There are two striking facts about these cases : 
1. All of them, when both primary and secondary play are 

considered, fall in the weak frustration group. This means that 
for half of the weak group there is an increase in constructiveness of 
play in the frustration situation. One immediately wonders if weak 
frustration may act to increase constructiveness under some condi­
tions. It is true, of course, that we may be dealing here with such 
small differences in amount of frustration and such small changes in 
constructiveness that the techniques of measurements are too crude 
to indicate accurately the small changes occurring in individual 
cases. In considering the individual cases, one may wish to exclude 
increases .in mean construct iveness of less than half a constructive­
ness point as of questionable significance and to exclude in addi­
tion, those cases where the increase in overt frustration behavior 
(barrier behavior, escape behavior, diversion) during the frustra­
tion situation is less than 100 seconds. There are left then, two 
cases where a rather impressive increase in const ructiveness occurs 
in frustration, i.e., child 7, 1.88 constructiveness points increase, 
and child 18, 0.93 constructiveness points increase (See Tables 11, 
12, and 14). We shall consider each of these cases separately. 

2. A glance at F igure 24 shows that there is some tendency 
for the cases which increase in constru ctiveness in the frustration 
situation to fall near the bottom of the distribution of constructive­
ness scores for their mental age groups in the free play situation. 

According to an accepted view, when one is ·dealing with an un­
reliable test the low scores on the first test would be expected to 
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increase on the average as a result of the shifting of the low scores 
to the mean. 

In the present case the following may be said: (a) the ten­
dency noted is very tenuous and (b) all of these cases fall within 
the weak frustration group. This makes it unlikely that the in­
creases are the result of chance factors, i.e., the weak group was 
selected on the basis of the change in strength of frustration, an 
aspect of behavior not related to constructiveness and change in 
constructiveness. 

Two ExAMPLES 

In an attempt to gain some insight into the reasons for increase 
in constructiveness of play in the frustration situation, we have 
made an analysis of the two most striking cases. 

Subject 18 

The quantitative data for Case 18 may be summarized as follows: 
Chronological age. 49 months; mental age, 66 months. The record is 
given in Appendix 3. 

Constructiveness of play 
(primary and secondary) 
Constructiveness of play 

Free Play 
Situation 

4.83 

4.83 

Frustration 
Situation 

5.76 

5.76 
(primary play) 

Behavior in school This child is characterized by the teacher as follows: 

Preliminary play 
period 

"Quiet. Alert. An intelligent individual. Observing. 
She thinks first, and then asks questions. The chil· 
dren in the group like her, but she never organizes a 
play. She is interested in painting, and her interest 
in stories is very strong. She is an independent in· 
dividual, and knows what she can and cannot do." 
The experimenter in observing her in the school 
gained the impression of an individualistic child. 
She was seldom seen playing with other children, 
but usually watched them. She showed no childish 
movements, playful gestures or "silly" behavior. She 
was quiet and composed. 

The child was free with the experimenter and willing 
to come to the experiment. During the preliminary 
play period, and also during other experiments, the 
child was on good terms with the experimenter. She 
made frequent contacts, showing what she did, and 
~a-operating with the experimenter. At the same 
time she was very much absorbed in play of an in-

Relation to ex­
perimenter 

Characterization 
of child by ex­
perimenter 
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dividualistic sort as block building, drawing, peg 
board. In her reaction to the leaving suggestion of 
the experimente·r in the preliminary play period, she 
showed a double attitude of co-operation with the 
experimenter and great interest in her play, which 
in this particular situation conflicted. When the 
leaving suggestion was made she co-operated by 
saying "yes," but her interest in the play was ex­
pressed by putting the blocks carefully back in place 
and making play of it. 
This last behavior was also indicative of her ten­
dency to finish what she did, to complete and com· 
plete fully the present action before going to some· 
thing new. The clearness with which two situations 
were separated is important for an understanding 
of her behavior in the frustration experiment. 

It is important to note that social activities did not 
attract her, or cause her to feel inferior. In the pre­
liminary period she did not want to play ball with the 
experimenter, excusing herself by saying that she 
could not do it. When the experimenter urged her to 
try, she co-operated but spontaneously returned to her 
private play (building blocks). She behaved toward 
the experimenter as to a benevolent observer which is 
the role which she herself played so often in the nur· 
sery school. 
In the free play situation she did not try to draw the 
experimenter into her play. She kept to herself, 
drawing and playing with the peg board, but willing­
ly showed the experimenter what she did. 

At the end of the preliminary session the experi· 
menter summarized those characteristics of the child 
which were of possible importance for an understand· 
ing of the free play situation and frustration as fol­
lows: (1) '"The child is absolutely free and open with 
the experimenter. ( 2) She becomes completely ab­
sorbed in her play. ( 3) She talks freely. ( 4) Her 
great interest in play with pegs and crayons may pre· 
vent her from ·engaging in more expressive dramatic 
play." The same characteristics were observed in the 
experimental periods. To them should be added 
another which also appeared in both the experimental 
and preliminary periods, but which was not realized 
at the time the .above notes were made; this was a 
tendency to fully complete a present action before 
starting another. 

• 
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Behavior in free 
play situation 

Behavior in frus­
tration situation 

The full experimental record of the free play situa­
tion and frustration situation is given in Appendix 3. 
In the free play situation we find in the beginning a 
considerable amount of investigation of low con­
structiveness. This accounts, in some measure, for 
the lower mean constructiveness of play in free play. 
All play with the toys other than pegs and crayons 
was relatively low. This is consistent with her lack 
of interest in so-called dramatic play. In general, 
this child did not appear to be very deeply involved 
in the play. 

In the frustration situation we find the following 
episodes: 

1. Very strong frustration with sudden transition 
to play (175 seconds) 

2. Deep involvement in play with pegs and cray­
ons (905 seconds) 

3. Strong frustration, attempt to escape (75 sec­
onds) 

4. Deep involvement in play without overt frus-
tration ( 80 seconds) 

5. Irreal substitute ( 65 seconds) 
6. Diversions and play ( 405 seconds) 
7. Frustration ( 60 seconds) 
8. Play (20 seconds) 

'l'his child exhibits symptoms of relatively intense 
frustration during barrier behavior. Practically only 
the second, fourth, and eighth episodes of the frustra­
tion experiment count so far as constructiveness is 
concerned and these involved primarily play with 
pegs, crayons, and beads. 
We are faced with the question, why was play with 
pegs and crayons on the same level in frustration 
and in the free play situation? 
In the beginning episodes this child appears to have 
been completely involved in the frustration situa­
tion. In the second episode she was as completely 
involved with the crayons and pegs. She appears 
most of the time in the experiment either in one or 
the other situation. We would suggest, therefore, 
tha-t this child is not in an overlapping situation 
most of the time but is in a sequence of nonoverlap­
ping situations during the frustration experiment. 
Undoubtedly the extent to which people enter over­
lapping situations varies greatly. In school and in 
the preliminary session this girl insists upon fully 

• 

Greatly affected 
when forced into 
overlapping situ­
ation 
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completing one task before starting another. This 
suggests that she lives in a succession of relatively 
separated psychological situations. Therefore, if the 
lowering of constructiveness in play, observed in 
other subjects, is caused by overlapping situations 
little reduction in constructiveness should be ex­
pected here. 

There is some evidence that in the· fifth and sixth 
episodes the child is forced into an overlapping sit­
uation. After play with the pegs she immediately 
tried to leave. Being prevented in this, she seemed 
to be forced into an overlapping situation. In these 
episodes her play activities are on a very low con­
structiveness level (two short play periods of very 
low constructiveness). One could argue that when 
overlapping situations are forced upon this type of 
child the constructiveness should be reduced more 
than usually. 
We may summarize our suggestions in the following 
way. The mean constructiveness of this child's play 
increases in spite of the fact that she was highly 
frustrated because: 

1. The subject engaged in an unusually great 
amount of investigating in the free play situation. 
This' activity is not resumed in the frustration situa­
tion, apparently because the child is satisfied with 
these activities in the free play situation. As a rule, 
we attempted to eliminate the initial investigating be­
havior in the free play situation from the records 
used for comparative purposes. However, this was 
impossible in the present case due to its extensive­
ness and because it was scattered throughout the 
whole period. Since investigation is on a low con­
structiveness level, its occurrence in this case low­
ers the whole level of constructiveness in free play. 

2. Constructiveness was not decreased in the frus­
tration situation over the free play situation because 
of this child's ability to make, during the greater part 
of the experiment, a break between successive situa­
tions; a series of different actions and an infrequent 
occurrence of overlapping situations are character­
istic for this child. This interpretation is borne out 
by her behavior in nonexperimental situations. 
It does not appear necessary to introduce new hy­
potheses to account for this case. 
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Subject 7 

The quantitative data for Subject 7 are given below: Chronological 
age, 34 months; mental age, 35 months. 

Frustration 

Construct! veness 
(primary and secondary) 
Constructiveness 
(primary) 
Constructiveness 
(maximal) 

Free Play 
Situation 

3.06 

3.02 

5.50 

Situation* 
4.94 

5.39 

6.50 

Preschool be­
havior 

Low constructive­
ness in the free 
play situation 

This child played in the free play situation on the 
lowest constructiveness level of any of the subjects. 
However, she ranks seventh in chronological age and 
fifth in mental age. In view of the correlation be­
tween constructiveness and chronological and mental 
age, it is possible that the play exhibited in the free 
play situation was not an adequate specimen of the 
child's normal play as far as constructiveness is con­
cerned. 

However, observation of this child in the preschool 
revealed that in general, she was less active than 
most of the children in her group. Her behavior In 
free play is not out of character. Frequently she 
sat watching the other children play for long periods 
of time without participating herself. While not ab­
normally lethargic, she clearly deviates in this rather 
than the hyperactive direction. 

In the free play situation, immediately after the dis 
tribution of the toys the subject lay down at square 
2 and began to color in a desultory way. She then 
stopped coloring and looked at experimenter making 
noises to attract his attention. After this she sat on 
the floor looking about. The experimenter was suf­
ficiently impressed by her behavior to interrupt the 
experiment at this point and take the subject to the 
toilet, although it was routine procedure to ask about 
the need for the toilet before the experiment began. 
The record in Appendix 3 begins at the time of the 
return from the toilet. 

* Possibly constructiveness of a few periods was rated too high in 
frustration. However this does not change the picture of a marked in­
crease in constructiveness in frustration. 

The experimental record is given in Appendix 3. 

Lethargy: Pas­
sivity in free 
play 

Prefrustration 
period 

Little overt 
frustration dur­
ing frustration 
situation 
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In the process of this interruption, square 3 with the 
lake toys and the basket used in distributing "the 
toys, had become displaced, so that they were within 
reaching distance to square 1. It will be noted that 
upon her return, the subject sat in the same place 
on the floor near square 1 for the first 16 minutes. 
This is the only subject who displayed such passivity 
in this new, interesting play situation. The nature 
of the play in free play further gives the impression 
of lethargy. Not until the last play unit is activity 
greater than that involved in a passive manipulation 
of the available toys. The experimenter commented 
at the time that the child appeared to be extremely 
lethargic, displaying little initiative in using the toys, 
and little interest in exploring them. 

In the prefrustration period this child expressed as 
much interest and delight as any child in the ex­
periments. Upon entering the room she gasped with 
delight and stood looking for a moment with wonder. 
She exclaimed numerous times while she was ex­
ploring the toys. 

She left the prefrustration toys without protest and 
made no comment when the barrier was lowered. 

During frustration her only frustrated behavior was looking through 
the barrier at regular intervals. Aside from this, we have a picture of a 
busy, active child displaying considerable initiative in using the available 
toys. 

This appears to be a case where constructiveness in the free play 
situation is very low due to the low tension-level of the subject. As we 
will discuss later, a certain minimal strength of force seems to be neces­
sary in order to establish the maximal degree of differentiation and or­
ganization of behavior possible for an individual. The behavior of this 
girl indicates that the forces corresponding to the n eed for play are low; 
this is what the terms lethargy and disinterest used in describing this 
child mean. It is our hypothesis that in this case the forces correspond­
ing to this dominant need were so weak that maximal differentiation and 
crganization of behavior were not obtained. It is obvious that the forces 
corresponding to a need may be so weak that no overt behavior occurs 
even where there are no definite competing needs. Frequently a need, as 
the need to smoke, while clearly present, is so weak as to initiate no 
action. With this subject the level of tension in the free play situation 
seems to be above the level required to induce overt behavior, but below 
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that r equired for maximal participation of all parts and strata of the 

person. th t th · t ·oduction of In such cases of low tension it may happen a e I~ I 

a frustration situation will raise the levels of const_ructi_veness of be­
l avior. This is possible because in a frustration situation the need· 
t~nsion and the stren gth of the forces may rise to (or closer to) the level 
required to completely organize all parts and strata of the person. We 

will come back to this question later. . h'ld 
There is ample evidence that in ~his ~ase th~ tensiOn of the c Iat 

markedly increased in the frustration situatiOn, as IS sho':n by her_ gre 
delight and interest in the prefrustration penod. There IS al~o evidence 
u-.at she was in an overlapping situation, e.g., her regular turnmg to l~ok 
through the barr ier though the potency of the overlapping frustratiOn 
situation was appar~ntly low. We suppose that in thi~ cas~ the_ loss of 
constructiveness resulting from being in an ~verlappmg situatiOn _was 

ted by t he increase in total mvolvement of the pe1 son. more than compensa 
It is possible that similar factors account for most of the cases, 

l i h how a slight increase of constructiveness in frustration. The fact 
w 1 c s ld b · 1· e with such an 
that they all occurred in weak frustration wou e m m . 
assumption. However, there are, of course, many possibilities which may 

have created these exceptional cases. 

Chapter VIII 

EMOTION AND REGRESSION 

The relation between emotion and regression can be viewed 
from two angles. (1 ) Emotional behavior can be considered to 
be a type of regressed behavior. (2) Emotion can be considered 
to be a cause of regression. In this chapter we will survey the emo­
tional behavior occurring in our experiment without trying to sep­
arate the effect of emotion from that of frustration. 

EMOTION AND FRUSTRATION 

Methodology: Types of Ernot1:onal B ehavior 

When we come to deal with the quantification of emotional 
behavior, the problems of reliability of observation and validity of 
the interpretation become especially important, because of the 
short duration of many of the actions and the necessity for inter­
preting some of them at the time of their occurrence. In this con­
nection we can offer little in support of the data we have to pre­
sent. Of some importance, however, is the fact that here we are 
not so much interested in determining the absolute emotional state 
as we are in its change from the free play situation to the frustra­
tion situation and from episode to episode. If errors were rela­
tively infrequent and did not vary systematically with the situa­
tions observed, the obtained differences in emotional expressive­
ness can be considered indicative of the true differences, even 
though the obtained statistical estimates of significance would in 
such a case be less than the true estimates of significance. We do 
not know of any reason for thinking that systematic variation in 
the accuracy of observation occurred from situation to situation. 
The same observer and experimenter dealt with the same child 
in all situations, and there was no systematic variation apparent 
in the difficulty of observation from situation to situation. The 
analysis in terms of behavior episodes was not made until all the 
observations were completed, so preconceived interpretations on 
the part of the observer could not have occurred. 
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singing, friendly conversation with the experimenter. On the basis 
of later results there is some reason for questioning the in­
clusion of humming and singing in the satisfaction group how­
ever, the ratings have not been recalculated with these actions 
omitted. The following . actions were considered to indicate dis­
satisfaction ( -1): sighing, crying, whimpering, complaints of 
tiredness, complaining tone, kicking and knocking, breaking and 
destroying, excessively loud singing and talking, restless actions, 
stuttering, thumbsucking: 

We have made no attempt to differentiate in our rating scheme 
between more and less happy or unhappy emotional expression. 

In Table 20 the mood indices of all subjects are given in the 
free play situation and frustration situation. In the free play 
situation, in twenty-eight out of thirty cases the mood index is 
positive. In the frustration situation this holds for seventeen 
subjects; thirteen show a ,negative mood index (dissatisfaction). 
The mean mood index in the free play situation is + 259, and in 
frustration +45. In twenty-seven of the thirty children the mood 
rating indicates greater dissatisfaGtion in the frustration situation. 
The mean of the frustration situation-free play situation differ­
ences is -214.33 ± 29.44 . . This is rather conclusive evidence that 
on the average happy actions were more frequent in the free play 
situation than in the frustration situation. 

Frequency and Dt~ration of Spec1:jic Emotional Actions in . Free . 
Play Situation and Frustration Situation 

The basic data respecting the occurrence of emotional behavior 
are presented in Table 21. Here the number and duration of the 
emotional actions of each subject, the total number and dura­
tion of emotional actions occurring in the group, and the number 
of subjects displaying each type of action are given. The critical 
ratios have not been computed. The trends may be summarized as 
follows: 

1. Unhappy behavior is 8 times as frequent in occur­
rence and occupies 12 times as much time in frustration 
as in free play. Restless and aggressive behavior is 3.5 
times as frequent in occurrence and occupies twice as 
much time in the frustration situation as in the free 
play situation. 

2. Laughing, smiling, and gleeful singing, and talking 
decrease in frequency and duration in frustration situa-

FRUSTRATION AND REGRESSION 

TABLE 20 

MOOD INDICES OF SUBJECTS IN FREE PLAY AND FRUSTRATION 

SITUATIONS 

Subject Free Play 
I 

Frus- I Fru-FPZ 
tration 

1* 50 - 60 -110 
2* 220 + 90 -130 
3 250 -115 -365 
4 70 - 25 - 95 
5 40 - 55 - 95 
6 55 -115 -170 
7* -115 +345 +460 
8 460 - 30 -490 
9 485 +130 -3.55 

10* 185 - 40 -225 
11 95 -140 -235 
12 450 - .75 -525 
13 535 -140 -675 
14 85 -215 -300 
15 355 + 10 -345 
16* 30 + 5 - 25 
17* 195 + 80 -115 
18* 195 + 25 -170 
19 110 -210 -320 
20 435 +170 -265 
21 - 10 +120 +130 
22 740 +265 -475 
23 595 +285 -310 
24 215 +270 + 55 
25 320 . +165 -155 
26 280 + 55 -225 
27* 110 -195 -305 
28 650 +195 -455 
29* 335 +260 - 75 
30* 355 +290 - 65 

Mean, 
total +259.17 + 44.83 - 214.33±29.44 

Mean, 
strong +310.75 + 27.25 -283.5 

Mean, 
weak +156.00 + 80.00 - 76.0 

• The asterisk marks the weak frustration cases. 

tion to two-thirds of their frequency and half their duration 
in the free play situation. 

3. Singing, and humming differ in free play and frus­
tration only slightly. The finding that these activities do 
not vary in the same way as laughing, smiling, and glee­
fulness was surprising to us at first. Reconsideration and 
study of the original records suggests, however, that sing­
ing, and humming can have the characteristic of a "mask­
ing action" whereby the true situation of the child is 
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TABLE 21 
FREQUENCY OF OCCURRENCE AND ESTIMATED DURATION (IN SECONDS) OF EMOTIONAL BEHAVIOR IN FREE PLAY AND FRUSTRATION 

Unhappy Restless Kicking and Happy ! Singing and Friendly Play 
Actione* Actions* Knockingt Actiona* I Humming Conversation Monologue 

Subject 
-~--I I I 

Free Frus- Free Frua- Free Frus- Free Frus-Free Fruo- Free Frus- Free I Frus-
Play I tration Play I tration Play tration Play tration Play tration Play tration Play tration 

Frequency of Occurrence 

1 ·o 0 0 3 0 0 0 0 0 0 3 1 5 1 
2 0 0 0 0 0 0 6 8 11 0 3 2 7 1 
3 0 0 0 1 0 0 1 2 0 0 1 0 0 0 
4 0 3 3 3 0 0 4 2 2 0 4 2 0 1 
6 0 1 0 8 0 4 8 1 0 0 0 0 1 0 
6. 0 4 0 4 0 3 1 2 3 0 0 0 3 0 
7 0 1 2 0 0 0 7 11 0 0 1 10 0 6 
8 0 18 0 8 0 6 2 2 0 1 13 7 1 0 
9 0 0 1 4 0 3 6 6 1 2 16 3 0 0 

10 0 1 3 8 2 4 2 0 0 0 12 4 12 2 
11 0 5 2 10 0 0 7 2 0 1 7 0 7 1 

" 
12 0 4 1 2 0 1 3 0 0 0 9 0 0 0 

·-: ~: 0 3 0 15 0 3 12 1 0 0 4 0 4 0 
0 2 0 14 0 1 1 0 0 0 5 1 3 1 

~· 
15" 0 0 4 10 0 4 11 1 3 5 6 9 2 1 

,_; 16' 0 0 0 1 0 0 0 0 1 0 2 2 9 2 - . 17" 0 1 0 4 0 2 0 1 1 0 2 3 1 6 
jj 18: 0 1 0 1 0 0 0 0 0 0 6 3 8 2 
.. 19, 3 1 4 8 2 0 0 2 0 0 7 0 1 0 

- 20 0 1 0 0 0 0 4 1 5 7 7 0 7 0 
2 f · 0 2 2 3 1 2 0 0 0 6 2 2 4 2 
22> 2 2 1 1 0 0 3 7 0 1 7 7 4 2 

. 2!1: .. 0 1 0 1 0 1 2 4 0 1 11 7 0 1 

~-
~-24' 0 3 0 2 0 1 2 2 1 2 6 6 4 0 
" 25, 0 1 2 4 2 3 4 1 0 3 7 3 2 2 

'" !.;.., -; 211: -· 1 \. 1 3 3 0 3 2 1 1 1 9 3 0 0 
;o·21 -- Q :1:> 0 :6 8 5 2 1 0 2 1 6 0 0 0 

· ~ ; ; ; 21!. ,, "';,:·. .0 ~d; 0 0 0 0 5 1 0 0 13 9 0 0 ., 
, : 29;. ;~: 

· ·i 1 4 1 0 1 3 4 0 1 9 9 2 2 
30 0 0 5 0 5 1 1 0 2 7 3 1 0 

Number of subjecta . 
displaying 4 22 14 26 5 18 24 22 11 14 28 21 21 16 

Number of actions 7 58 38 132 12 49 98 62 31 34 185 96 88 33 

Unhappy Restless Kicking and Happy Singing and Friendly Play 
Actions* Actions* Knockingt Action .. Humming Conversation Monologue 

Subject 
Free I Frus- -I Free · Frus- Free I Frus- Free I Fruo- Free I Frus- Free I Fruo- Free I Frus-Play tra tion Play tration Play tration Play tration Play tration Play tration Play tration 

Duration 

1 0 0 0 70 0 0 0 0 0 0 50 10 105 20 
2 0 0 0 0 0 0 40 50 150 0 30 40 120 10 
3 0 0 0 125 0 0 50 10 0 0 200 0 0 0 
4 0 25 60 30 0 0 20 10 40 0 70 20 0 100 
5 0 5 0 55 0 35 40 5 0 0 0 0 20 0 
6 0 65 0 60 0 45 5 19 55 0 0 0 90 0 
7 0 5 160 0 0 0 35 85 0 0 10 265 0 215 
8 0 155 0 50 0 35 10 10 0 10 450 155 20 0 
9 0 0 15 40 0 20 35 25 5 70 460 75 0 0 

10 0 5 30 70 10 30 10 0 0 0 205 35 160 40 
11 0 50 15 110 0 0 50 10 0 10 60 0 185 10 
12 0 55 40 20 0 5 15 0 0 0 475 0 0 0 
13 0 15 0 130 0 15 235 5 0 0 300 0 220 0 
14 0 10 0 215 0 5 5 0 0 0 80 10 45 10 
15 0 0 75 190 0 20 55 s · 35 55 340 140 65 10 
16 0 0 0 5 0 0 0 0 20 0 10 10 85 10 
17 0 5 0 35 0 10 0 30 10 0 185 90 50 80 
18 0 5 0 15 0 0 0 0 0 0 195 45 300 190 
19 15 5 45 225 10 0 0 20 0 0 170 0 10 0 
20 0 5 0 0 0 0 35 5 170 170 230 0 145 0 
21 0 10 15 40 5 10 0 0 0 110 25 60 90 190 
22 20 10 10 5 0 0 90 35 0 15 680 230 190 75 
23 0 40 0 5 0 5 10 20 0 30 585 280 0 40 
24 0 15 0 10 0 5 10 55 25 40 180 200 135 0 
25 0 10 10 25 10 15 210 5 0 40 120 155 80 115 
26 5 40 15 20 0 20 10 5 10 10 280 100 0 0 
27 0 0 115 215 90 10 5 0 30 20 190 0 0 0 
28 0 15 0 0 0 0 40 15 0 0 610 195 0 0 
29 5 0 120 5 0 5 15 20 0 20 445 225 140 150 
30 0 5 0 75 0 75 5 5 0 100 350 265 10 0 

Number of subjecta 
displayin! 4 22 14 26 5 18 24 22 11 14 28 20 21 16 

Estimated uration 45 555 725 1,845 125 365 1,035 440 550 700 6,985 2,605 2,265 1,265 

*See page 188 for particular actions. 
tThe item kicking and knocking is preeented here aa a eeparate item in addition to being included under reatl""" actione. 
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Since the frustration situation was a social situation 
in which the experimenter frequently played a very im­
portant role for the child, one might expect to find the 
children adopting a pleasant "front" for social reasons. 
This did occur upon occasions. Also, there is reason to 
believe that a characteristic reaction to mild frustration 
is an increased separation (withdrawal, self-control) of 
the person from his social environment so that the inner 
tension is not readily expressed. In such a state, super­
ficial actions which do not reveal inner needs are frequent, 
and certainly singing and humming without glee are super­
ficial routine actions. 

4. "Friendly conversation with experimenter" and 
"play monologue" both show a decrease of about 50 per 
cent in frequency and duration in frustration. 

These differences in emotional behavior in the free play situa­
tion and frustration situation may be descriptively summarized 
as follows: 

1. There is a decrease in freedom _of expression, i.e., 
in the self-revealing actions, in the frustration situation. 
This is revealed (1) by the decrease in play monologue 
and friendly conversation with experimenter, and (2) by 
the occurrence of masking, tactical social behavior in the 
frustration situation (See Appendix 6). 

2. There is a decrease in the happiness of the mood 
in the frustration situation. This is shown by the decrease 
in happy actions and the increase in unhappy actions. 

3. There is an increase in motor restlessness and 
hypertension as revealed by loud singing and talking, 
restless actions, stuttering, etc. 

4. There is an increase in aggressiveness in frustra· 
tion as indicated by the frequency of knocking, kicking, 
breaking, and destroying. 

These data indicate that emotional expression as well as con­
structiveness of behavior is influenced by frustration. 

Emotional Behavior in the Strong and Weak Frustration Groups 

The mood index for the strong and the weak frustration cases 
is given in Table 20; the asterisk marking the weak cases. 

For the strong frustration group the mean frustration situa­
tion-free play situation difference is -283.5 points and for the weak 
group it is -76.0 points. On the assumption that the true difference 
is 0 the probabilities of obtaining a difference of this magnitude 
is less than .001 for the strong group and between .2 and .3 for 
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the weak group. The difference between the weak and strong frus­
tration groups is also significant between the 2 per cent and 1 per 
cent level. These data indicate that the extent of the difference in 
mood rating in the free play situation and frustration situation is 
to a significant degree a function of the strength of frustration, 
i.e., when frustration has a high potency, unhappy expressive be­
havior is relatively more frequent than when frustration is rela­
tively weak. It should be recalled that the strong and the weak 
groups were identified in terms of the amount of time oce;upied 
with barrier and escape behavior, an indicator which is completely 
independent of the amount or nature of emotional expressiveness. 

Emotional Behavio1· During Different Episodes 

For the same reasons that constructiveness of play was studied 
in relation to the psychological properties of the existing situation 
including the background, i.e., in the various "episodes of behav­
ior'' we have also studied emotional expression in the same cate­
gories. In this way we have been able to compare more nearly 
pure cases of frustration of varying degrees of strength. 

In Table 22 the average number of emotional actions occurring 
per 100 seconds are given. We have not computed the measures 
of variability for these data, so we can only indicate the trends. 
Figures 31 and 32 represent graphically the frequency distribu­
tions of the various types of emotional actions in the episode 
categories. 

The unhappy actions, shown in Figure 31a, exhibit consider­
able fluctuation from category to category. There is, however, a 
tendency for all to decrease as strength of frustration decreases 
from category I to category V. The decrement is least consistent 
in the case of sighing, which is the most ambiguous of the activities 
of this group as far as the emotional content of the action is con­
cerned. 

The curves for the restless and aggressive actions (Figure 31b) 
also reveal a common tendency to decline as the strength of frus­
tration decreases. Here also, there is considerable variation from 
category to category} though the tendency to decrease in frequency 
from category I to V is clear except in the case of kicking and 
knocking and breaking and destroying where there is a suggestion 
of an initial increase in frequency followed by a terminal drop. 

The curves for the happy actions, Figure 32a, all show an 
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TABLE 22 

POTENCY OF FRUSTRATION, PER CENT OF TOTAL ExPERIMENTAL TIME, 
AND AVERAGE NUMBER OF EMOTIONAL ACTIONS PER 100 SECONDS 

FOR EACH BEHAVIOR EPISODE CATEGORY AND FOR ALL SUBJECTS 

Behavior Episode Category 

I I II I III I IV I (V I Va ~-s,) lv, Va, s,l (S,) ,_ 

Emotional actions Potency of Frustration 

9 . 5 I 7 I 5 I 3 I (. 5 I . 5 I ?) I . 5 I (?) 
Total 

Per Cent of Total Experimental Time 

10.0 115.5 1 15 .3 1 10 .9 1 (39.4 1 4.7 1 1.4) 1 45 .5 1 (2 .8> ,_ 

Unhappy Actions 

Crying . 052 .007 .006 
~impering . 063 .007 . 007 

1ghing .021 .013 .027 .029 ( .005 ) .005 .013 
Complaints of 

.021 tiredness .073 .027 .041 .019 ( .022 ) .002 
Complaining tone .104 .101 ~ . 003 ) . 002 .027 

Total .313 .148 .075 .048 .008 .022 ) .009 .075 

Reotleos and Aggressive 

Kickin~,;"nd 
knoc 'ng .031 .047 .068 .048 (. 008 ) .007 .029 

Breaking and 
destroying .021 .054 .020 .029 (.008 . 075) . 009 .021 

Loud oinging and 
( .016 ) .014 . 016 talking .031 .013 .027 .009 

Reotless action• .427 .149 .198 .086 ( .042 .066 ) . 043 (.038) .126 
Stuttering .073 .009 .008 
Thumb oucking .052 .040 .020 .015 

Total .636 .302 .334 .182 (. 074 . 066 .075) .073 (.038) .215 

Happy Actions 

pleeful singing 
.010 .020 .020 .029 ( .071 ) .062 (.038) . 040 and talking 

Laughinc .052 .087 . 048 .057 (.098 .088 .451) .108 . 081 
Smilinlfrotal 

.010 .027 .041 .086 (.069 .110 .226) .078 .056 

.073 .134 .109 .172 (.238 . 198 . 677) .248 (.038) .177 

Singing .021 .047 . 041 .038 (.087 .022 .451) .091 (.038) .063 
Humming .010 . 034 .009 ( .003 ) .002 . 008 
Friendly con-

.204 ( .360 .264 . 677) .359 ( .300) .291 vereation . 104 . 181 .449 
Play monologue .000 . 033 .123 .201 (. 180 .242 .376) .192 . 133 

FIGURE 31a. The Relation between the Frequency of Unhappy Emotional 
Action and the Potency of Frustration 

Curve (1) corresponds to a complaining tone, (2) complaints of tired­
ness, (3) whimpering, (4) crying, (5) sighing, (T) total. 

Episode I corresponds to the highest potency of the background of 
frustration, Episode V to the lowest potency. s, and Sz refer to "real" and 
"irreal" substitute actions. 

FIGURE 31b. The Relation between the Frequency of Restless and Ag­
gressive Actions and the Potency of Frustration 

Curve (1) corresponds to restless actions, (2) stuttering, (3) thumb­
sucking, ( 4) kicking and knocking, ( 5) loud singing and talking, ( 6) 
breaking and destroying, (T) total. 
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increase in frequency with decreasing strength of frustration . 
The frequency of laughing has the least consistency of trend from 
category to category . 

In Figure 32b the curves for singing, humming, friendly con­
versation with experimenter, and play monologue are given. In 
the case of singing, conversation with experimenter, and play mono­
logue, the duration tends to increase as strength of frustration 
decreases. With humming no clear tendency is revealed. 

The groups of unhappy, restless and aggressive, and happy 
actions were formed originally on a pt·iori grounds. The similarity 
of trends within each group seems to permit the combination of 
the frequencies of the individual items into a single curve for each 
type of emotional expression. 

These three composite curves (T in Figures 31a, 31b, 32a) 
are in accord with the previous data from the frustration situation­
free play situation comparisons: (1) a marked decrease in the 
duration of unhappy expressions and of restless and aggressive 
actions and an increase in the duration of happy actions accom­
panies a decrease in the strength of frustration. In addition, thestl 
data suggest the following points: (2) The duration of happy 
actions in category S1 is markedly greater than in any other cate­
gory. In this category all the "real" substitute approach and re­
trieving activities were placed. The great frequency of happy 
actions, therefore, is entirely in accord with the trend of the data. 
This difference in emotional behavior in categories V and S1 con­
stitutes in some measure a validation of the separation of the two 
categories on the subjective basis mentioned earlier. (3) Category 
Sz includes those episodes where "irreal" substitutes occurred. 
Here we find evidence of a strong desire for the inaccessible toys 
reduced to some extent by fantasy satisfactions. Unhappy and 
restless actions are no more frequent than in category V . However, 
happy actions are less frequent than in category V; in fact they 
are no more frequent than in categories I and II. (Friendly con-

FIGURE 32a. The Relation between the Frequency of Happy Emotional 
Actions and the Potency of Frustration 

Curve (1) corresponds to laughing, (2) smiling, (3) gleeful singing 
and talking, (T) total. The episodes are indicated in the same way as 
in Figure 31a. 

FIGURE 32b. The Relation between the Frequency of Singing, Humming, 
Friendly Conversation, and Play Monolo.gue, and the Potency of Frustration 

Curve (1) corresponds to friendly conversatio.n, (2) singing, (3) hum-
ming, ( 4) vlay monologue. · 
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versation is high because a great deal of the substitute behavior 
involved talking about the inaccessible toy.) 

The results for categories 81 and 82 suggest that in those cases 
where real substitutes occurred, emotional expressiveness became 
similar to that which would have occurred had the obstructed toys 
been obtained, i.e., there were no unhappy actions, few restless ac­
tions, and very frequent happy actions. In the cases of irreal sub­
stitutes the pattern of expressiveness was similar to that expected 
in complete satisfaction so far as the unhappy and restless actions 
are concerned, but the occurrence of happy actions was much less 
frequent than in a completely satisfying situation. These findings 
suggest that irreal substitutes reduce the pain and tension of 
frustration, but do not supply the satisfactions of reality, and 
are in line with common experience. On the whole, these results 
seem to confhm and extend somewhat the findings of Sliosberg 
(74) and Mahler (61). 

REGRESSION IN CoNSTRUCTIVENESS OF PLAY 

IN A CASE OF HIGH EMOTIONAL TENSION 

The parallel line between strength of frustration and intensity 
of emotion in our experiments makes any conclusion impossible as 
to the specific effect which each of these factors may have for con­
structiveness of play. It may, however, be appropriate to present 
an example of the relation of strong emotional tension and regres­
sion in more detail. Such an example can also serve as an illus­
tration of the way in which various emotional expressions, par­
ticularly stereotyped behavior occurs within the flow of events. 

Subject 13 

The quantitative data for case 13 may be summarized as follows: 
Chronological age, 45 months; mental age, 51 months. 

Free Play Frustration 
Situation Situation 

Constructiveness of play 
(primary and secondary) 

Constructiveness of play 
(primary play) 

Constructiveness of play 
(maximal constructiveness) 

6.06 4.32 

6.06 4.32 

6.50 5.50 

The record of the free play and the frustration situation is given in 
Appendix 4. 

Behavior in the free play situation, is characterized by a high 
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involvement in play. Immediately after the free play experiment 
the following notes were made by the experimenter. "The child 
played from the start of the experiment by himself and played 
intensively during the whole time. The play was imaginative 
and each play unit developed from the preceding one. The child 
was happy and expressive; he talked some to the experimenter 
and a great deal to himself. He was socially free, but the social 
aspect of the situation was not dominant. Conversation was of 
an informative character. There was a matter-of-fact relationship 
to the experimenter. The child was self-sufficient in play and 
was not socially bashful.'' 

Real play was begun almost immediately with the crayons; 
the constructiveness was remarkably high most of the time. The 
periods of play were long. There were only two nonplay periods 
of short duration and no attempts were made to leave the experi­
mental situation. Thus, in the free play experiment no frustration 
was present. The child gave indication of playing on the highest 
level of constructiveness possible for him with the given set of 
toys. The constructiveness of this child in the free play situation 
was higher than that of any child with a similar mental age. Only 
children who were more than a full year older (mental age) 
showed a higher constructiveness level than subject 13. 

The frustration situation produced very strong frustration in 
this case. The experimenter's impression of the emotional state 
of the child was such that after seven minutes of frustration she in­
tended to terminate the experiment in order to relieve the pressure 
upon the child. However, as this was about to be done, the behavior 
of the child indicated that the frustration had begun to lessen. 

Reading of the record will provide the best general impres­
sion of the frustration behavior. Here we will describe different 
types of effects produced. 

1. The child became very restless; he moved purposelessly from one 
side of the barrier to another a great many times. This is typical be· 
havior for human beings and animals in strong emotional tension. This 
behavior is not (or is only to certain degree) a directed action controlled 
by the intention to reach the goal (such as round-about behavior) 
but is an uncontrolled expression of tension. These restless move­
ments were carried out along the barrier, i.e., they occurred in such a 
way that the distance to the unattainable goal was not changed (53). 

2. The above mentioned activity sometimes gave way to movements 
about the room which resembled staggering. The child moved ·tn· circles; 
turning around at the same time and sometimes seemed as if he were 
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being turned or pushed from the outside. He moved not only forward, 
but sidewise at various angles and backwards. It seemed that the hier­
archical organization of the motor functions which co-ordinate a sequence 
of motor actions into one unit was lost to a rather high degree. 

It is of interest to note that the organization of the motor function 
can be treated similarly to the constructiveness of play. Actually very 
similar phenomena seem to be involved. It appears that in restlessness 
described under (1), the higher centers of hierarchical organization whic~ 
subordinate a larger sequence of acfions under one guiding idea, such as 
a "purpose," are lost. However, the movements of the different parts of 
the body are sufficiently organized to preserve proper balance and posture. 
In the case described under (2) above even this low level of organization 
is disturbed. 

3. This child showed another rather common type of frustration 
behavior: stereotyped repetition of the same sentence. Such sentences 
as, "Will you give me some water in this cup" were repeated many times 
in immediate succession with very little change in voice. To some degree 
tbese repetitions are actual social attempts to overcome the barrier. Some­
times this component seems to be very strong. During these stereotyped 
repetitions the child goes to the experimenter and tries to force him to 
listen. However this is not the full story. The stereotyped repetitions 
often have, at least to some degree, the nature of a monologue not in· 
tended as social pressure on the experimenter. In this case they appear 
to be merely expressions of wishes, or gesture-like barrier behavior. They 
ran be looked upon as restless movements along the social barrier.'• 

To repeat a sentence over and over again instead of proceeding from 
one sentence to the next within a larger context is a rather clear example 
of decreases in hierarchical organization of speech. Larger units contain· 
ing a sequence of different sentences organized to transmit certain ideas 
to another person are replaced by relatively small units of language each 
containing but a single sentence. This is a change which Karsten ( 37) 
has called "disintegration of a whole" ( Gestaltzerfall) and is frequently 
found in oversatiation. 

The parallel between stereotyped repetition of sentences and restless 
movement is rather striking. Both are of a definitely lower level of hier­
archical organization than most of the directed actions and speech of this 
child. In both cases the subject keeps close to the physical or social bar· 
rier between him and the inaccessible toys. However, in each case he 
does not actually try to overcome the barrier. 

4. In the frustration situation the child frequently showed non· 
completion of sentences, mumbling, and stuttering. We have to deal here 
'with a disorganization of speech which is even more serious than in 
stereotyped repetition. The level of hierarchical organization is still 
further lowered. In stereotyped repetition speech loses its purposefulness 

•• This child, who is characterized as emotional in general, showed 
some stereotyped repetitions in the free play situation, also, although they 
were much less frequent. 
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though the organization of the individual sentences is adequate. In case 
of stuttering and mumbling, however, the smaller units, and sentences 
and even the words, are disorganized and disintegrated. A level is reached 
similar to the organizational level of the motor functions of the intoxi­
cated person. 

It seems that disorganization or regression in speech can be linked 
definitely with frustration . The subject was known to have stuttered 
occasionally in the school and at home, but it was not a serious problem. 
In the free play situation, the child played with great eagerness, and dis· 
played considerable joyful excitement over the new toys. He talked a 
great deal to the experimenter and in his play, yet no instances of stut· 
tering occurred in free play situation. In the frustration situation on the 
ether hand, a great deal of stuttering and incoherency occurred but even 
here it occurred only when the child was in the barrier region, i.e., when 
expressing his thwarted desire to cross the barrier. When the chilli 
turned from verbal actions expressing his frustration to conversation 
with the experimenter, comments about the window, the available toys, 
etc., no stuttering appeared. The change in the character of speech under 
this circumstance was quite dramatic. 

Stuttering did not occur in every case when the subject entered the 
frustration region. The record indicates that stuttering only appeared 
when the degree of tension was rather high as shown by other behavioral 
evidence. Notable in this connection was the change in the voice from 
a soft, low quality at times when stuttering did not occur, to a harsh, 
whining quality when it did. The record shows, too, that general motor 
restlessness and other types of disorganization occurred at these times. 

5. Only seven very brief periods of play occurred in the frustration 
situation. Of these, five were very primitive manipulation of the cup and 
saucer or the telephone. Two periods of play, with the truck and 
crayons, were on a considerably higher level, but were very brief. It is 
clear that during most of the frustration situation the degree of hier­
archical organization and the level of creativity of this child's behavior 
was decreased. 

This case is presented as a prototype of regression under high 
emotional tension. This child showed a very marked regression 
in constructiveness of play, and a similar regression in the level 
of hierarchical organization and the size of behavioral units of 
his speech and other types of motor behavior. 

In the light of the examples of emotional behavior, which we 
discussed in the first part of this chapter, one easily sees that 
most of the symptoms which increase in frequency in the frustra­
tion situation have a relatively low hierarchical level of organiza­
tion. Sighing, whimpering, crying, and even such actions as 
kicking and breaking, usually contain a less complicated level of 
hierarchical organization and smaller units of action than most of 
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in a free play situation and in a frustration situation for half an 
hour on different days. A record of all behavior was made and 
the effect of frustration on the constructiveness of play was 
determined. 

Constntctiveness of Play in Ji'ree Play Situation 

1. A seven-point constructiveness scale was developed on the basis 
of which each play unit of each child in both the free play and the frus· 
tration situation was rated. 

2. The constructiveness of play with the same toy varies greatly 
from child to child. 

3. The mean constructiveness of primary play in the free play 
situation is correlated + .81 with both mental and chronological age. 

4. The constructiveness of play is positively related to length of 
.Play unit. 

5. The constructiveness of play is lower for secondary play (play 
which occurs simultaneously with another nonplay action) than for pri· 
mary play (play which receives the full attention of the child). 

6. The qualitative analysis indicates that constructiveness of play 
measured by the scale is related to degree of differentiation, degree of 
hierarchical organization, originality, and adequacy of play behavior. 

The Strength of Fn~stmtion in the Fntstmtion Sitnation and Mood 

1. The amount of time spent in attempts to overcome the barrier 
to the inaccessible toys by physical or social means (amount of barrier 
behavior) varies greatly from child to child. 

2. The amount of time spent in trying to leave the experimental 
room by physical or social means (escape behavior) is positively related 
to the amount of barrier behavior. 

3. The proportion of the total time occupied with barrier and escape 
behavior in a situation such as the frustration situation can be used as a 
measurement of the average strength (potency) of the background of 
frustration during the experimental period. 

4. The potency of a background of frustration can be measured for a 
given natural "psychological episode" by determining the proportion of 
the total time occupied with barrier and escape behavior in that episode. 

5. In the frustration situation freedom of expression as indicated 
by play monologue, and friendly conversation with experimenter, de· 
creases; and masking social behavior increases. 

6. The frequency of happy actions decreases and of unhappy actions 
increases in frustration. This change is positively related to strength of 
frustration. 

7. The frequency of restlessness and of aggressive actions is posi· 
tively related to the strength of frustration. 
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Reg1·ession in Fntstration 

1. A background of frustration decreases the average constructive· 
ness of play with accessible toys. On the average, the constructiveness 
regresses by an amount equivalent to 17.3 months mental age. For the 
younger subjects, 28 to 41 months of age, this average regression is 9.6 
months; for the older subjects, 42 to 61 months of age, the average re· 
gression is 21.5 months. 

2. The maximum constructiveness of play decreases in frustration; 
although not as much as the average constructiveness of play. 

3. The amount of secondary play increases in the frustration situa· 
tion. 

4. The averag.e length of play units decreases in the frustration 
situation with the strong frustration group. 

5. The lowering of the constructiveness of play in frustration is 
partly due to the increase in the amount of secondary play and to the de· 
crease in the average length of play unit. However, the decrease in con· 
structiveness holds, also, for primary play of the same length of play unit 
in the free play situation and frustration situation. 

6. The amount of regression in constructiveness of play is a func· 
tion of the strength of frustration. This is shown by the difference in 
the effect on children showing strong or weak frustration in the experi· 
mental setting, and by a comparison of behavior of the same children 
under different strengths of frustration. 

7. In the strong frustration group the regression was equivalent to 
24 months, and ·in the weak group to 4 months mental age. 

8. The greater regression in strong frustration holds also for pri· 
mary play and for play units of the same length. 

9. The amount of regression in the constructiveness of primary play 
of equivalent length of unit in the free play situation and the frustration 
situation is positively related to the relative strength (potency) of the 
background of frustration. 

10. A background of weak frustration in some cases seems to in· 
crease the constructiveness of play. 

11. If the play unit with the accessible toys takes on the meaning 
of a substitute for the inaccessible toys, the mood of the person will 
under certain conditions be happy and the constructiveness level of play 
will not indicate regression. 

12. Constructiveness of play is not related to the preference for par· 
ticular toys. The regression in the constructiveness of play is not due to 
the selection in frustration of toys with a naturally low constructiveness 
level. 

13. The amount of negative emotionality increases with the strength 
of frustration. 
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In this case the structure of the future reality level is unrelatt:)d 
to that of the irreality level. Such a functional separation may 
have either of two effects. The wishes (and fears) may become 
unrestrained by any consideration of what will be realized or the 
action may become ' 'realistic'' in the narrow sense of not being 
guided by long range planning. In terms of powerfields, this sit­
uation can be characterized in the following way. The individual 
does not believe he has power to form the world according to his 
wishes. 

From this it is understandable that an essential factor for the 
constructiveness of play is what has been called ''power of fantasy.'' 
Constructiveness of an activity may be low as a result of a lack of 
connection with fantasy. On the other hand, constructiveness may 
be low because of too little realism. Planning involves a mutual 
influence of the structure of the reality and irreality level on the 
psychological future. If the potency of the reality level, (Es­
calona, 15), becomes too small, the plans of the individual become 
"fantastic." What has been called inadequacy in the treatment 
of toy material is probably related to this lack of r~alism. 

These considerations make it comprehensible why there is a 
small and uncertain difference between highly constructive ac­
tivity and unconstructive, utopian behavior. A constructive plan 

FIGURE 33. Time Perspective in Planning 

PS. Past, psychological past; PS. Present, psychological present; 
PS. Future', the near future; PS. Future", the more distant future. All 
are represented as seen by the person at time for which the life space is 
represented. R, level of reality; Ir, level of irreality; P, person; G, goal. 

Differences in degree of reality and differences in psychological time 
dimension are conceived of as two different dimensions of the life space 
ex isting at a given time. The representation of the psychological time 
dimension in a discontinuous manner is merely due to the technical diffi· 
culty of representing a four-dimensional space on paper. 

There is a discrepancy between the structure of the level of irreality 
and reality in that on the level of wishes (lr.), the person sees himself 
r!oser to the goal than on the level of reality. However, there is some 
point in the psychological future where the person expects, on the level of 
reality, to reach the goal. In addition, the intermediate steps on the level 
of reality are envisaged. 

FIGURE 34. Time Perspective and Hope (without Definite Planning) 

The meaning of the symbols· is the same as in Figure 33. 
Also in the case of mere hope, somewhere in the psychological future 

the person sees himself in the goal region on the level of expectation ( R). 
However, the intermediate regions between the present position and the goal 
region are unstructured (U) and the position of the person in the near 
future is undetermined. 
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is a long range plan; its constructiveness tends to increase, at least 
i.n certain respects, with the amount of discrepancy between the 
present and the reality level of the future. If, however, the dis­
crepancy increases beyond a certain limit the plan loses its connec­
tion with reality and its constructiveness. 

Momentar·y and Maximal Constnwtiveness of the Child.-The 
actual constructiveness of the individual's behavior does not always 
represent his maximal possible constructiveness even in such fre e 
situations as play. For a given child the constructiveness of his 
behavior seems to vary below the maximum in inverse relation to 
the degree to which the person is involved in the activity. In 
o.ther words the constructiveness of an individual's behavior is a 
positive function of the proportion of the total personality which 
enters into it. This proportion in turn depends upon the relative 
potency of the situation corresponding to the activity. 

Simplified Quantitative Them·y of Constr·uctiveness 

It is possible to derive most of our results respecting the con­
structiveness of play from the following theorem: 

(39) cons (A)= F(n c(A)) 

In this formula cons (A) refers to the constructiveness of an ac­
tivity A, n to the number of cells (c) involved in the activity A. 
In view of our discussion of constructiveness it is not necessary to 
state that this formula is oversimplified. However, it permits the 
derivation of the main facts surprisingly well. This may be be­
cause of a high correlation between the number of cells of a person 
involved in an activity and such other factors as the degree of 
hierarchical organization of the systems involved in the activity. 

1. From this theorem (39) together with the statement con­
cerning the increasing differentiation during development (5a) it 
follows that the maximum constructiveness of a per·son increases 
with age (Figure 35). For the maximum number of cells involved 
in an activity is obviously a function of the total number of cells 
contained in the whole person. 

(40) cons (P)ma"' = F(MA) 

cons(P)maz means the maximum constructiveness of a person and 
MA is mental age at the stage where the highest degree of differ-
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(a) A Younger Child (b) An Older Child 
FIGURE 35. Degree of Differentiation of the Person 

. The younger child is less differentiated than the older. Certain func-
h.onll;l parts of t~e older child show greater independence from each other 
(indicated by thickness of the boundary line) than corresponding parts of 
the younger child. 

A A 

Areas of the Person Related to an Activity in Which the Person 
is (a) Fully Involved (b) Less Involved 

A a?d B, different activities; SA and SB, situations corresponding to 
these activities. In case of a non-overlapping situation (Figure 36a) the 
t?tal person is involved In the activity A; in case of an overlapping sltua. 
hon (Figure 36b) only the peripheral regions 1, 2, 3 of ·the person are 
Involved In the activity A. 
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entiation of the person is reached. This derivation agrees with our 
results. 

2. Formula (39) states that the constructiveness of behavior 
at a given developmental level is higher the greater the number of 
parts of the person involved in the activity (Figure 36). This 
implies that: 

(41) cons(weak frustration) > cons(nonfrustration) 
in cases where weak frustration increases the degree of 
involvement in the activity over that occurring in non­
frustration. 

Weak frustration actually may increase the general tension level 
and also the force in the direction of the goal follows from theoreti­
cal considerations (Lewin, 53; Wright, 83) and is well in line with 
various experiments (Ach, 1; Birenbaum, 6; Wright, 83) as well 
as with our observations (See Chapter VII). · 

3. Increasing frustration may increase constructiveness by in­
volving more and more regions of the person. If, however, the 
total person has become involved, further increase in strength of 
frustration should result in a lowe1·ing of constntctiveness. In 
cases like ours, where we consider the constructiveness of an ac­
tivity, as play, which is not directed toward the frustrated goal, 
the increase of frustration should hinder the person from devoting 
himself fully to this activity. This is equivalent to a decrease in 
the number of regions involved in play. This decrease should be 
greater as frustration increases. Therefore it follows from (39) 
that: 

(42) cons(Play) = F ( . 
1 

. ) 
strength of frustratiOn 

above a weak level of frustration or if the 
conditions indicated in ( 41 ) do not hold. 

This is confirmed by the results discussed in Chapter VI. 
4. In the same way it follows that in the frustration situation 

the constructiveness of play which has the character of a real sub­
stitute may be higher than that of other play. For, in substitution 
the total person can again be involved in one activity rather than 
being split into different activities each involving less than the total 
person. 

FRUSTRATION AND REGRESSION 
215 

5. We can write (42) in a somewhat more general form: 

(43) cons(A) =F(Po(SA)) 

where Po (SA) means the Potency (Po) of the Sit1tation (S) related 
to the activity (A). (43) follows from (39). If one applies (43) 
to "overlapping situations at large" in other words, to the effect 
of the backg1·ound within the life space on the immediate situation 
formula ( 42 ) results. 

6. If one applies ( 43 ) to an overlapping immediate situation, 
for example, to prima1·y and seconda1·y play one gets (Figure 36) : 

( 44) cons (primary Pl) > cons (secondary Pl) 

In other words, primary play should show greater constructiveness 
(with the same person) than secondary play. This is in line with 
our results. 

7. If frustration increases until emotional tension ( et) be­
comes high, the person may show the dedifferentiation represented 
in Figure 37. 

(45) cons(P) =F'CttP)) above a certain level of emotionality 

where cons(P) means the constructiveness of a person. 

This follows from the discussion in the Appendix (p. 232) and 
agrees with our observations in Chapter VII concerning the rela-

FIGURE 37. Regression Due to High Tension 
Schematic representation of a person on the developmental level of 

an older child (corresponding to .Figure 35b) in a state of high tension. 
The degree of differentiation is decreased (compare Figure 42d in regard 
to the relation between tension and dedifferentiation). 
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To be governed by two strong goals is equivalent to the existence of 
two conflicting heads within the organism. This should lead to a 
decrease in organizational unity according to our theoretical con­
siderations (formula (36), p. 260). 

Finally, a certain disorganization should result from the fact 
that the motor system loses to some degree its character of a good 
medium because of these conflicting heads. It ceases to be in a 
state of near equilibrium. The demands on the motor system made 
by one head have to counteract the influence of the demands of the 
other head. This is an additional factor which hampers organiza­
tional processes. 

La.ck of Time Perspective: Insecu1·ity 

The extension of the life space, particularly in the psycho­
logical time dimension, is one of the essential properties of develop­
ment. We have seen that planning presupposes time perspective. 
On the average, constructiveness is higher in the long than in the 
short play units. Therefore a decrease in the extension of time per­
spective might properly be regarded as a regression. 

In the frustration experiment, the experimenter interrupted 
the elaborate play with the beautiful toys and ordered the child to 
move to the other side of the partition. In the previous free play 
situation and in prefrustration, the child had not been interrupted. 
In some degree the child had probably become confident that his 
play would not be interfered with, and his security was such that 
he was able to make relatively long-range plans. 

The interference at the end of the prefrustration situation may 
have shattered the belief of the child in the security and stability 
of his situation. If the possibility of a superior power, such as that 
of the experimenter, interfering at any moment continued, it 
might not seem worth while to start a long-range plan. This should 
lead to a weakening of the connection between the reality and ir­
reality levels and to a narrowing of the life space with respect to 
the extension of the level of reality (level of expectation) into the 
psychological future. It is possible to attribute regression in the 
frustration situation at least partly to the lack of security. 

Closely related to this aspect of the situation is the change in 
''freedom of expression.'' The child's relation with the experi­
menter, as well as his other symptoms indicate that the child in the 
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frustration situation feels more restricted. This is tantamount to 
saying that the child feels he is not permitted to reconstruct his 
reality level according to the wish level or to his more intimate 
needs. We have seen that this should lead to a lowerin(J' of the 
constructiveness level. "' 

The decrease in time perspective during play can be related in 
part directly to the greater emotionality in frustration. It is 
known that a strong emotion tends to narrow the extension of the 
psychological situation. 

Regression and Substitution 

Fre~d has linked regression closely to substitution. It may be 
appropnate therefore to relate the results of our experiments to 
this theory ,21 

We do not deny the possibility that regression may under cer­
tain conditions result from a tendency to substitution. However 
this is hardly the cause of regression in this experiment. Of course' 
it can be maintained that the accessible toys are a substitute forth~ 
inaccessible toys. However, even if the accessible toys did have the 
character of substitute toys, there is nothing to prevent the children 
from playing on the same constructiveness level as before. Re­
gression, in this case at least, is not an attempt to satisfy a need on 
a lower level because it cannot be satisfied on a higher level. It is 
rather th~ effect of a change of the state of the person resulting 
from tensiOn or from any of the changes in the life space which we 
have discussed.'" When play with the accessible toys had the char­
acter of ~ real ~ubstitute for play with the inaccessible toys the 
constructiveness mcreased ; it did not regress to a lower level. 

METHODOLOGICAL RESULTS AND CoNSTRUCTS 

Methodology 

The following methodological points seem to have rather general 
implications. 

1. For studying psychological processes it is important to use 

27 It should be remembered that the Freudian concept of regression 
Includes retrogression in addition to regression as defined here. The two 
concepts have somewhat different implications. 

•• This view is somewhat in line with that of McDougall ( 60). 
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psychological rather than physical time units. We have distinguished 
three units of different length: units of action, episodes of behavior, and 

total experimental periods. 
2. There is a close relationship between the size of the psychol~gical 

situation and the length of the period which has to be observed, If one 
wishes to determine the situation at a given moment. . 

3. It is possible to speak of an overlapping situation. n_ot o~ly m 
regard to the immediate situation, but also in regard ~o the s1tuatwn at 
large. The relative potency of the immediate situatiOn ~nd_ the back­
ground situation can be measured. This seems to be of special Importance 
in studying the influence of the background of a situation in the field 

of personality. 
4. Play can be used as an indicator of the developmental level of 

a person at least between two and six years of age. 

Constructs and Theories 
It is possible to define the following concepts in rather ex_ac~ terms: 

the degree of dependence, the degree of unity and of differenhatwn of a 
hole the concept of natural part and natural whole, central and peri­

;hera~ layers, and outer and inner layers. On the basis of thes~ concepts, 
statements ~n be made concerning the variety of patterns wh1ch ca~ be 
realized by a whole, the conditions of regression, and similar q~est_wns. 
It is important to distinguish simple dependence and orgamzatwnal 
dependence, and the different types of unity based on these types of 
dependence. These concepts may help to determine more adequately 
the differences between the various levels of development. . 

A simplified theory concerning constructiveness is brought fo~th hnk­
ing constructiveness with the number of interpersonal systems mvol~ed 
in the activity. The relation between constructiveness and the reahty 
and irreality levels of the life space are discussed, particularly the 

relation to hope and planning. 
The regression in our experiment can be linked to any one or all of 

the following factors: the differentiation and disorganization due to 
emotional tension; the differentiation and disorganization d~e to the 
person being in an overlapping situation; a decrease in secunty and a 
correlated decrease in the extent of time perspective. 
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APPENDIX 

Appendix 1 

ANALYSIS OF THE CONCEPTS WHOLE 

DIFFERENTIATION, AND UNITY 

DIFFERENTIATION AND UNITY OF A WHOLE 

BASED ON SIMPLE DEPENDENCE 

The Concept of Depend ence and Degr·ee of Differ­
entiation of a Dynamic Whole 

' 

Since Kohler's Physische Gestalten ( 42) the definition of a 
''dynamic whole'' has been based on the dependence of its parts. 
This definition holds good for physical, psychological, and sociologi­
cal wholes (54). 

Recently Grelling and Oppenheim (29) and Grelling (27) 
have undertaken a logical analysis of the concept of functional 
whole. They distinguish correctly between logical and causal de­
pendence. It is clear that we are dealing here with causal depend­
ence. We will limit our discussion as much as possible to problems 
of dependence which have a bearing on the question of differentia­
tion of a dynamic whole. 

Degree of Dependence, Independence and Interdependence.­
It should be clear from the outset that dependence or independence 
within a whole is a matter of degree. Parts within a whole are inter­
dependent but, at the same time, they are usually independent to 
some degree. 

29 
In other words, part a will not be affected, as long 

29 Grelling and Oppenheim (28) mention occasionally that the dif· 
fE>rent degrees of "empirical dependence . . . can be taken account of 
by introducing the notion of probability." Such a definition would, we 
suppose, distinguish degrees of dependence by its regularity (with corre· 
lation =1, or " lawfulness" as the highest degree) . The term, degree of 
dependence, in this study does not refer to the degree of regularity of de· 
pendence but to the amount of change in one part, which is without effect 
Oil the other part. We assume here strict "lawfulness" also for small de· 
grees of dependence. 
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as the alteration of part b is within certain limits. However, if the 
change of b surpasses this limit, the state of a ·will be affected. 

More formalistically one can proceed as follows : s1 (a), s" (a) 
may indicate the state (quality) of a region (system) a at the 
time 1 and 2; ch (a) = s' (a)- s1 (a) may indicate the change in the 
state of a. It may be further assumed that two regions (a and b) 
show the same state at the beginning: s1 (a) =s1 (b). The independ­
ence of a region a from region b ( indep (a, b) ) may then be de­
fined as the maximum change in b which would leave the state of a 
unchanged, or would change it less than a small amount £. 

(13) indep (a,b) =:= ch"'ax(b), which leads to ch(a) < £ 

The degree of change of b ( ch ( b ) ) which does not affect a is 
not necessarily the same for different values of s, (for example for 
a low and a high tension level). To eliminate this question we may 
refer always to the same absolute beginning level, that is, to a 
definite value of s1 (a). 

The degree of dependence of a on b ( d ep ( a,b)) can be defined 
as the inverse of independence. 

(14) 1 
dep(a,b) = . d ( b) tn ep a, 

This definition of dependence and independence is not lim­
ited to neighboring regions. It can be used for any co-existing em­
pirical regions (parts of a field). 

The degree of independence of two regions a and b will us­
ually be different for different kinds of change (change of differ­
ent qualities). Therefore, when comparing different cases we will 
always refer to the same kind of change. 

The independence of two regions a and b can be different in dif­
ferent directions ( indep ( a,b) =I= indep ( b,a)). We can define the de­
gree of interdependence of a and b, ( inter·dep ( a;b)) in the follow­
ing way if the properties of the system are such that dep ( a,b) = 
dep(b,a). 

(15) interdep(a,b) =dep(a,b) if dep(a,b) =dep(b,a ) 

Simple Dependence of Neighboring Reg1:ons.-For the follow­
ing · discussion ,it is convenient to speak of the degree of independ­
ence of region a from a neighboring region n ( indep ( a,n)). The 
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curve we call subparts of the same ''natural '' part, or of the same 
''cell '' of the whole. For instance, 1, 2, 3 belong to one cell ( c') ; 
4, 5, 6, 7, 8, 9 to another cell ( c/') ; 10, 11, 12 to c"'. 

The curve representing the degree of independence for a whole con 
taining natural parts may under certain circumstances drop. Such a case 
is represented by curve 39 which corresponds to the whole represented in 
Figure 40. 

The difference between the whole in Figure 5 and 6 can be 

OEGR.EE OF INOEPENOENC.E OF R.EG-ION*1 FROM 
V~lliOU~ SM~LL REG-IONS (><)ALONG LINE l. 

v 
2 3 " 5 I> ? 

5MALL REGION (X) ALONG UNE 1. 
10 

FJGURE 39. Degree of Independence of Regions in a Whole Represented 
in Figure 40 

represented in a slightly different way by referring to the degree 
of independence of every two consecutive points in the sequence 
(indep(1,2); indep(2,3); indep(3,4) .. . . ). For Figure 5 a 
curve of the type represented in Figure 41a will result; for Figure 
6 a curve similar to Figure 41b. If the points 1, 2, 3 . are 
properly chosen the heights of the peaks indicate the degree of 
independence of one cell from a neighboring cell (for instance, 
indep(3,4) = indep(c' ,c")) . This value may be called the "strength 

FIGURE 40. 
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of the boundary" bo ( c' ,c"). (The height of the peaks in Figure 
41b does not need to be the same as the height of the corresponding 
jumps in Figure 38b). 

A third and probably the most satisfactory way to indicate 
natural parts mathematically is the following. If within a whole 
the regions a, b, . ... can be distinguished in such a way that the 
independence of any two subregions 1, 2, within each of these re­
gions (1 a, 2a), is less than a value k but the independence of any 
subregions belonging to different regions ( 1a, Jb, . . . ) is larger 
thank (indep (la, za) < k and indep(la, ]b) > k ) the regions a, b, 

I I I: 
1.1 8 ., , _10 10..1 

I I 1 I I I I I I I 
".12. IZ.J}I\.1'1 IUS' l'tflo 111..11 '1.1. ~.IGMM201i 

PAIR\ OF NEIG-1\&0iliNG-IlEC:riONS (X,X+I) ALONG LINE l, 

FlGURE 41a. Degree of Independ ence of Neighboring Reg ions in a Whole 
without Natural Subparts 

The graph refers to the whole W represented in Figure 5. It indicates 
the degree of independence ( inclep (x, x+ 1)) of a region x along line l from 
the next region ( x + 1) . 

-l LJ + 
X g 

i ~.',f..~, ,',&'•~•~"~ .• . ~.~­
PAIIlS OF NEIGII'SOiliN<7 !lEGIONS CX,~t I) ALONG- LINE.\. 

FJGURE 41b. Degree of Independence of Neighboring Regions in a Whole 
Containing Natural Subparts 

The graph refers to the whole W represented in Figure 6. It indi· 
cates the degree of independence (indep(x, x+1)) of a region x along line l 
fr om the next region ( x + 1) . The peaks on the curve correspond to boun· 
daries between the natural cells (c', c", . .. ) of the whole. 
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. . . . . are "natural parts" or "cells" (c) of the whole ( W). 
Definition: The degree of differentiation of the whole 

(di[k(W)) is the maxi'mum number of cells (x, y, . .. . ) into which 
W can be divided so that indep(x,y) > k. 

The mathematical aspect of these considerations may need 
technical improvement. However, they suffice to characterize the 
relations which we have in mind and to make certain derivations 
possible. 

The Relativity of Dif!M·entiation and the Macroscopic and 
Microscopic Functional Levels.-The degree of independence of a 
cell c from a neighboring cell n within a whole, or as we say, the 
strength of its functional boundary (bo(c,n) =indep(c,n)) .can 
vary widely from whole to whole and within the same whole. One 
may distinguish three cases in regard to the different boundaries 
within a whole: (a) all boundaries are equally strong; (b) a few 
definite degrees of strength can be distinguished; (c) and all show 
a great variety of strength. Using the same principle of represen­
tation as in Figure 41b, we can illustrate the three cases by Figures 
42b, d, e. 

FIGURE 42. Degree of Differentiation of a Whole on Macroscopic and Micro­
scopic Functional Levels 

I 1\ 
I l 3 I( 5 (, 7 8 ~ 

\ lJ 
Figure 42a represents a whole with a simple structure. 

... 
><. 

~ 
Q. ... 
0 
~ bo (c,n\ :1 .. : 

I 2 3 4 50 8 9 
THE NUMBEst 0< CELL) IN A WHOLE' CONTIIININGo BOVND~R.IE'~ OF 

TH~ ~-..1'\E ~TREH(.T" 9C.E'LLS K(I.J 

Figure 42b. Represents the degree of independence of neighboring 
cells of the whole shown in Figure 42a. The independence is the same for 
all cells. 

bo ( c,n). the strength of the boundary between c and n. Nine cells 
can be distinguished relative to changes smaller than w. 
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r ~ 

~ I l 
) ~ 5 (, 7 8 9 10 II 12 13 1¥ 15 '") 

\ ' tJ 
Figure 42c. A whole with a simple structure containing boundaries 

of three degrees of strength. The thickness of the line corresponds to the 
strength of the boundary. 

These cases help to demonstrate the relativity of the concept 
of differentiation. It is characteristic for a cell that its subregions 
are independent to a degree less than a relatively small value k. 
Relative to a macroscopic view certain values of k may be "small" 
but in relation to a microscopic detailed analysis these values may 
not be small. In other words, whether or not two subregions be­
long to the same cell depends on the value k. For a macroscopic 
view, a· value of k which is greater than m Figure 42d might still 
be small. For s > k > m only three cells would be distinguishable. 
Whereas for a microscopic view (k < w) sixteen cells would be 
distinguishable. 

~ ... 
)< 

)( ..... 
(l. 
w 
0 

~ 

From this it follows that the degree of differentiation is a de-

bo(< .nl•5 

boC<..n)=T>'I 

boCt.,nl=W 

2. 3 4 

2 

11 13 I~ 15 II> 
16CfLL'!>: K.(, loi 

• 
z ] 

3CHLS : K(,$ 

HiE l'tVMI!>fR. 0~ C[LI.S IN A \.!HOLE C.ONTAII'tiNG- BOUNO~R.IES 0~ TI<A!£ 

OEGR.EE~ Of STR.!N~TH 

Figure 42d. The degree of independence of neighboring cells of the 
whole represented in Figure 42c. bo(c,n) =w, weak boundary correspond­
ing to little independence; bo(c,n)=tn, medium boundary; bo(c,n)=s, 
strong boundary . . ~ Si:~teen cells can be distinguished in regard to changes 
in the state of a cell Smaller than W, 8 cells can be distinguished in regard 
to changes grea,ter than w; smaller than m; 3 cells can be distinguished 
in regard to changes greater than m, smaller than s. 
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boC<:N=W 

Figure 42e. The degree of independence of neighboring cells of a 
whole containing a variety of -boundary strengths. For changes smaller 
than w 15 cells can be distinguished. 

creasing function of k[(lO) di[k(W) =Ji'(l/k) where F means an 
increasing function J . 

This example Figure 42d shows, however, that the degree of 
differentiation does not necessarily decrease continuously with in­
creasing k. The degree of differentiation of the whole remains the 
same for all values of k below w. It decreases suddenly when k 
changes from a value below w to a value above w. The degree of 
differentiation again remains constant for values k above w but 
below m, but it drops again for a change of k to a value just above 
m, and finally remains the same for a value k > m but k < s. In 
other words, a change in k affects the degree of differentiation 
(dif k(W)) only if k passes the value characteristic of the boun­
dary strength of the cells. These given boundary values, bo(c,n) = 
indep ( c,n) determine what might be called the "natural micro­
scopic" and "natural macroscopic" view of the whole. 

The example r epresented in Figure 42a shows nine cells for 
k < bo ( c,n). However for k > bo ( c,n) the whole has to be called 
undifferentiated (see later) . 

One of the implications of the definition of differen­
tiation is shown in Figure 43a. The strength of the boun­
dary ( bo ( c,n)) is assumed to be the same for all cells. In 
this case dif•(W)=22 for k<bo(c,n). If k increases so 
that k > bo ( c,n) the whole becomes undifferentiated accord­
ing to the definition because there are no regions in W 
which fulfill the requirements for a cell. 

It is possible, however, to find seven regions in W, 
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whose independence> k, if bo ( c,n) < k > 2 bo(c,n) if one 

refers to regions which are not neighbors. With a slightly 
less rigid definition of cell, one can say that dit' ( W) = 7. 
The implications of such a definition have not been ex­
plored, but it may be that this definition will eventually 
prove to be superior. At the present time the expe-rimental 
implications of the two definitions are alike. 
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In Figure 42e the degree of differentiation decreases when­
ever k supersedes the next higher value of bo ( c,n) ; that is, the de­
crease is relatively continuous with increasing k. 

Psychologically the person is a whole which probably has the 
character indicated by Figure 42d, or 42e. 

These considerations may be instrumental for settling an old 
dispute. Many psychologists and philosophers have held that it is 
an entirely arbitrary matter as to how many parts may be dis­
tinguished within a whole. Other psychologists hold the opposite 
v1ew. Our analysis indicates that both views are correct to a cer­
tain degree. The number of parts in a whole can be determined 
only in regard to a certain value k and this value can be_ arbitrarily 
defined. However, given this value, the number of cells are de­
pendent on the strength of the boundary of the natural parts of 
the whole. What is · even more important, the degree of differen-

FIGURE 43a FIGURE 43b 

FIGURE 43. Degree of Differentiation as a Function of k 
Figure 43a. Represents a whole W containing 22 cells (dif'(W) =22), 

if the value of k is below that corresponding to the strength of the boun­
dary ( bo ( c,n) ) between these cells. If k > bo ( c,n) and at the same time 
k<2bo(c ,n ), 7 cells (1, 3, 10, 12, 14, 17, 21) can be distinguished. If k is 
further increased so that 2bo(c,n) <k<3bo(c,n) (Figure 43b) the num­
ber of separated cells decreases to 3 (2, 17, 20); i.e., dif"(W) =3. In the 
first case the diameter dia(W) =5, equivalent to the maximum distance 
between any two cells, for instance, e1 ,22; in the second case dia(W) =2, 
equivalent to e'1 ,14 ; in the third case dia (W) =1, equivalent to e"2,20 (see 
p. 241). 
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tiation of the whole changes only with certain values of k. These 
values depend entirely on the · strength of the boundaries of the 
cells which are not arbitrarily determined. 

The Simple Unity and the Deg1·ee of Differentiation of a Whole 

The D efinition of the Deg1·ee of Simple Unity of a Whole and 
the Concept of Nattwal ·Wholes.-One can define the degree of 
simple unity of a whole ( si uni ( W)), that is a unity based on sim­
ple dependence as characterized above, in the following way. We 
are comparing the degree of dependence for every pair of regions 
x and y in W and define : 

(11) si uni (W) =depmin(x,y) 

x and y are any two regions of W. From (14) it follows that 
(11) is equivalent to 

1 
(11a) si uni (W) indep maz(x,y) 

For a given whole the value of indep"'az ( x,y) may be indicated by 
Ch. From (11) it follows that if any part of a whole is changed 
by an amount greater than Ch every part of the whole will be 
affected. 

(11b) If ch(x) > Ch then ch(y) > £; x andy are any two 
cells in W. 

The definition of unity of a whole has the following implica­
tion. A whole W' may be arbitrarily determined as the totality 
of the regions A and B Figure 44a. A may be composed of the 
highly interdependent regions a, b, and d; inte1·dep ( a,b) = 100; 
inte1·dep(a,d) = 100; inte1·dep(b,d) = 100. The interdependence 
of B and a (or another part of A) however, may be low : 
interdep (B,a) = 2. In this case the degree of unity of W' is also 
low: si uni ( W') = dep minx,y = 2. A second whole W" may be de· 
termined as the totality of the regions A, B, C and D, Figure 
44b. The interdependence of these regions with each other may alsG 
equal 2. In this case si t~ni ( W") = 2. In other words, the degree 
of simple unity of W' and W' are equal. Of course, if one elim­
inates the region B in W' (Figure 44a), the simple unity of the 
rest (A) would be much higher (si tmi (A) =100); whereas the 
elimination of the region B in W" (Figure 44b) would leave the 
degree of unity of the rest (A, C, D) unchanged (si uni 
(A,C,D) =2). 
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W' 
8 

W'' 

44b 

FIGURE 44.. Degree of Unity. Natural Wholes. 

The whole W' in Figure 44a includes the regions A and B. A in· 
eludes a, b, d. The whole W", Figure 44b, includes the region a, b, d, c. 

The wholes W' and W" are examples of arbitrarily determined 
wholes. It would be more adequate to speak in the case of ,W' of 
two wholes (A and B) and in case W" of four wholes. One can de­
fine "natural wholes" in the following way. 

(18) W is called a natural whole if dep(x,y) > dep(x,z) 

where x and y refer to any two regions within W (x c W; y c W) 
and z to any region outside W (Z·W =O ). 

In other words, the degree of dependence between any parts 
within a natural whole is greater than between any part and a 
region outside the whole. 

From this it follows that the boundary of a natural whole W, 
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and the outside o~~ is stronger than the boundary around any arbi­
trary subpart p of W : 

· (18a) bo( W,Ou) > bo(p,n) where 

bo(p,n) separates p from the rest of W. 
Returning to wholes composed of natural cells we may state 

as a consequence from formula (10). (p. 34) : 
(19) For a natural whole, a value k can be determined so 

that relative to this k the whole W is undifferentiated. In other 
words it is possible to view a natural whole as one cell. (19) is 
equivalent to the statement 

(19a) bo(W,Ou) > lw(c,n) where bo(c,n) separates any 
cell c from the rest of W. 
FIGURE 45. Degree of Independence of Cells of a Natural Whole from Each 

Other and from the Outside 

.... 
+ 
X ... -..... 
a. 
ILl 
0 

~ 

FIGURE 45a. 

bo(c,n)•W 

A 'WHOLE WITII :>TRONCF OUTI!IO. ~&OUNDAa.ll!!> 

FIGURE 4 5b. 

Figure 45a presents the structure of the whole, Figure 45b the 
strength of the boundary between neighboring cells. 
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The statement (19) follows from (18) but demands less than 
(18). For instance, the whole indicated in Figures 45a and 45b 
has outer boundaries which are stronger than any inner boundaries 
( indep ( W,Ou) > indep ( c,n)). Therefore, k can easily be deter­
mined so that (19a) is fulfilled. Nevertheless, the sum of the 
strengths of the various inner boundaries may make the cells 1 
and 9 less dependent of each other than the cell 9 from the outside 
(dep(l,9) < dep(9,0u) ). In this case the whole could not be 
called a natural whole according to (18). [It is, however, possible 
to use the less demanding proposition (19a) as the definition of a 
natural whole. We will not discuss here the merits of such a pos­
sibility.] 

The statements (18) and (19) show that the wholes indicated 
in Figures 42b, 4,2d, and 42e are not natural wholes. The exam­
ple represented in Figure 42b can be said to be composed of nine 
natural wholes. The example Figure 42d is not one natural whole 
but can be thought of as three natural wholes. 

In summary we may say: a high degree of independence from 
the outside is as essential for a natural whole as is the high de­
pendence of the various parts within the whole. 

The Relation between the D egree of Unity and Differentiation 
of a Whole.-Unless it is stated differently the following discussion 
is limited to natural wholes where: 

1. The degree of independence of each cell from its neighbor 
(n) is the same for all cells (x) within the whole (indep(x,n) = 
canst.) 

2. The independence of the subregions within the same cell 
is practically zero. 

3. The cells have the same dynamical properties; (particu­
larly ch ( n) resulting from a ch (x) is equal for all neighbors). 

4. The dependence is based on a process of spreading (simple 
dependence.) 

Under this condition the degree of unity of a whole depends 
mainly on two factors. Everything else being equal, the degree of 
unity is smaller, the greater the independence of neighboring cells. 
For if indep ( c,n) is greater indep mall! ( x,y) is greater. 

The second factor is related to the number and relative posi­
tion of the cells. Figures 7a and 7b (p. 36) illustrate that two 
wholes W' and W"' may have the same degree of unity [uni(W') = 
uni(W") =indep(c,n+l) where n+l refers to a cell which is sep­
arated by two boundaries (two steps) from c], in spite of a great 
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difference in the number of cells [dif k(W") = 2 dif k(W"), for 

k < bo(c,n)]. 
The whole W'" (Figure 46) has the same number of cells as 

W' (Figure 7a) (difk(W') =difk(W"')). However, the degree 
of unity of W'" is definitely smaller than that of W' [nni(W'") < 
tmi ( W') = dep ( c, n+ 1) ] . This will be understood readily if we 
go back to the definition of independence of cells and unity of a 
whole. The degree of independence of c from neighbor n 
(indep(c,n)) was defined as the maximum change of n (ch ma"(n)) 
which would change c less than a small amount £. In case of nat­
ural cells we called this amount of change bo(c,n). If the stat& 
of the cell 1 in Figure 46 was changed to this degree, this would not 
affect the state of the cell 3. For to affect the state of 3, the state 
of cell 2 would have to be changed at least to the amount 
ch '"""(n) =indep (3,2) =bo(c,n). Whether a change of cell 1 to 
the amount 2 bo ( c, n) would suffice to affect cell 3 cannot be stated. 
However we can say that the change of cell 1 must be large enough 
to induce in cell 2 a change equal to or greater than indep (3,2) 
before cell 3 will be affected and this change of cell 1 will be 

FIGURE 46. Differentiation, Structure and Unity of a Whole 
The whole W'" has the same degree of differentiation as the whole 

W' represented in Figure 7a; dijk(W"') =dif' (W') = 6. However, W' has 

a higher degree of unity because e:~~x= l for W', e:~~x=5 tor W"'. 

indep(3,1)>bo(c,n) . A still greater change of 1 is required to af­
fect the cells 4, 5, or 6. In other words the dependence of a cell of 
W'" from cell1 (dep(l,y)) is smaller as more cells lie between 1 
and y. As the degree of unity of a whole is the degree of depend­
ence of the least dependent cells, it follows that uni (W"') =dep 

(1,6) < dep (1 ,3) =tmi (W'). 
This consideration may suffice to demonstrate that under the 

conditions mentioned above (p. 239), th e degree of dependence of 
any two cells x and y of a whole depends upon the minimum num­
ber of boundaries crossed by a path from one of these cells to the 
other. This is equivalent to what in "hodological space" is called, 
the "distance" ( e.,,u) between x andy. (See (53)). (For example, 
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in Figure 43a the distance of the cell 1 and 3 equals 2, ( e1 , 3 = 2) ; 
e1,22 = 5; eo,u = 5.) In other words, indep (x,y = F ( e.,, 11 )) where }I' 

means a monotonous increasing function. 

We will call e~~;x the "diameter" of vY < (dia(W)). 

(20) dia(W) = e~~~x; where x c Wand y c W 

From (lla) it follows that si uni(W) =F(1/ dia (W)) for a given 
value of indep ( c,n). 

If we take both the number and position of cells in the whole 
and the strength of the boundaries of the cells into account we can 
say that the degree of unity of the whole increases with the depend­
ence of neighboring cells and decreases with its diameter. 

(12) . '(W)-F( 1 ) F(dep(c,n)) 
st um - bo(c,n), e~:zx = dia (vV) 

This formula indicates that the unity of a whole does not depend 

FIGURI~ 47a FIGURE 47b 

FIGURE 47. Boundary Forces and Resultant Boundary Forces 
n, c, neighboring cells of the whole; bf •. , and bf, ... forces acting on 

the boundary between c and n in the direction toward c or toward . n re­
spectively. In Figure 47a, .the opposing boundary forces are equal in 
strength, in Figure 47b they differ. 

directly on its degree of differentiation but on its "structure" 
(number and position of cells) . 

Boundm·y Forces, Differentiation and Unity of a Whole.-The 
degree of independence of cells has been defined in terms of a cer­
tain amount of change. If this change is a change of tension (and 
probably also if we have to do with any other kind of change) the 
degree of independence can be correlated to the strength of forces 
on the boundary of one cell which will not affect the state of 
another cell. More precisely, let us assume that there is a state of 
equilibrium, i.e., the forces at the boundary of neighboring cells 
bfc.n and bf, ,c are equal and opposite (Figure 47a). A decrease 
in the forces bfc,n (Figure 47b) will affect the state of c as soon as 
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the difference I bfn,c 1-1 bfc,n J which we may call the resultant 
boundary force bf"' n,c reaches a certain value. This value of bf"' n,c 

will be the greater the greater the independence of these cells 
(indep(c,n) ). The definition of independence of neighboring cells 
may therefore be expressed by31 

(13a) indep(c,n) = bf*~:~x for which ch(c) < ~ 
The present strength of the resultant boundary force may be indi­
cated by bf*. It is obvious that certain values of bf"' in formula 
13a are equivalent to certain values of k in formula (17). It fol­
lows therefore from (10) that: 

(lOa) di[bf*(W) =F( b~.) 
That is, cells which are independent in regard to weak boun­

dary forces are not necessarily independent relative to strong 
forces. The amount of increase which is necessary to dedifferen­
tiate (W) depends upon the strength of the boundary (bo(c,n)) 
of the cells in W. 

The decrease in the degree of differentiation of a whole with 
increasing resultant boundary forces usually occurs in steps, simi­
lar to the effect of the variation of k. 

In the case of the whole represented in Figure 42c and 
42d there will be a value of bf"' n,c which corresponds to each 
value of indep ( n,c). Let us assume that indep ( n,c) = w corre­
sponds to a value of bf"'n,c=w', that indep(n,c) =m corresponds 
to bf"',.,c=m' and that indep(n,c) =s corresponds to bf"'n.c=s'. 
Then di[bf*(W) =16 if bf"'n,c < w'. If w' < bf"'n.c < m' then 
di[bf*(W) =8 and finally if m' < brn.c < s' then di[b'*(W) =3. 

Another example is shown in Figure 48. The structure here is more 
complicated but the treatment of the problem is essentially the same 
with respect to bf* > s but< vs, dif"* ( W) = 1. 

In the case of Figure 43a which has already been discussed, ( p. 235) 
the use of boundary forces would not affect the discussion. 

These examples may suffice to illustrate the following point. 
Suppose it is necessary, for some reason or other, to keep parts with­
m a whole, e.g., an organism independent of each other. The 

81 In physics the value for bj*ntax is frequently independent of the 
n,c 

absolute tension level. We cannot assume this to hold always. We refer 
therefore to a certain beginning level of bf* n,c. 
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number of such independent parts depends on the difference in 
tension (the strength of the resultant boundary forces) relative to 
which the cells should be independent and the position of the re­
gions in tension. How the degree of differentiation of a given 
whole decreases with increasing forces depends on the strength 
and the position of the boundaries of the natural cells within the 
whole. However, it is always possible to determine a strength of a 

FIGUURE 48. Degree of Differentiation and the Strength of the Resultant 
Boundary Forces 

bs, very strong boundary; s, strong boundary; rn, medium boundary; 
w. weak boundary. The corresponding maximal resultant boundary forces 
which would not affect the state of the neighboring cell are indicated by 
arrows of different lengths. dit• ( W) = 9 if k < w; dif" ( W) = 6 if 
w<k<rn; dif"(W)=2 if rn<k<s; di/'(W)=l if s<k<vs. 

resultant boundary force relative to which a natural whole is to 
be regarded as undifferentiated, and a certain strength relative to 
which the whole caU:not be treated as a natural whole.32 

The implications of these considerations become clearer when 
we discuss the relation between variability and differentiation 
(p. 249). 

St~atification of a Whole 

We will limit our discussion to natural wholes where all boun­
daries have the same strength. 

82 We cannot say that the degree of unity (uni(W)) is a function of 
these forces. It is correct that the diameter dia(W) changes with bf* or 

(
dep(c,n)) 

k. However it seems to hold that uni(W) =F dia(W) =const for a 

given natural W whatever the value of bf* or k, relative to which the 
cell within W is defined. 
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It is possible to distinguish certain groups of cells within a 
whole on the basis of their functional similarities. These more in­
clusive subparts of the whole can be called ''layers.'' The ''degree 
of stratification of a whole" (stm( W)) can be defined as the num­
ber of its layers. 

Cenh·al and Pe1·ipheml Regions.-We can distinguish cells of 
different "degrees of centrality" (cent (c)) by considering the 

maximum hodological distance e~~~w: (53) of a cell c from any other 
cell yin a whole W. 

(21a) If e~~~x =dia(W) then c is a peripheral cell. Its 

degree of centrality is zero (cent (c) = 0). Or more generally: 

(21) If e ~~~x = dia ( W) -m then the degree of centrality 

of c is m (cent (c) = m) . 
In this way we can distinguish cells of the first, second, third 

. . . . degree of centrality. Cells of the highest degree of cen­
trality within a whole can be called "most central" cells. 

The totality (topological sum) of cells for which the degree 
of centrality is 1n can be called the "m 111 central layer" ( m cen 
lay). 

(22) mth cen Zay=totality cif cell for which cent(c) =m. The 
layer containing the cells cent(c) =0 is called the peripheral layer. 

The degree of ''centrality stratification'' of a whole ( cen stra 
(W)) is one greater than the highest degree of centrality of any 
one of its cells. This definition makes the degree of centrality 
stratification equal to the number of strata. 

(23) cen stra (W) =(cent max(c) +1) 

One may raise the question of the relation between the diame­
ter of a whole and the highest degree of centrality of its cells~ Is 
a central layer always a connected region~ etc. We cannot attempt 
a detailed discussion of these questions here. However a few exam­
ples may be welcomed as illustrations. 

Figure 49a represents a whole containing twelve cells, which 
are all peripheral. The degree of centrality stratification is one. 
The same holds true for the whole represented in Figure 49b. Cell 
1 and cell 2 are peripheral in spite of the fact that cell 1 is sur­
rounded by cell 2. 

Figure 50a represents a whole containing nineteen cells. Cen 
stra ( W) = 3. The most central layer contains but two cells, namely 
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FIGURE 49a FIGURE 49b 
FIGURE 49. Degree of Centrality 

Figure 49a represents a whole containing 12 peripheral cells; dif(W) = 
12; cent (x) =const=O; cen stra (W) =1; inn stra (W) =1. 

Figure 49b represents a whole containing 2 peripheral cells, one of 
them being an inner cell; dif(W) =2; cent (1) =cent (2) =0; cen 
srra (W) = 1; inn (1) = 1; inn (2) =2; inn stra (W) = 2. 

FIGURE 50a FIGURE 50b 
FIGURE 50a. Stratified Whole 

dif(W) =19; dia(W) =e~:~x=4; cen stra (W) =3; inn stra (W) =3. 

The peripheral layer (e~:~x=4) contains the cells 1, 4, 10, 11, 12, 16, 19; 

the first central layer ( e~~~x= 3) contains the cells 2, 3, 5, 6, 8, 9, 13, 14, 17, 

18; the second central layer (e~::x=2) contains the cells 7, 15. The outer 

layer (e. 0 ., = 1) contains the cells 1, 2, 3, 4, 10, 11, 12, 16, 17, 18, 19; the 
first inne'r layer ( e. ,0 ., = 2) contains the cells 5, 7, 9, 15; the second inner 
layer ( e •. o .. = 3) contains the cells 6, 8, 13, 14. 
FIGURE 50b. The Effect of the Change of One Cell upon the Position of 

Other Cells of a Whole 
The change of the boundary between cell 3 and cell 7 eliminates cell 

15 from the most central layer which contains now only cell 7. 
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cells 7 and 15. This is an example of a not connected central layer. 
If one changes the boundary of cell 3 slightly as indicated in Figure 
50b, the most central layer contains only cell 7. The functional 
difference between cells belonging to layers of various degrees of 
centrality may be indicated as follows: A most central cell (for in­
stance cell 7) will be affected if in any cell the resultant boundary 

force b[f.' takes on the value b[f.' > bf*'::,;~f- 1 ; a cell of the first de­

gree of ecntrali ty (for instance cell 2) is affected if in any cell 

bf* > b[f.' ~:g+ 2 ; a peripheral cell (for instance cell 4) is affected if 

in any cell bf* > bf*~:g'f- 3 . In other words, the more central a cell, 

the easier it is affected by changes within the whole; and the mort> 
easily a change in this cell affects all other cells of the whole. 

Inne1· and Oute1· Laye1·.-We define inner and outer layers by 
considering the hodological distance ec,ou of a cell c from the region 
(Ott) outside the whole. 

We will speak of an inner cell of the degree m : 

(24) inn (c) =m, if (ec,ou) -1=m. 

If ( ec,ou) -1 = 0, c is called an "outer" cell. The totality of 
outer cells is the "outer layer" of the whole. 

(25) mth inn lay=totality of cells for which inn(c) =m. The 
degree of ''inner stratification'' of a whole corresponds to the num­
ber of layers. 

(26) inn stra(W) = (innmax(c)) +1 

As an example we may discuss again Figures 49a, 49b, and 
50 a. For Figure 49a, inn stm ( W) = 1; it contains only an outer 
layer. The whole represented in Figure 49b contains an outer and 
a first inner layer: inn stra ( W) = 2, although cen st1·a ( W) = 1 
as we have seen above. 

The whole represented in Figure 50a shows the same number 
of central as of inner layers: inn stra( W) = cen stra ( W) = 3. 
However the three layers are composed of very different cells in the 
two kinds of stratification. For instance cent (cell 7) = 2, inn 
(cell 7) =1; cent (cell 2) =1, inn (cell 2) =0. The change of cell 
3 from Figure 50a to Figure 50b changes the number of cells be­
longing to the most central layer. However it does not change the 
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"belongingness" of any cell to the outer or inner layers of the var­
ious degrees. 

The functional difference between cells belonging to different 
inner layers can be illustrated as follows: A cell of the outer layer 
is affected as soon as the resultant force on the boundary of the 

whole is greater than bf*~~~~v. A stronger force from outside is 

necessary to affect a cell of the first inner layer, and a still stronger 
force to affect the most inner layer. 

As a summary of the difference between a stratification into 
central and peripheral layers and the stratification into inner and 
outer layers one can say that the degree of centrality of a cell 
determines how easily the cell will be affected by changes any­
where inside the whole and how easily a change in this cell will 
affect the rest of the whole. The position of a cell in a certain inner 
layer determines how easily a cell will be affected by changes out­
side the whole and how easily a change in this cell will affect the 
outside. 

Variety of Patterns Which can be Realized in a Whole 

Homogeneity and Hete1·ogeneity of a Whole.-The actual state 
(quality) of two cells a and b can be equal ( s (a) = s (b)) even if 
both cells are highly independent. However the maximum degree 
of dissimilarity of two cells depends upon their degree of inde­
pendence. 

(27) I s(a)-s(b) I max=F(indep(a,b)) 

One may define inhomogeneity of a whole (in hom ( W)) as the 
greatest difference of the state of any cells within W [other defini­
tions would be possible]. 

(28) inhom(W) =I s(x) -s(y) I max at a given time. 

That implies that inhom.( W) = 0 if all cells are in the same state. 
Homogeneity can be defined: 

(29) 1 
hom(W) = inhom(W) 

A whole which is highly differentiated and stratified may still 
be fully homogeneous. In other words, it holds true for any kind 
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of whole that inhmn(W)'"in=O. The maximum inhomogeneity of 
different wholes, however, can be different. 

We limit the discussion again to a natural whole with a con­
stant degree of independence of neighboring cells within the whole, 
and to a certain absolute range of states. 

From (28) and (27) as follows 

(30) inhom ma"(W) =F(indep ma"(x,y)) 

From (30) together with (11a) and (12) follows 

(30a) inhom""""(W) =F ( . ~W)) =F(dia(W),bo(c,n)) 
stunt ' 

In other words the maximum inhomogeneity of a whole is a 
function of its diameter and the strength of the inner boundaries. 
It is an inverse function of the degree of unity of the whole. 

The V m·iety of Patte~·ns.-A whole A may contain three cells 
( a,b ,d) as indicated in Figure 44a; the maximum difference between 
the states of two neighboring cells may be g. If the state of one 
cell equals u ( s (a) = u) the state of the other eells can also equal u 
(s(b) =tt; s(d) =u); or one or both of these two cells may have any 
state between u and u±g (u-g<s(b)<u+g; u-g<s(d)<u+g) . 
The number of different constellations of states of the various cells 
which can be realized within a whole may be called the variety of 
pattern (var(W)) in W. 

The variety of pattern depends upon the maximum difference 
of any two cells within a whole, i.e., the maximum degree of in­
homogeneity (30). According to (30a) this depends on the di­
ameter and the strength of the inner boundaries of the whole 
(var(W) =F(inhom ma"(W)) =F(dia(W), bo(c,n) ). However, 
given the same strength of the inner boundaries and the same di­
ameter and degree of stratification, the variety may still be different 
if the degree of differentiation is not the same. For instance, for 
the wholes A and B represented in Figure 51 it holds: dia(A) = 
dia(B) =2; cen stra(A) =cen stra(B) =2; inn stra(A) =inn st1·a 
(B) =2, bo(c,n)A=bo(c,n)B. To simplify the discussion we may al­
low only two states of a cell, indicated by S1 and 8 2 • A glance at the 
variation (l) , (2) and (3) shown in Figure 51 makes it clear that 
var(B) > var (A) in spite of the equality of the factors men-
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tioned. This means that the degree of differentiation is an impor­
tant factor for the variety o£ possible patterns. 

(31) var(W) =F(dia(W), di[k('W), bo(c,n) ), where k < bo(c,n) 

The Variety of Pattern of an Organic Whole and the Effect of 

A B 

I. I. 

l. l. 

,. 

FIGURE 51. Variety of Patterns and Degree of Differentiation 

Keeping Ce~·ta~n Parts Constant.-It is possible to treat the prob­
~em of the .vanety o.f patterns in a somewhat more concrete way, 
If we .tak~ mto c.onsideration that the degree of change within an 
orgamsm IS defimtely limited. If this state deviates too much from 
the normal state the living cell will die. 

Using a scale of nine points we can indicate by +4 and -4· 
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the upper and lower maxima, by 0 the normal state. To simplify 
the discussion we will not consider continuous changes but only 
states corresponding to the nine points of the scale. 

Let us discuss the variety of possible patterns within a simple 
whole corresponding to Figure 46. The maximum difference be­
tween the states of neighboring cells may be constant and equal to 
one point of our scale (I s (c) - s ( n) I max = 1) . The totality of pos­
sible constellations under these circumstances is val"( W) = 9 ·3

5
-

(2 ·34 +4 ·43 +6 ·32 + 8 ·3+10) =1829. Figure 52a represents these 

~]~=---~~~~--~~~~--~~~~--~~~~--~~ 
~1~~~~>r~=-~~~~-=~~~=-~~~~~~~ 

-l~~~~~~~tE~~~~~~iE~-=~ 
-~ I ·1 

CELL NUmBER 

FIGURE 52. Variety of Possible Patterns if Parts of the Whole Are Kept 
Constant 

Figure 52a represents a variety of patterns which can be realized 
within a whole corresponding to Figure 46; vm· (W) = 1829. 

possibilities graphically by the totality of curves progressing con­

tinuously from left to right. 
If for one reason or another cell 1 is kept on the normal level 

0 the number of possible patterns (Figure 52b) decreases to 
35 -2=241. If cell 1 is kept on the level ±1, ±2, ±3, or ±4 
respectively, the variety of pattern decreases to 239, 230, 203 or 
122" respectively (see Figures 52c, 52d, 52e). 

In other words, the more the state of the cell which is kept on a 
constant level deviates from normal ( o) the smaller is the variety 

"' The general formula for a whole with this simple structure, in case 
cell 1 is kept constant is : var=3•-' - (3•u-•-• +3 .,.•-• -•+ , +3°)­
(3•-•- 1- 2-+-3"· •-•-•+ ... +3°) , where n=number of cells, ±a=difference 
of the state of cell 1 from "normal," and l = the greatest possible differ­

ence of the .state of a cell from normal. 

FRUSTRATION AND REGRESSION 251 

STATE OF CELL 
EXTREME +4~---~----r------,------::,.,....,,..---­

OI\/cR.GENCE 

1'11011 NOIU'IAL t3 ~------+------jf-------:::--k::::=-----:::::>k:::::::.._::::::::J 

Figure 52b. If cell 1 is kept on the normal level, the variety of pat­
terns decreases to 241. 

Figure 52 c. If cell 1 is kept on level 1, var ( W) = 239. 
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STATE OF C.E\.L 
EXTREME t1 r----::;.-T"':::---~1""'::--__,..,..:::----...,...,....--~ 
01\IER.G-ENC:E 
F'llOM 1'1011.1'\~L t:5 foE::----.:...ft;E---_:;,~:::::....--~ok==:::::....-.....::::~~:.._-.::::,~ 

E~TR!ME -3r----1-----~---~---~~--~ 
DIIII!II.G-CNC:.E 

FllOMNO~M~~ _1 ~-----~--------~----~---~~---~ I Z. 3 4 !S 6 
Cl!~ 

'1/AR.ItiY OF PATTERNS IF CELL "'1 IS KI:PT ON A LEVEL llf~IIITIII£L'1 
ClOSE TO THE' EXT~Me'. THf NUMBE'R OF DIFFEili!IIIT PATTr:RN~ 
(VAA(Io/)) IS 203. 

~TATE OF CELL 
EY.TREME t1 roo:::::---'T":::::-----::::>'1"':::---,.,.oc::---~.,.,....--.......,., 
OI'VER.GoE'NCE 
Fll0MN~~Lt3r----~~~--~~~-~~~~-.....::::~~:.._-~~ 

NORMAL 

-z~---+-----+---~--------+-------~ 

f')(TRE.ME 
OIIIEII.GENC.E 
FllOMNO~AL-1 .~,------&L-------~3~----~~1-------~SL-------~, 

C:E:U.. 
\/II.RIEi'( OF PAiTEilN!I IF CELL '*1:1 IS KEPT ON AN E XTREMf 
I.ML THE NUM&ER. OF DIHER.ENT P~TTE._N~ (liAR. (W) IS IU. 

Figure 52d. If cell 1 is kept on level 3, var (W) = 203. 

F igure 52e. If cell 1 is kept on level 4, var (W) =122. 

FRUSTRATION AND REGR ESSION 253 

STATE Of CfLL 
ElTREME t'l r.;;;._ ____ l _______ -,--------,r---------r-------. 
Dllll!llGENC.£ 
Fa.ol'\ NOI.I'\~ t3 r--------t--------+·------1f--------+------~ 

NOUV.L 

!li.TUMI -s r------t-------t----+-----+-----1 
DIIII!RGEHC! 

FROM NORM~L -4 \"'t --------t&--------T----------Jl--------!--------J, 
CI!LL 
IIARIET'I' OF P.t.TTER.NS IFCELL *1 AND CELL tt-4 ARE l.EPT ON A 
NORMAL LEIIEL 

~TATE OF CELL 
enru·~ ti 
01\IIR.G-INC. I! ~ F-.oM I'IOUIIILt'!l 

NOI.MAL 0 

-I 

-J UTili!Ma 
01\II!II,QoiNCI 
FII.O~ .NOIILIIAL ·+ 

I 
CELL. 

>< 

2. 

VARII!T'( OF PIITTEII.N IF 
! )(TII.!MJ: LINI!L, 

~ ~ >< 
~ 

' 

F igu re 52f. If cell 1 and cell 4 are kept on the normal level, var 
( W ) =63. 

Figure 52g. If cell 1 and cell 4 are kept on level 4, var (W ) = 20. 
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of possible patterns. The decrease of this variety corresponding 
to a change from one level to the next is greater the more this level 
approaches the extreme. 

If two cells are kept at a constant level the variety of pattern 
is still more diminished. For instance, if cell 1 and 4 are kept on 
the normal level (Figure 52£) the variety of patterns decreases 
to 63. If celll and 4 are kept on level ±4 (Figure 52g) the variety 
decreases to 20 from the original var( W) = 1829 when no cell is kept 
constant. 

It has been indicated ( p. 246) that the state of the rest of a 
whole depends more on a central than on a peripheral cell. One 
may expect therefore that the variety of patterns should decrease 
more if a central cell rather than a peripheral cell is kept at a given 
level. This is, however, not always correct. For instance, it does 
not hold for the simple structure of Figure 46. Cell 4 is more 
central than cell 1. However, if cell 4 is kept constant on the 
normal level, 0, the variety of remaining patterns is the same, 
namely 243, as if the peripheral cell 1 is kept on this level. 

Nevertheless, it ordinarily holds for the more complicated 
wholes that the variety of pattern is more diminished if a central 
rather than a peripheral cell is kept at a level sufficiently different 
from the normal. 

These examples indicate that the variety of pattern decreases 
with the number of cells kept in a given state, with the increasing 
distance from the normal state, and usually with the increasing 
degree of centrality of the cells kept at an extreme level. A more 
detailed mathematieal analysis of wholes showing various structures 
and degree of differentiation is needed before general statements 
concerning the conditions for the reduction in variability can be 
made."• This problem should be of prime importance for psychol­
ogy, biology and also for the study of the variability of various 
social groups. 

Variety of Pattern and R egression 

If a decrease in variety of behavior is a symptom of regression 
and if the variety of behavior presupposes a variety of pattern 

"A more detailed discussion of these problems is forthcoming by 
A. L. Baldwin. 
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realiz3;ble in a whole, it is possible now to state certain conditions 
under which regression should occur. 

1. Any fixation of a sufficiently large part of the whole to a 
constant state should lead to regression. 

This decrease of variety should, however, be very slight if only 
one peripheral cell is held on a normal level. If the whole referred 
to in Figure 46 would contain twenty instead of six cells, the fixa­
tion of cell 1 to a normal level would be practically without signifi­
cance for va·r(W'"). The regression should be greater the more 
cells are kept constant, the more central the cells are, and the more 
the state of the cells are removed from that of normality. 

Situations where certain parts of the person are kept in a con­
stant state occur frequently. For instance, a need which is not 
satisfied corresponds to a relatively constant state of tension of 
certain innerpersonal systems. Pressure from the environment 
may keep the individual or part of him in a certain state of tension. 
Certain manipulations, which the person is supposed to carry out, 
frequently require that certain parts of the individual be kept 
within a definite range of states. 

All or at least most of the situations in which the person is 
awake require that the state of a more or less extended part of the 
person be kept within a limited range. (In some respects this 
~robably holds least during sleep. See 22). However, such situa­
tiOns cannot be called ''regression '' because the person actually has 
never shown a higher developmental state. However, if such out­
side requirements are very extended, if for instance, the individual 
is kep~ busy day after day with certain routine tasks which occupy 
a considerable part of him [i.e., keeps that part within a definite 
state or sequence] he may show certain signs of regression. Never . 
theless, this regression will be relatively small as long as these 
occupied areas are not too extensive, as long as only peripheral 
~ayers are affected, and if the degree of independence of neighbor­
mg cells (strength of inner boundaries ) is suffitlient. 

This conclusion from our formulae is surprisingly well in line 
with the experiments on psychological satiation (37, 45). Satiation 
may occur in a situation in which the same activity is repeated over 
~nd over again, that is where certain areas of the person are kept 
m a more or less constant state. The outstanding symptoms of 
oversatiation may well be called typical cases of regression. For 
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instance, the larger units dedifferentiate into smaller and smaller 
parts (37). The experiments show that if the activity is kept 
sufficiently peripheral no satiation may occur. Both agreeable and 
disagreeable activities are more rapidly satiated than neutral ones. 
Indeed, in both cases, more central areas are touched and therefore 
larger areas of the person are kept in a fixed state. Anything else 
which increases centrality seems to speed up satiation. The ve­
locity of satiation is greater in children; indeed they are less dif­
ferentiated and the cells are less independent. Feeble-minded per­
sons who show greater independence of neighboring cells (measured 
by co-satiation and other symptoms) show a slower satiation than 
younger children of the same degree of differentiation ( 45). 

From our previous discussions we would expect that an in­
crease in emotional tension should lead to marked regression when 
the tension has reached a certain level. This is the theory ad­
vanced in a previous investigation by Dembo (12, 116-120) a 
theory which is well in line with the experiments and the results of 
the present study. 

2. We should expect regression if the strength of the bound­
ary decreases. An example may be fatigue, which, according to 
Zeigarnik (84) corresponds to a more fluid state in which the per­
son is unable to build or to preserve systems in tension. (A similar 
inability to keep tension has been observed in schizophrenic patients 
if peripheral activities are carried through (70) ). 

Of course in all of these cases other factors play a role in addi­
tion to the variety of patterns. 

3. It should be noticed that the limitation of variation of pat­
terns is based on two rather distinct groups of factors. One group 
has to do with the degree of differentiation, the diameter of the 
whole, and the strength of the boundaries of the cells. The second 
group deals with the scope of states which a cell may have without 
dying. 

Both factors should be clearly distinguished particularly in 
view of certain developmental trends. In regard to the first factor 
(differentiation, boundary strength, etc. ) adults show definitely 
greater variability than the child. In regard to the second factor , 
however, indications point to the fact that the cells of the young 
organism can differ more widely from the normal state without 
being destroyed and that the younger person therefore shows 
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greater variability. Our examples indicate that a greater tolerance 
for deviations from the normal would have to be very outstanding 
(much greater than it actually seems to be) if it should counteract 
the increase in the variety of pattern resulting from the greater 
differentiation of the more mature person, its stratification and the 
greater strength of the boundaries of his cells. 

ORGANIZATIONAL DEPENDENCE AND ORGANIZATIONAL 

UNITY OF A WHOLE 

We will limit the discussion of organizational dependence and 
unity to a few general considerations. 

Organizational Dependence 

It does not seem to be possible to define the degree of "organi­
zational dependence'' or independence of two regions a and b in 
the same way as "simple dependence" (p. 32), namely, by refer­
ring to the amount of change which is necessary in one region to 
change the other region. For organizational dependence the im­
portant characteristic of a is its power to induce a change of state 
in b and this power seems to have no direct relation to the amount 
of change in a necessary to influence b. One can define the organi­
zational dependence of a upon b ( m·g dep ( a,b) ) as the maximum 
change which can be induced by bin a (i~ch(a)ma:z:) 

(32) org dep (a,b) =ibch(a)ma:z: 

The difference between (32) and (13) expresses a difference be­
tween simple and organizational dependence. For the former, 
but not for the latter, there is a tendency for the states of depend­
ent regions to be equal. 

We have mentioned that a similar type of dependence exists in 
social psychology (p. 32). If we refer to induced forces rather 
than to induced changes, we might define power of b over a. 
(pow bja) as the quotient of the maximum force which b can induce 

on a (ibfmax ), and the maximum resistance (!max) which a can 
a,x a,x 

offer. ( x indicates the region into which a should locomote accord­

ing to the will of b ; f- indicates a force in the direction opposite a,x 
to f a,:z: (53 ) ) . 
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(33) power (b/a) 
ibf':,~x 

[f!!:!!:.X 
a,x 

If one makes the reasonable assumption that there is a close 
relation between induced forces and induced changes (32) and (33) 
are probably equivalent. 

Head and Tool 

Referring to dynamic wholes, we will call a leading region a 
''head'' (h), and the led region a ''tool' ' (to). We can define head 
and tool by the following formula 

(34) pow (h/to) >pow (to/h) 

The greater the value, pow (h/to), the easier it is for the head 
to induce such changes of the tool as desired. Let us consider, for 
instance, a tool containing many subregions. The ease with which 
the position of the subregions to each other can be changed, depends 
upon the strength of the forces induced by the head in comparison 
to the strength of the restraining forces acting on the tool opposite 
to the induced forces. 

Organizational Unity 

It seems possible to define the organizational unity of a whole 
( org uni ( W) ) in the following way : 

(35) org wm(W) =pow(hh/W-hh) 

In other words, the organizational unity of a whole is related to the 
power of the strongest head (hh) over the rest of the whole (W-hh). 
It may be that other, factors should be added. However, formula 
(35) may well serve as a first approximation. 

If the whole is composed of cells all of which have the same 
power, the organizational unity of the whole is small because the 
power of any one cell c relative to the rest of the whole (power 
c/W-c) is small. 

A simple case of high organizational unity is given if we have . 
to deal with a whole containing one strong head, the rest having but 
little power (Figure 53a). If the tool regions are very numerous 
the effective power of the head may be greater if a number of sub­
leaders (subheads, sh) (Figure 53b) can be employed. 
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FIGURE 53a F)GURE 53b 

F)GURE 53. Organization of a Whole 

Fi.gure 53 a. Whole containing one leading part. h, head; to, tool. 
Figure 53b. Organization of a whole containing leading parts and 

subleaders. h, head; sh, subhead; to, tool. 

If the whole contains two or more independent heads, the or­
ganizational unity of the whole may be considerably reduced (Fig­
ure 54a). It is important, of course, whether the two heads are 
"friends" or "enemies." However, the formula (35) is probably 
correct if one understands the ' 'power of the strongest head'' to be 

FIGURE 54a FIGURE 54b 

F)GURE 54. Organizational Unity 

Figure 54a. Whole with two independent leading parts. h, head; 
to, tool. 

Figure 54b. Whole containing several leading parts combined into 
one policy determining group. h, head; to, tool; H, group of heads. 
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the strength of the powerfield of the head itself added to that of 
friends as far as they co-operate. 

If we understand independent heads in this way, we can prob­
ably say that 

(36) 01• uni (W) _ F(-1--) where n(h) means the num-
g - n(h) ber of independent heads: 

In other words, everything else being equal, the degree of organiza­
tional unity of a whole is inversely related to the number of inde­
pendent heads. 

Important individual differences seem to exist in the degree 
of organizational unity of the person. In some individuals one, or 
a few needs seem to be powerful enough to suppress the other needs. 
In this case a relatively high general tension level may be expected. 
A rather different type of unity of the person is achieved if a num­
ber of heads of relatively equal powers are organized in a more 
"democratic" manner. In this case, the hierarchical organization 
is topped by a group of heads combined into one policy-determining 
part (H) of the whole (Figure 54b). If this H is considered as 
one region, the degree of unity of the whole is high, although no one 
all-powerful cell exists in the whole. It may be that the more har­
monious and easy going persons show this type of inner organiza-
~~ . 

Organizational Unity dw·ing Development and in Reg1·ession 

Development involves differentiation. If this should lead to a 
great number of parts which have approximately the same power, 
the degree of organizational unity should decrease according to 
(35). The emergence of a head should increase the degree of or­
ganizational unity. 

If the head region differentiates again into two or more inde­
pendent heads h\ h2

, h", each of these heads being powerful rela­
tively to the tool regions, the value of pow ( h 1 /W -h 1 ) should de­
crease very considerably and therefore according to (36) the degree 
of organizational unity should also decrease. We have mentioned 
( p. 27) that the increase of differentiation of the central needs 
during development may well lead to a decrease in the organiza­
tional unity of the person. If, however, the differentiation pro­
gresses so that one of the heads is predominant or in such a way that 
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a new higher head (hh) emerges which gives to the previous heads 
the role of subheads (Figure 55), the degree of unity of the whole 
will increase again in accordance with (35). In this case also the 
degree of hierarchical organization of the whole is increasing (See 
Figure 4c). 

FIGURE 55. Hierarchial Organization 
hh, highest head; h, head; to, tool. 

Regression in the sense of disorganization should be expected 
if the number of opposing heads (needs) increases, because the 
organizational unity of the whole should then decrease in line with 
(36). The degree of organizational unity also decreases somewhat 
if the tool region becomes less fluid. That may happen if the gen­
eral tension level is too high, or if the tools are governed simul­
taneously by conflicting forces. 
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THE RATING OF CONSTRUCTIVENESS OF PLAY 
(INCLUDING THE DOUBTFUL CASES) 

TOY: TRUCK AND TRAILER 

Constructiveness 2 

1. Superficial 1. Trailer examined casually. 
examination 

2. Primitive, 
inadequate 
use 

Constructiveness 3 

3. Primitive, 
obvious use 

4. Tran s p o r­
tation to 
definite 
place 

5. C a r e f u 1 
examination 
and delimit­
ing of sim­
ple problem 

Constructiveness 4 

6. Successful 
solution of 
simple prob­
lem 

7. Same as 6 

8. Primitive, 
adequate 
use and 
transporta­
tion to defi­
nite place 

2. Goes to square 1; truck and trailer moved back 
and forth on subject's leg; truck and trailer on 
head. Sits looking. Truck and trailer on head. 

3. Truck and trailer moved back and forth while 
S sings. Looks at barrier, singing. 

4. "I like to play with the truck and trailer. I 
like to come over here." Truck and trailer 
taken to table. "I'll bring all the toys here." 

5. Goes to square 1. Tries to detach trailer. "Can 
come out?" 

6. Trailer detached from truck. 

7. Detaches trailer from truck. Reattaches. "I 
know how to fix it now." 

8. Truck and trailer backed under chair. 
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Constructiveness 5 

9. Easy, skill­
ful solution 
of simple 
problem as 
part of 
simple so· 
cial play 

10. Appropriate 
imaginative 
use on un­
develo p e d 
level 

11. Same as 10 

12. Used as tool 
for trans­
portation of 
other ob­
jects; goal 
indefinite 

Const1·uctiveness 6 

13. Used as tool 
for trans­
portation of 
other ob­
jects; goal 
definite 

14. Appropriate, 
imaginative 
use on de­
veloped 
level 

15. Same as 14 
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9. Says, "I think it is this I want to play with," 
plays with truck and trailer. Is really inter­
ested. Is singing and satisfied. "I'll do a 
trick." Detaches trailer, pushes truck across 
floor. Laughs. Hums, reattaching trailer, goes 
to square 3. Looks at barrier, takes truck and 
trailer back. 

10. Says, "I saw the fire chief when the house was 
burning down. Fire chief," while moving truck 
and trailer. Detaches truck, pushes about floor, 
talking all the time about the fire chief. Tries 
to reattach truck and trailer. Takes to E to 
reattach. Pushes truck around, talking. 

11. Moves truck and trailer across floor to square 
3, then to barrier. "Here it goes." Detaches, 
reattaches. Truck and trailer pushed around 
in circle; back and forth, making truck noises, 
detaches. In a good mood. Looks at observer's 
window. Pushes truck and trailer back and 
forth. 

12. Pegs taken from cup and put on truck and 
trailer. Pulls truck and trailer toward him. 
Teddy bear and doll put on chair out of the 
way, then truck and trailer is pulled toward 
square 1, along barrier. S does not shift posi­
tion but stretches to limit in pushing truck 
and trailer toward square 1. 

13. Takes truck and trailer. "Those things are 
going to be hauled." Cup, saucer, teapot. 
Talks. "Ride along, mister." To square 3. 

14. Truck and trailer. "The bus went under the 
ice." "Bzzz, Bzzz, Bzzz. It came unhitched." 
Reattaches trailer. Duck made to swim to 
truck and trailer. "Will see if there is room 
for you, swan." Same for doll, sailboat, frog. 
(Voice very pleasant; mood bright and gay.) 

15. Brings duck to table on truck. "Look, I caught 
a duck." 
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Constructiveness 7 

16. Creative, 
imaginative 
use 

17. Appropriate 
use in 
highly 
developed, 
imaginative 
play 

18. Same as 17 

19. Same as 17 
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16. Sings while she reattaches truck and trailer. 

17. 

"I put it on wrongly. Now-Toot! Toot! It's 
going on the highway." Moving the small 
truck and trailer on the ironing board. Sings: 
"Highway, highway." Tips ironing board down 
and lets truck and trailer coast onto chair. 
smiles. 

Takes the truck and trailer and tries to put the 
ironing board on it. Says: "It won't go on." 
Pushes the truck and trailer. "I'll put some­
thing on to go." Loads cup, saucer, iron, and 
teapot. Telling in singing way what she is 
doing. She continues: "Now everything off. 
Now we'll go to Chicago, Chug! Chug!," as she 
pushes the truck and trailer in circles. "Now 
we'll go to Illinois." Carries truck and trailei­
around and loads it. The teddy bear is put on. 
"Chug!" Teddy bear falls off the truck. She 
remarks: "Oh! Teddy bear, he fell off." She 
puts the teddy bear on and pushes the trailer 
around in circles. "Chug! Chug! Teddy bear 
has to get off now." Talks about teddy bear 
and doll on the truck and trailer, about where 
they are going, and about the nice teddy bear: 
"Oh! Teddy bear fell off too-too." She says 
loudly, while pushing the truck and trailer in 
circles: '"Toot! Toot!" She moves the truck 
and trailer to square 3. Puts boat and duck on 
and explains, "I'll put the boat here, a swan 
here. Toot! Toot!" 

18. Takes truck and trailer to square 3, frog placed 
on truck and trailer. "Here is a frog. The frog 
and the duck have to be taken away." Boat 
placed on truck and trailer. "This is a broken 
boat. The truck has a lot of things to haul." 
Hauls to square 1, removes things. "Now, we 
go on the bridge." Duck placed on trailer. 
"He has to swim." Truck and trailer re­
attached. "First the duck takes a ride in the 
new Dodge. Now, they go around to take some­
body else, too." Takes frog for a ride in the 
middle of the room. "Say, they all come off 
too." Truck and trailer detached. 

19. Takes truck and trailer saying, '"This is police 

Constructiveness 8 
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ambulance. Here it comes." She makes it go 
around. Detaches trailer from truck and says, 
"Look!" then puts it back together. Takes 
ironing board and iron. Leans ironing board 
against the barrier and says, "I'm glad I'm 
home, I'm glad I'm home; policeman says, 
'Everything is fixed for supper'." 

20. Inventive, 20. To square 1, truck and trailer reattached, "I'll 
bring them here." Detaches truck, has it coast 
down trailer as an incline; reattaches. 

imaginative 
use. There 
may well be 
some ques-
tion if this 
should be 
rated higher 
than 1 6. 

TOY: IRON AND IRONING BOARD 

Constructiveness ~ 

21. Manipulat- 21. Touches iron. 
ing without 
examination 
or use 

22. Transport a- 22. Picks up iron; walks about. 
tion without 
definite goal 

Constructiveness 3 

23. C a r e f u I 
examination 
and delimit­
ing simple 
problem 

24. Transporta­
tion to defi­
nite place 

25. Same as 24 

23. Goes to square 1, picks up ironing board. 
"How do you put it down? Mother has one 
which you can put down." 

24. Iron and ironing board carried to wall. 

25. Takes ironing board from square 1 to E. 
Opens, manipulates, and repeats unintelligible 
question many times. Asks E to fix ironing 
board; brings to square 1. . Back to E with 
ironing board and iron. 
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26. Develo p e d 
inadequate 
use 

Constructiveness 4 

27. S u c c e s s­
ful s_olution 
of simple 
problem 

28. C a r e f u 1 
examination 
and obvious 
use 

Constructiveness 5 

29. Appropriate, 
imaginative 
use on unde­
veloped 
level 

30. Same as 29 

31. Same as 29 

32. Same as 29 

Gvnstnwtiveness 6 

33. Appropriate, 
imaginative 
use on de­
veloped 
level 

26. Goes to square 1, gets on chair, irons teddy 
bear, hums, irons saucer, holding teddy bear 
in hand, irons truck and tra iler on floor, says, 
"I'll iron the t ruck and trailer ." 

27. Returns to ironing board , which he tries to set 
up as he continues singing. "How do this ?" 
"What's that?" hears hammering sound in 
north room. "How do this ?" ( erect ironing 
board). Succeeds and places in corner. 

28. Goes to square 1, t a kes iron, manipulates and 
examines it, then manipulates and examines 
ironing board. Places ironing board before her, 
turns it over, tries to unfold. Picks up i ron, 
irons three or four times, examines iron. 

29. Puts iron to cheek. "Oh, this is hot." •rests 
iron . 

30. Goes to ironing board. Sits down, putting iron­
ing board in front of her and draws. Talks 
about and plays with i ron . "My iron is better 
than yours. Look at the big iron way up in 
the air. I can iron this high way." Plays 
with ironing board. "Do you think it is doing 
nice?" Comes with i ron to E. Puts it at E's 
arm. "It is hot." Back to chair, ironing, 
talking. 

31. Irons bit of paper on floo r . E xamines paper 
and irons. 

32. Places iron on ironing board, irons. "It's hot." 
Takes iron to E to show how hot it is. 

33. Whispers, t ears square from paper, places on 
ironing board, irons it carefully. Takes 
another piece. Irons it. E xamines ironing 
board, irons, puts iron back in place. 

34. Same as 33 

35. Same as 33 

36. Unique use 
on simple 
level 

37. Same as 3:l 

38. Same as 33 

Constructiveness 7 

39. Creative, 
imaginative 
use 

40. Appropriate 
use in 
highly 
developed 
imagina tive 
play 
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34. Takes diaper off doll. Irons diaper on ironing 
board, attempts to put diaper on, but does not 
succeed. 

35. Puts iron in ironing board. Tries to take the 
ribbon off of the bear, but does not succeed .. 
Irons the ribbon around the t eddy bear's neck. 
Tries to fold up ironing board. Removes diaper 
from doll and irons diaper. 

36. Says, "I better iron his clothes now." Takes 
iron to square 2. Irons clay, after asking per­
mission. "Look what it did! I'm just pressing 
it so it's smooth." 

37. S is continuing her ironing, "I'll just iron my 
own dress." Puts own skirt on ironing bbard 
and irons. "Now, doesn't that look pretty?" 

38. Turns to square 1, with duck (smiles) looks at 
toys. Picks up iron (whispers). Walks with 
iron to radiator, places ii·on on radiator; fee1s 
of iron to see if it is warm, looks out 
feels again, again, again. "Gets hot." 
"Hot," to E (laughs). 

window, 
Smiles. 

39. Takes iron to square 1. Holding iron in hand, 
looks about. "Haven't you something to iron?" 
E "How about the paper?" Looks at paper. 
"I want something really to iron, not something 
to play iron." Rubs fingers over iron, irons his 
face. To square 3, tests iron, "I'll iron this." 
Takes from square 2 to 1, places on ironing 
board. Attaches cord of iron to barrier so it 
will be "nice and hot." Irons a long while. 

"I'm through ironing. How do you shut it?" 
(the ironing board). 

40. "Now, the daddy's going to iron?" Iron picked 
up. Puts sailboat and duck in the "garage." 
(in t ruck and trailer) "Now the daddy gets in 
the house and irons." Sits on chair, paper on 
ironing boa1:d. "Which shall I iron first?" 
Brings iron to E . "See if it's hot. My, it is 
hot, isn't it?" Back to square 1, irons. "It's 
raining, and I guess I'd better get the clothes 
in." Runs about gathering up paper. "Here's 
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Constructiveness 2 

41. Manipulat­
ing without 
examination 

42. Superficial 
examination 

43. Same as 42 

44. Transpor t a­
tion without 
definite goal 

Constructiveness 3 

45. Careful 
examina­
tion; de­
limiting 
simple prob­
lem 

46. Transpor t a­
tion to defi­
nite place 

Constructiveness 4 

47. Obvious use 

Constructiveness 5 

48. Appropriat e 
imaginative 
use on unde­
veloped 
level 

49. Same as 48 

the daddy gathering in the clothes." Back to 
chair. Irons. 

TOY: PHONE 

41. Shakes phone while looking about. 

42. Goes to square 1. Looks at phone. 

43. At phone, looks at E, smiles and says, "Oh!" 
E smiles back and says, "It's a telephone." She 
shakes it. "What is it?" Laughs. 

44. Phone in hand, walks about looking at other 
things. 

45 . Shakes phone. "What does it say? Does the 
teddy bear make a noise?" ('Thinks that the 
noise in the phone is produced by the teddy 
bear) 

46. Carries phone to ironing board. 

47. Has phone, shakes ag~in; smiles at E, puts 
phone to ear. Asks E question in regard to 
phone. Shakes hard. 

48. Puts phone to ear, "Hello!" Shakes, examines 
phone. 

49. Goes to square 1, gets phone, brings it back to 
chair. Returns to square 1, holds it in phoning 
position, whispers, shakes. 

Constructiveness~ 6 

50. Appropriate 
imaginative 
use on de­
veloped 
level 

51. Same as 50 

52. Same as 50 

53. Same as 50 

Constructiveness 7 

54. Use of 

FRUSTRATION AND REGRESSION 269 

50. Has phone, carries on long excited conversation. 
Takes phone to E, places at his ear. E says 
"Hello." 

51. Goes to square 1, examines phone. "What is in 
here?" E, "It speaks there." S understands. 
"Doggy there." Shakes. "Hello!" Puts phone 
to ear. "This isn't a live doggy, Hello doggy! 
Hello doggy!" Shakes. "He does not say 
'Hello!'" Shakes. "Doggy, hello!" Puts 
phone to ear. Puts phone on truck and trailer, 
holds receiver to ear. "What do you want?" 
Talks to E, hits face with receiver. Shakes 
phone, then places on truck and trailer. "They 
have" to take the phone with them!" Phone to 
ear, "What do you want?" Repeats. "Hello, 
what do you want? (laughs) He doesn't want 
to say hello! Say what do you want, you 
dummy? (laughs) I say dvmmy to the 
doggy." Enjoys talking into phone and putting 
phone on truck. 

52. Shaking phone while holding doll in lap; puts 
phone to doll's ear. Teddy bear in lap, puts 
phone to teddy bear's ear. Shakes phone, puts 
it to frog's ear. Shakes phone, puts it to duck's 
ear. 

53. Goes to square 1, shakes phone. Asks four 
times in telephone "Who is talking so loud?" 
While standing near E says, "Phone for you." 
Gives to E. E, "Hello, for goodness sake, Good­
bye." "What did she say?" 

54. Talks over phone. "I'm going home pretty 
phone as soon, save some clay for me." 
imaginary 
substitute 

Constructiveness 2 

55. Manip u 1 a­
tion without 
examination 
or use 

TOY: DOLL AND TEDDY BEAR 

55. Has bear in hand, throws it down. 
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56. Identif i c a­
tion 

57. Superficial 
examination 

Constructiveness 3 

58. Primitive, 
obvious use 

59. Same as 58 

60. Same as 58 

Const?·uctiveness 4 

61. Imaginative, 
inappro­
priate use 

62. Obvious use 

63. Same as 62 

64. Same as 62 

65. Appropriate, 
imaginativ e 
use on unde­
velopert 
level 

lOW A STUDIES IN CHILD WELFARE 

56. Says, "See the teddy bear." 

57. Sits on chair. Examines doll and bear casually. 

58 . Sits in chair, holding teddy bear and doll care­
fully in arms. 

59. Goes to square 2 and gets teddy bear. To E, 
"He's my sweetie!" Goes back to square 2. 

60. Spanks teddy bear. 

61. Looks at chair, "places teddy bear on it, then 
throws teddy bear down. Puts teddy bear in 
teapot head first. Talks to self. "Look at him. 
Funny teddy bear. Isn't he funny? When the 
tea pours he will get wet. He looks like a 
horsey to me. It does look like a horsey, 
doesn't it?" Talking to self and teddy bear. 
Throws teddy bear down . Hits teapot with 
teddy bear. 

62. Picks up doll, starts to put on chair, but then 
puts it on truck. Says to E, "Open this, will 
you?" (diaper) Sits on chair at square 1; 
again remarks about diaper. Gets diaper, says, 
"I have a doll but I have no ironing board." 

63. Reaches doll, sits on chair. "Can't this girl 
open her legs? This doll is cute." "Did you 
know that?" "See, her hands are up high now. 
Isn't she cute?" (much expression in voice) 
Gets teddy bear and kisses it. "Gave him a big 
k iss, a big kiss." 

64. Has doll and teddy bear sitting carefully beside 
her. 

65. Goes to square 1. "I'll s it in the chair, and 
rock the teddy bear to sleep." Leans back and 
rocks. "The teddy bear doesn't want to go to 
sleep, he wants to play." Continues to sit and 
rock. 

Constructiveness 5 

66. Same as 65. 

Constructiveness 6 

67. Unique 
imaginative 
use on sim-
ple level 

68 . Appropriate 
imaginative 
use on de-
vel oped 
level 

69. Same as 68 

70. Same as 67 

Constructiveness 2 

71. Primit i v e 
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66. "See this baby (doll) is one and this (teddy 
bear) is two. They have to take their nap." 
Places on ironing board. 

67. Doll rides on frog. S says, "When I was a 
baby, I used to ride on a duck." Then puts the 
doll on the boat. 

68. Says, "Naughty teddy, I'll spank you. He 
sucked his thumb." Takes teddy bear to E and 
says, "See t eddy's funny face ." 

69. Brings the teddy bear to the table, leans over 
the table and says : "See him, see him. Ha! 
Ha!" Has teddy bear on E's paper, interfering 
with E's work. "I have a bigger teddy bear. 
I have a bigger one than you ."- "Can the 
teddy put his legs up? Here teddy, I'll put the 
teddy up." Puts chair on E's table. Excited 
about putting teddy on chair. "Teddy bear is 
a nice teddy." The teddy bear falls off the 
chair. The child warns: "Don't get in the 
water! Stay here, stay here ! Sit here and 
watch mother iron. 0 yes, you may, you may." 
Then addressing E, "Is this a rocking chair?" 
E answers : "Something like a rocking chair." 
The child says to the teddy, "I'll iron and you 
can watch me, teddy." 'Then she sits before the 
ironing board on chair, has truck and trailer, 
iron, cup, saucer, and teapot on ironing board 
and rocks herself. 

70. Puts bear on ironing board in middle of room. 
Irons. Raises ironing board. Irons the bear 
and says, "I'm burning this teddy. He is 
naughty." 

TOY: CHAIR 

71. Stamps across to square 1, sits on chair and 
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manip u 1 a­
tion, exami­
nation 

72. Transport a­
tion without 
definite goal 

Constructiveness 3 

IOWA STUDIES IN CHILD WELF,ARE 

rocks hard. Walks to middle; knocks ironing 
board over; does not pick it up. Tries to sit 
on chair in various ways. 

72. Chair carried about; walks about asking ques­
tions. 

73. Transport a- 73. Goes to square 1, brings chair to table. 
tion to deft- · 
nite place 

74. Primit i v e 
obvious use 

75. Care f u 1 
examination 

Constructiveness 4 

76. Exam in­
ation and 
obvious use 

Constructiveness 2 

77. Primitive 
manipula­
tion 

78. Same as 77 

79. Same as 77 

Constructiveness 4 

80. Obvious use 

74. Sits on chair with teddy bear In lap. 

75. "Is this our chair? Where did you get it? A 
big chair cost a lot of money?" Sits on chair, 
turned to E, talking indirectly. "Aren't these 
cute?" (pictures on chair) . Looking at it for 
a long time and talking about it. Moving the 
chair back and forth. Lifting chair, "I can 
lift it as high, can you lift it as high? Look, I 
can· do it this way." 

76. Examines chair, sits on it beside ironing board 
in order to iron. 

TOY: CUP AND SAUCER 

77. Taps table with cup. Puts cup under table. 
Knocks cup and saucer together. 

78. Stands, cup in hand; looks at E; manipulates 
cup in hand; looks at E; remarks to E about 
writing. Takes cup, and manipulates it rest­
lessly in fingers. 

79. 

80. 

Saucer picked up and manipulated. Throws 
saucer and looks at E. Smiles; gets saucer; 
makes whistling noise for E's benefit. 

Takes cup, puts on saucer. 

Constructiveness 2 

81. Manip u I a­
tion without 
examination 

82. Primit i v e 
manip u I a­
tion 

Const1-uctiveness 4 

83. Obvious use 

84. Same as 83 

Constructiveness 5 

85. Appropriate 
imaginative 
use on unde­
veloped 
level 

Constructiveness 6 

86. Appropriate 
imaginative 
use on de­
veloped 
level 

87. Same as 86 

88. Same as 86 

89 . Same as 86 

90. U n i q u e 
imaginative 
use on sim­
ple level 
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TOY: TEAPOT 

81. Takes teapot in hand. 

82. Makes noises shaking teapot. 

83. Gets teapot at square 1; carries to E's table, 
explaining something about it. "Pours" tea. 

84. Teapot, saucer, cup put on ironing board as for 
meal, i.e., "setting" the table. 

85. Cup and teapot manipulated. "Pours" tea and 
drinks. 

86. Goes to square 1, sits on chair. Has teapot and 
cup, pours. into cup. "That is coffee." Talks 
to himself about apple juice and other things to 
drink. Pours again and again. 

87. Has t eapot. "Do you want some coffee?" Takes 
cup to E . "Here is some tea." Pours for E. 
"Drink it." E drinks. 

88. Goes to middle of room; takes teapot to clay at 
square 2. Small pieces of clay put in teapot; 
goes to cup at square 1. Pours clay from teapot 
into cup, clay emptied back. 

89 . 

90. 

Puts fishing pole on window sill; gets teapot 
off window sill, and stirs with crayons. 

Goes to 
Laughs. 
teapot." 

square 1. Puts saucer on teapot. 
"This is going to be the lid of the 

Laughs. 
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Constructiveness 7 

91. Appropriate 
use in 
highly 
developed, 
imagina· 
tive play 
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91. "I have an idea." Takes clay board and puts 
it on ironing board. (Talks to herself most of 
the time. ) Sits down on chair before ironing 
board and clay board. "I'm pretending I have 
a tea party." Puts clay board on head. 
(Laughs) "Did you hear me say I'll have a 
tea party?" Puts clay board on head again. 
"This is the only way I can put it on my head. 
I'll put it right here." (on ironing board) It 
falls off. Picks up clay board. Takes clay off. 
Puts cup, saucer, on clay board. Sits down to 
tea table, takes cup, pours from teapot, gets up, 
removes tea things. Removes clay board. 
Picks up ironing board. Asks E' questions. 
Replaces tea things on clay board. Sits down. 
Knocks tea table over. Sets ironing board up, 
gets clay board. Places it on ironing board. 
Does same with t eapot, cup, saucer. Pours tea 
into cup. "Did you hear the fire engine yes­
terday?" E, "No, I did not." S tells about 
boy. Teapot replaced . Sits down to tea table, 
knocks it over again. Smiles. Sets ironing 
board up, clay replaced. Cup, saucer, teapot 
replaced. Sets chair up to tea table. Gets 
teddy bear and examines. Sits on chair. 
Speaks in a sweet voice to teddy bear, "Teddy 
bear, you sit right there. Shall I sit with you?" 
Pours tea. (To E in a different voice.) "I 
have a big teddy bear at home." Rocks with 
teddy bear, cup in hand. Smiles, has teddy 
bear drink from cup. Smiles. "My mamma 
feeds my teddy bear tea. Still sitting, making 
teddy bear drink. Pours more tea. "The teddy 
bear can hardly reach." Smiles. Gets up. 
"Teddy, you better sit here." Then, "I'll hold 
you some more." Pours more tea, singing tt> 

herself. Sits down, moves table nearer. "Has 
the teddy bear had a drink? Can't get teddy to 
drink." Sings for a while. "Can't get teddy to 
drink." Slaps teddy bear. More tea given to 
teddy bear. Rocks while teddy bear drinks. 
Looks about. Sings real melody. Teddy bear 
sat on table. "Do you want to sit here, teddy?" 
(Said sweetly) Gets up, teddy bear left on 
chair. Stretches. (Sighs, happily.) Table 
knocked over (accident), laughs, teapot re-

92. Same as 91 

Constructiveness :2 

93. Manip u I a­
tion without 
examination 

94. Transport a­
tion without 
definite goal 

95. Primit i v c 
manip u I a­
tion 

96. Primit i v e 
manip u I a­
tion and in­
adequate use 

97. Same as 94 

Constructiveness 3 

98. Primit i v e 
adequate use 

99. Same as 98 
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placed. Sits down, smiles. Teddy bear in lap, 
rocks. 

92. "I'm going to make some tea now." Takes 
teapot, puts doll on chair, also teddy bear; 
pours tea; pretends doll and teddy bear drink. 
"Bear gets some more." To E, "the teddy has 
to get as full as the baby." 

TOY: CLAY 

93. Goes to square 2 and manipulates clay. 

94. Walks about with cup and clay in hand. 

95. Goes back to square 2, throws clay at observer's 
window. "Bang! Bang!" Repeats. 

96. Goes to square 2. "I'll make a snow man." 
Hits clay hard on board. Then eats it. "Shall 
I eat this clay?" Hits clay hard on board. 
Twists clay in hands, holds it in mouth. "I 
really swallowed it." Throws clay down. "I 
guess I'll not play with this." Throws violently. 

97. Goes to square 2 to clay. "I'm going to step 
on it." Steps on clay. Stamps on it. 

98. Takes clay, and starts to mold: "I want some 
more clay. This is not enough. I want some 
more. Don't you have more in the other 
room? Yes, you do!-I'll make a stretch_ 
(Breaks piece of clay off) -You see, I'll put 
the pieces together. I'll put this right here, 
see?" 

99. Takes clay in hand. "Is this to play?" E, 
"Yes." "How?" Takes small pieces off. "Look 
at this big one." Shows a big piece of clay. 
Puts them at different places on square 2. 
"Look!" Shows E two pieces. 
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100. Same as 98 

101. Transport a­
tion to defi­
nite place 

ConstTuctiveness 4 

100. Takes clay to rear door on sill. "Holes in it." 
Breaks into small pieces and puts down. 
"Holes in it." Repeats. Looks at E and smiles, 
stuffing clay into key hole. Runs for more clay, 
stuffs into key hole, yells delightedly, again, 
clay stuck on to wall. "Look," screeches de­
lightedly. To lock, manipulates. Makes it 
swing, laughs. Another piece of clay stuck to 
wall. "Look." "Two of them. Another, look, 
another!" 

101. Back to clay, takes small piece, "Look!" Gets 
up and brings clay to E. "You want?" 

102. Obvious use 102. Puts all clay pieces together in one pile, brings 
to table; climbs on radiator, puts clay on sill. 
"This is a house?" Clay has no likeness to 
house. 

103. Obvious use 

ConstTuctiveness 5 

104. Appropriate 
imaginative 
use on unde­
veloped 
level 

105. Simple play 

103. "What is this?" (clay) Puts on board. 
Kneads. "You don't care if I break it in two." 
Breaks off another piece. Pats it down on 
board. Another piece broken. "Look what I 
made, a big roast." No likeness. "I made a 
little ball." (Irregular pieces torn off) "Look 
what I did." "You couldn't break that fast." 
(gleeful shout) (talking loudly) "See, this is 
a big, hard piece." "You couldn't break it, 
could you?" Presses small piece against the 
board. (squeal of delight) "See, I put my 
little finger in." "Here is a little tiny one, and 
look at all the big ones, look! look!" 

104. Manipulates clay. "I want to take this home 
and cook it." Pinches and bends clay; pats it 
out. "Look what I made; it's a cookie." 

105. Takes clay to square 1; to square 2; places in 
paper and wraps up carefully; spills it out, 
rewraps, and carries to barrier; piles clay 
against barrier; drops it, wraps it up; carries 
to square 1; pinches off a piece and carries to 

• 

Const1·uctiveness 6 

106. Appropriat <l 

imaginative 
use on de­
veloped 
level 

ConstTuctiveness "'/ 

107. Like 106, 
but with 
more skill 
and origin­
ality 

ConstTuctiveness 8 

108. Similar to 
106, with 
more skill 
and origin­
ality 

ConstTuctivenes9 2 

109. Primitive, 
inadequate 
use 
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106. 

observer's door; 
"Another, another. 

puts on floor, 
Look! Oh look!" 

presses. 

Carefully models boat out of clay; copies boat 
on square 3. 

107. A piece of clay torn off; then another. All 
kneaded together. "I'll make a cat lying down. 
Here are his four paws. I'll make his front 
paw." More pieces broken off. "Now I'll make 
something else. Here is a baby." Talks to her­
self . .. 

108. "I know what I'll do, I'll use the clay. It's very 
dry. When did Arthur come to this game?" 
All the time putting clay in cup. "Look what 
I did." Clay packed down in cup; noise at 
observer's window. "What is that?" Goes back 
to clay play, making fringe of clay around edge 
of cup, working clay up from bottom. Working 
very slowly. "Look what I did." Quite pleased. 
Looks at observer's window. Gets up to look 
better. More noise from outside. Works with 
cup and clay while standing. Picks up paper, 
"Is that the same picture?" Back to clay im­
mediately, finishing fringe about cup. Working 
very intently, completely involved. Clay fringe 
around cup, completed. 

TOY: CRAYONS 

109. "I'm writing on my shoe." Colors shoe. Sighs 
very disconsolately. 

110. Manipulates 110. Reaches crayon behind him; holds in lap. 
without 
examination 
or use 
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111. Same as 110 111. Picks up crayons and fingers them while look­
ing at E. 

112. Same as 110 112. Dumps crayons and paper. 

113. Same as 110 113. Picks up crayon box and rattles crayons back 
and forth. 

Uonstrttctiveness 3 

114. Transporta­
tion to deft· 
nite place 

115. C a r e f u 1 
examination 

114. Gets crayons. Carries them about, to window, 
leaves some of them. 

115. Crayon examined carefully. 

116. Same as 115 116. Picks up crayon and shows to E smiling. Sits 
taking paper off of crayon. 

Constructiveness 4 

117. Obvious use 117. Takes crayons and scribbles. 

Constructiveness 5 

118. Appropriate, 118. To square 2, "I'll play with the crayons." Puts 
imagina- crayon in box with great care, naming colors. 
tive use 
on unde-
veloped level 

119. Same as 118 119. Picks up papers, takes them to table, "Ovet 
here." Spreads papers out on table; colors with 
pink crayon. "I'll take the paper off." Un­
wraps c,rayon; colors; dots; long line, like 
writing. 

120. Same as 118 120. To square 2. "I'll write D-S-T-Y." "I guess 1 
better use this one." Writes. "Look what I 
did." (great glee) "This is yours, and this is 
yours." Gives pictures to E. 

Constructiveness 6 

121. Appropriate, 
imaginative 
use on de­
veloped 
level 

121. To square 2. Gets crayons; sits with her back 
to barrier; draws (scribbles). "New crayon, 
crayon, crayon, crayon." (All different colors) 
Counts colors to see if she has used them all. 
Sits looking at colors, takes one, looks out win· 

122. Appropriate, 
imaginativ e 
use on de-
vel oped 
level 

123. Same as 121 
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dow. Pushes truck and trailer over with foot, 
scribbles rapidly. "Look at my rainbow." 

122. See item 89. 

123. Colors with red pencil. Whispers to self, makes 
letter, "See my A!" Tells story, making marks. 
"He went up here and ran down down and then 
started up and they weren't there," etc. "See, 
it's just like a duck, there, see my funny duck." 
Scribbles in big circles. 

124. Same as 121 124. Gets up, comes to E, then to square 2. "Guess 
I'll color." "What shall I color?" "I guess I'll 
scribble." "No, I'll make rain." "Where is 
the blue?" "Shall I make the blue sky?" 
Kneels coloring. "Oh, look at that blue sky!" 
"Why don't we go out this door?" (Observer's 
window) "Oh, this crayon broke; is that all 
right?" Colors. "Mary Brown broke this piece.'' 
"I hope she didn't cause I don't like her." 
Colors with red along one side. Back to bar­
rier. New crayon. Sings as colors. "I know 
something no one else does -it's my cousin, 
and I'm not going to tell them, and I don't 
care." "They're playing outdoors, aren't they?" 
Crayon in each hand. Changes colors fre­
quently, making straight lines in the center. 
Sighs as looks at work. Colors. Seems quite 
interested in work now. "Look, what I made." 
Turns facing barrier, colors. "Now look!" E, 
"What is it?" "I don' t know, just something." 
"If I only had purple." "Oh, I was sitting on 
it." Scribbles across the whole thing in big 
strokes, rapidly. Shakes paper and shows to E. 

Constructiveness 7 

125. Creative, 
imaginative 
use 

126. Same as 125 

125. Foot outline traced with crayon. "Look!" 
"See my foot. I can't make a picture of it." E, 
"Why?" S, "Because I can't. Look, this one 
did not go good." 

126. Starts to draw. "Look at it," making a line. 
"I'll see what I can make." Draws on big 

• 
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Constntctiveness 2 

square. Names colors which he chooses: pur· 
ple, pink {laughs at E), brown, white, green. 
"There is light green. This is dark green, isn't 
it?" (Is very interested. Involved in play.) 
"I'll have to see this- it is yellow,'' (lying 
down on side). "Smoke comes out of chimney 
here" (first made a few scratches just for the 
purpose of trying out colors) . Draws, (laughs) . 
Makes blue, small lines, (enjoys it). "That's · 
funny that there are so many browns." (Lying 
down on side) "Here is purple. You have 
three oranges. Here is one orange. Here's 
another orange. There are all different colors, 
aren't there?" 

TOY: FISH P OLE 

127. Transport a- 127. Pole in hand, goes to center. 
tion without 
definite goal 

128. Manipula- 128. Swings fish pole. 
tion without 
examination 

129. Same as 134 129. Gets fish pole, winds line about hand, puts cord 
in mouth, stretches cord across nose, looking at 
E, a little embarrassed when E catches her 
glance. Cord around neck pulling it absent­
mindedly as she stares before her. Winds cord. 

130. Same as 128 

131. Casual 
examination 

132. Manip u 1 a-
tion and 
casual 
examination 

Cc;nstructiveness 3 

130. Throws fish pole across room. 

131. To square 3. then to E, "What's this?" 

132. At square 3. Gets the fish pole. "Where did 
you bought this?" E, "At the store." Swings 
and manipulates fish pole. 

133. Transpor t a- 133. Fish pole in hand, walks about, "I want to hook 
tion to defi- this to something." 
nite place 

134. Primitive, 
inadequate 
use 

134. Fish pole manipulated, carried; used for dig­
ging clay. 

• 

135. Careful 
manipula­
tion 

Constructiveness 4 

136. Simple use 

137. Same as 136 

Cc-nst1-uctiveness 6 

138. ·Appropriate, 
imaginative 
play on de­
ve l oped 
level 

139. Same as 138 
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135. 

136. 

137. 

Swinging fish pole. "See how far it goes now." 
Sings, "1, 2, 3,- see it 
keep it off the floor ." 
thing? I better --." 
floor swinging. 

slow up." "I'll try to 
"Do you know some­

Hitting magnet on the 

Fastens fish line onto bolt in wall. "Why do 
they put these things here?" 

Attaches duck on fish line. (Smiles) "Is this 
a toy horseshoe?" "I'm going to fish the motor 
boat this time." Looks at barrier. Tries to 
attach magnet to boat. Swings magnet, dangles 
magnet. Lets fall on floor. "I'll fish the fish." 
Fishes for sailboat. Tries to attach magnet. 
Jiggles magnet. Swings magnet. Sailboat 
picked up. "Oh, the sail turned. It is all 
broken. I can fix it." 

138. S is fishing on square 3. "I got a fish. We will 
eat you up. I'll put it on top of your paper." 
Going back to pool, "Can this go in the water?" 
Puts the fish on square 3 (into water) . 

139. "I'll t ake the fish pole." (Laughs) Fishes for 
the fish and duck on square 3. "Here is a very 
fine catfish he caught. Now, he gets a duck." 

140. Same as 138 140. "Say, where is the truck I had?" Finds it; 
attaches magnet to trailer by accident and 
drags it with fish pole to barrier, attaches 
trailer curtain cord. Pulls trailer by fish pole. 
Puts truck on trailer, "Cars running up the 
trailer." To table pulling trailer by fish pole. 

141. Same as 138 141. To E, "What if I fished and caught a fish?" 
Manipulates frog, a duck, and a boat. (Laughs 
heartily) "I'll fish, a frog might bite it. The 
old frog came up and bit it, he thought that 
it was a frog that came up and bit it. You 
might wind it around his arm. (Does) See, 
he's caught. And it might catch a boat, the 
people think it's something else." 

142. Same as 138 142. Talks to self, "Look now." Swings duck, 
"swoops" it over the square on fishing cord. 



282 

Constructiveness 7 
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Hovers duck over frog talking to the animals, 
telling what duck is doing to the frog, pulls 
duck across floor and over his legs, carefully. 
Lets it fall on other side, sings "Big Bad Wolf." 
Brings frog over to duck on his knees, telling 
story. Swings duck over square 3. Duck un­
hooked. "Look, he got off." Rehooks duck, 
"It was right under his bill, now, I'll catch 
something else." Puts duck down. Puts pole 
down. 

143. Creative, 143. Goes to clay at square 2; sticks magnet in 
imaginative 
use 

Constructiveness~ 

144. Superficial 
manipula­
tion 

Constructiveness 3 

clay. "This is fine, 'aren't you glad it can carry 
things?" Swings big piece of clay stuck to mag­
net. Gets clay stuck to floor. "It won't come 
up." Keeps sticking magnet in trying to get 
it to pull clay up. Magnet comes out with 
jerk. Seven times. Gets it to stick. "Look, I 
got it, look!" Falls off. Yells with delight. 
"I'll put some clay around it." Sticks small 
pieces of clay over magnet to make it stick. 
"Mrs. Geewax is right," repeats, repeats, re­
peats. "It's going to pull the whole thing. 
Whee! Did you see that? Whee!" 

TOY: BOA'TS 

144 . Manipulates boat. 

145. Takes sailboat from basket, places on floor. 

146. C a r e f u 1 146. Gets boat; examines carefully. "Please make 
examination 

Constructiveness 4 

this boat go. I can't." Removes "cabin." 
'"This is where you hold it." Manipulates light 
of boat. Boat on floor. 

147. Obvious use 147. Pulls boat on floor. 
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Constn~ctiveness 5 

148. Appropriate 148. "Here is what I can do too." Ties boat to fish 
imaginative pole cord which extends through square 3. 
use on unde-
veloped 
level 

Constructiveness 7 

149. Appropriate 
use in 
highly de­
veloped 
imaginative 
play 

150. Same as 149 

Constructiveness ~ 

151. Primitive, 
inadequate 
use 

152. Transpor t a-
t ion; no 
definite goal 

153. Casual 
examination 

Constructiveness 3 

154. C a r e f u 1 
manip u 1 a­
tion and 

149. Examines boat and sailboat. Talking and mov­
ing; playing with back to observer. Talking 
to self, "He goes home." Duck on boat, attach­
ing rope of boat to duck. Glances at E, lying 
on stomach, sing-song story about a boat. "It's 
a different kind of boat, isn't it? Now he's in 
the water. The duck is tied on, See, there he 
is." Duck tied to boat. "Look, now I got a 
frog. Now, she'll go." Voice more expressive. 
(Evidently playing a complex story) 

150. "Why are there two boats?" Makes sailboat go 
around the house and makes noise like a boat. 
"Now I put it in the boathouse, now I go to real 
boat." Makes it go about with engine noise. 
"I'm going fishing and boating at the same 
time." Makes boat go around, also fishes. 

TOY: FROG AND DUCK 

151. Frog picked up, punches destruct! vely; tears 
frog apart and then throws away. 

152. Carries swan and frog in hand. 

153. Examines duck and says, "Quack, Quack, 
Quack!" 

154. Goes to square 3. Picks up boat, removes 
cabin; inspects frog, "He's wet." Manipulates. 
Inspects duck. Talks to E about duck being 
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examination 

Constructiveness 4 

wet. Places duck and frog head to head. Whis­
pers, puts frog on floor. 

155. Obvious use 155. Pushes frog and boat over floor, clear to bar­
rier, (whispering). Back to square 3; takes 
duck by same route, to barrier; back to frog, 
at barrier. 

156. Same as 155 156. Takes duck in hand, "Where is a faucet? I 
want him to swim in water." 

Constructiveness 5 

157. Appropriate 157. Carries frog about saying, "The froggy, the 
imaginative froggy, be says, 'cluck, cluck.'" Hums pleas· 

use on unde- antly. 
veloped 
level 

Constructiveness 6 

158. Appropriate, 158. Says, "It's a naughty, naughty duck. I'll feed 
imaginative you something soon. Quack!" Has duck eat. 

play on de-
veloped 
level 

Constructiveness 8 

159. U n i q u e, 
imaginative 
use 

159. "Now, I catch a duck. Oh, I caught a duck.'' 
Repeats eight times. "I let his blood run out.'' 
To square 3, singing. 

TOY: AGGREGATE PLAY (SEVERAL TOYS 

WITH NO ONE DOMINANT) 

Constructiveness 2 

160. Primit i v e 160. Picks up crayon, shakes phone, pushes truck 
manip u 1 a- and trailer, manipulates clay. 

tion 

161. Transport a­
tion without 
definite goal 

161. Gets clay at square 1, asks E question, steps on 
paper, drops doll, takes paper to square 1. 

162. Manip u I a­
tion and 
casu a! 
examination 

('unstn~ctiveness 3 

163. Transpor t a­
tion to defi­
nite place 
and careful 
manip u 1 a­
tion 

164. Transport a­
t ion to 
definite 
p 1 ace and 
examination 

165. C a r e f u 1 
examination 

Constructiveness 5 

166. Imaginative 
use on unde­
veloped 
level 

167 Same as 164 

Constn~ctiveness 6 

168. Imaginative 
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162. Examines phone, shakes, touches doll, pushes 
truck and trailer back and forth, touches iron. 

163. Child goes to square 3, looks at things on 
square 3. Puts drawing down, takes up fishing 
pole, puts pole near ship. Goes to duck with 
pole, goes to motor boat with pole holding duck 
in hand. 

164. Goes to square 3, examines boat and takes it 
apart, leaving fishing pole on floor. Takes boat 
to window. Then takes sailboat to window, 
frog to window, duck to window. Goes to 
square 1 and takes bear and doll to the window. 

165. Walks to square 3, manipulates sailboat, brings 
duck to table, shows it to E, back for boat and 
fish pole. Stands by table examining fish pole, 
boat, manipulating light on boat, unscrews 
light, takes sailboat to table, detaches sail from 
boat, whispers "I break it." Whispers about 
boat and clay. Standing near and leaning 
against E. 

166. "If I only had something to dig with." Goes to 
square 3. "Oh, doesn't the fish pole have any 
hook? Oh, the frog looks like a turtle, and this 
is an old boat. This is a house boat, isn't it, 
and a duck?" Fish pole taken up, whirls about. 
swinging magnet. "I really could get some 
fish with a real fish pole. I guess I'll pick the 
duck up, no the frog." Tries it. 

167. "Now, I must go.'' Places doll and teddy bear 
on ironing board, manipulates iron, puts cup in 
teapot, rolling pin on plate, all placed neatly 
beneath ironing board. Knocks ironing board 
over; puts up again. Doll and teddy bear put 
on it, also phone, saucer, teapot, cup, and iron. 

168. Duck on square 3. "She swims around in the 
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play and 
high I y de· 
vel oped 
level 
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water." Smiles. Makes duck go around. 
Makes sailboat. (Smiles) Puts duck on 
square. "Here's the swan. He tries to ftoat ." 
(Looks at barrier, smiles) Lies down on side. 
Smiles. Puts all things to one side, smiles. 
"The duck is coming. The water baby comes." 
Lies down (smiles). Toys all lined up at one 
side. "Put, put, put!" Makes boat go. Tries 
to fasten the boat (smiles ) "Tick, tick, tic~, 

tickle, tickle, tick," as puts fish pole and mag· 
net on boat. Takes t eddy bear from truck and 
trailer. "Here's the swimming bear." Makes 
it swim to west side of pond, lines it up with 
doll, sailboat, frog, and duck. 

Appendix 3 

RECORD OF TWO CASES OF GREATLY INCREASED 

CONSTRUCTIVENESS IN FRUSTRATION 

F'ree Play Situation 

Investigation 

Play 

Investigation 

Play 

SUBJECT 18 

1. S enters, goes to square 1. "What is this?" 
Shakes phone. "What makes the noise? Do you 
think there are people talking?" Constructive· 
ness 2; 60 seconds 

2. Goes to square 3, takes duck in hand, "Big duck." 
Constructiveness 2; 10 seconds 

3. Back to square 1, "What is this?" (Truck and 
trailer. ) Constructiveness 2; 20 seconds 

4. "Can I take this off?" Removes chair from 
square. Constructiveness 2; 35 seconds 

5. Takes teapot in hand. Constructiveness 2; 6 
seconds 

6. Rolls rolling pin. "I'm making something." 
Makes motions of cutting. Constructiveness 5; 
30 seconds 

7. Pours tea; talks to self about being thirsty. 
Constructiveness 6; 10 seconds 

8. Truck and trailer pushed around in a circle. 
Child in a very good mood. "This came off." 
Engine noise. Constructiveness 5 ; 45 seconds 

9. E xamining doll, puts doll on chair, talks to 
"dolly" and "teddy bear." Constructiveness 6; 
55 seconds 

10. Takes phone, "I'd · better call up someone." Pre­
tends to talk. "Nobody answers; I just hear a 
cry- just hear a c;;ry." "Hello" to E. Con· 
structiveness 5; 60 seconds 

28 7 
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Play 

Examination 

Play 

11. Goes from squares 1 to 2. "What are these 
pegs?" Places peg. Takes two yellow pegs; 
talks to self. "I'll see whether they stick out 
from the bottom." Turns board over and exam­
ines it. Puts in red, orange, and three yellow 
pegs- takes yellow one out and puts green in. 
Seems to be selecting colors. Enjoying every 
one. Removing and placing pegs. Talks to her­
self and fills out row. Remark to E. Con­
structiveness 6; 235 seconds 

12. Beads taken in hand, asks, "Where do you color 
on?" E. says, "On this paper." Has beads in 
hand whole time. Constructiveness 2; 15 seconds 

13. Colors with crayons very briefly. Constructive­
ness 6; 10 seconds 

14. Piles beads. Constructiveness 5; 20 seconds 

Diversion and ex- 15. Looks at E. 15 seconds 
amination 16. Goes to square 3, examines frog and says, 

Play 

• 

Examination and 
brief play 

"Froggy." Constructiveness 2; 25 seconds 

17. Sails boat, "Oh, the funny man! What made 
this wet spot?" Constructiveness 5; 45 seconds 

18. Duck: "Here's . an old ducky- old ducky- old 
ducky"- several times. Constructiveness 2; 15 
seconds 

19. Boat: "Here's an old shippy." Manipulates . 
"How did this get loose? There is a part which 
got loose. People sit away back there." Look­
ing at E for approval as she talks. "Do you pull 
the boat with · the string? Chug! Chug!"- pulls 
boat about. Constructiveness 5; 140 seconds 

20. Takes fish pole, "What's this? Which end goes 
in the water?" "How do fishes get on? Can I 
fish a frog or a duck?" Catches frog; looks at E. 
Pulls magnet across the paper. Constructiveness 
.5; 70 seconds 

Examination and 
brief play 

Play 

Escape? 

Play 
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21. Walks around swinging magnet. Goes to square 
1. Construct! veness 2; 45 seconds 

22. Goes to truck and trailer, examining and moving. 
Constructiveness 3; 15 seconds 

23. Sits doll and bear on chair. Constructiveness 3; 
30 seconds 

24. Pushes truck back and forth, talking to E about 
her car. "What is that? Is that a wagon? 
Where do people sit? There's the father, there's 

. the mother, there's the baby. They can't sit on 
the wheels, for if the wheels turn they will run 
over the people." Returns truck to place. Con­
structiveness 5; 45 seconds 

25. "Now, I'll color." Does so. Starts with red. 
'"There's a bag and there's a string to hold it," 
to E . Talks to self. Shows picture to E. ''Now, 
I'll make something else." Draws with blue­
looks at E for some praise. To E, "I've been 
here such a long time, haven't I? I have been 
here such a long time, haven't I? There, it's 
all made!" To E, "What is it? I don't know 
what it is. Now, I'll make something green. 
You should know what it should be. There it 
is. I don't know what." Makes up story about 
it. "Dolly and little girl go. What color is 
this?" E says, "Gray." S makes a gray draw­
ing. "I don't know what it is, but I know what 
this is. It's all made." Constructiveness 6; 
285 seconds 

26. Looks at clock and window, "I've been here a 
long time." 25 seconds 

27. Continues drawing. "This is yellow." E gives 
her another paper. Child says, "On this side 
first. There's a big shoe." Explains the parts. 
"That's the heel and there is the part of the 
leg." To E, "I haven't made the shoe lace. Here 
is one. There are the shoe laces." Tells what 
old drawings are. Looks at observer's window. 
''I don't know what this is." Con!ltructiveness 
6; 235 seconds 



290 IOWA STUDIES IN CHILD WELFARE 

Frw;tration Situation 

Strong frustration 
without play 
Po(Fru) = .9ii 

Sudden transition 
to deep involve­
ment in play 
without overt 
frustration. 
Po(Fm) = .05 

1. Barrier is down. Child watches and says, "What 
do you want that down for?" Then, "Why don't 
you want me to stay over there?" Is very quiet 
and sad. Moves very slowly, looking at barrier. 
Stands near barrier, looks at E, then at house, 
then to E . Faces E, lifts hand in strange move­
ment; plays with her dress ; doesn't say a word 
for about two minutes. She pouts. 175 seconds 

2. Sits down at square 2, "collapses." Takes 
crayons and draws with orange crayon. Says to 
E, quite pleasantly, "I'm making a dog." Then, 
"There's its tail." Later, "You don't know what 
that is, you don't know what that is. I don't 
want to tell you. I don't want to do any more 
coloring." Sits looking at work. Constructive­
ness 6; 180 seconds 

3. Takes pegs. Speaks to E about pegs, "What 
kind of, play is that?" Puts row in. Says, "All 
the greens are going to one line of the greens." 
Talks to self, "One, two, three, four, five greens." 
Then later, ''I'll count them all; one, two, three, 
four, five, six, seven, eight, nine, ten- ten 
greens." Constructiveness 6; 150 seconds 

4. Looks at E, and at window, saying, "Is this 
window open? Is there a screen on it?" 30 
seconds 

5. ''I'll begin on the reds." Takes all the reds and 
says to herself, "They are the ~eds, no, they are 
orange." Chooses the red ones and puts them 
in peg board. Says, "It will not take me long, 
I'll bet you." She looks at E and says, "Is there 
any more red?" E says, "No, I don't think so." 
Child looks toward barrier and square 3. She 
says, "Here, look at the start of the orange." 
She puts a third row and says, "I am afraid 
there are not enough orange because two orange 
are already there. It will take me a long time, 
I bet you." Looks at E , says, "That's the last 
orange. Now, I know there will be not enough 
oranges." (meaning not enough to fill out a 

. row.) "Now, there are the purples starting. I 
am afraid there will be not enough purples." 
Later she says, "Now the yellows. I wonder 

S t r o n g frustra­
tion without 
play. 
Po(Fru) = .95 

Deep involvement 
in play without 
o v e r t frustra­
tion. 
Po (Fru) = .05 

Irreal 
substitute 
Po(Fru) = .05 
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how many yellows there will be in the row." 
Looks at E for a second, and says, "Three more. 
Three will be out." Then she says, "Shut the 
box over." Child puts the peg box on top, then 
removes peg box and says, "I'll bet you it will 
take me a long time to put them in" (from peg 
board to box). She takes the pegs from the peg 
board one by one and puts them into the box. 
Then she says, "All through," to E. She put the 
peg board on the peg box and says, "There's the 
lid, there's the lid." Constructiveness 6; 545 
seconds 

6. Child gets up and says, "Now let's go to school, 
shall we? I can go by myself. I will open the 
door." She tries to leave. Child not angry. 75 
seconds 

7. Goes to square 2, takes beads, and piles them. 
"Here, you watch"; she rolls them. She takes 
the ring wagon and says, "I have an idea"- then 
places the beads on the ring wagon; making 
decorations on wagon with beads. Looks at 
work. Constructiveness 6; 80 seconds 

8. Goes to square 1 near barrier, looking through, 
acts embarrassed, and says, "I didn't see those 
orange things there; what makes them stay?" 
E says, "They are tied on." 65 seconds 

Diversions 
play 

and 9. She goes to table, sits on chair, and says, "I'll 
sit on this chair. This is like yours." Looks 
out window. 60 seconds 

10. Examines E's purse and plays with zipper. De­
scribes a purse her mother gave her which she 
could hold by a strap. Says, "Will not unzip 
that way ; will unzip this way. There is a strap­
per right there. No, there is none." 100 seconds 

11. Finds a red peg and says, "Oh, here is a red . 
That goes to the red." Stands, goes to square 2, 
and looks. Constructiveness 1; 25 seconds 



292 IOWA STUDIES IN CHILD WELFARE 

Frustration 
Po(Fru) = .95 

Play w it h o u t 
o v e r t frustra­
tion. 
Po(Fru) = 0.5 

I' Tee Play Situat~on 

Sits down and 
examines a n d 
manip u I a t e s 
toys within 
reach 

12. Goes to table to E. Asks, "Why didn't they 
change all those toys, but only those?" Walks 
about talking, with thumb in mouth or biting 
nails. 65 seconds 

13. Sits and looks out window. 45 seconds 
14. "I don't want that to get too hot here." She 

sighs and stands. "I am hot, it's too hot." Sits. 
"I don't feel anything hot on my shoe. Hmmm­
mmm! thought I'd put my shoe there, but I was 
afraid it would be too hot." Finger in mouth. 
95 seconds 

15. Looks around. 15 seconds 
16. Looks at barrier. Walks to barrier, looking at 

house. Asks, "Where did you get so big a 
house? How could the ·big people carry this 
house insiqe?" E replies, "One man carried this 
side, another that side!" Child puts hand 
through barrier and shows E. She does it again 
and says, "There, my hand sticks out again." 
She. looks at house and pool. Stands before 
barrier with fingers in mouth, looking through. 
60 seconds .. 

17. Says, "It's easy to carry this thing" (chair). 
Constructiveness 2; 20 seconds 

SUBJECT 7 

1. Goes to square 1, sits down; takes iron, manipu­
lates and examines. Takes ironing board; tries 
to unfold. Irons three or four times on board. 
Constructiveness 4; 90 seconds 

2. Picks up phone, shakes. Looks at E, smiles. 
Shakes phone. Constructiveness 2; 30 seconds 

3. Ironing board examined again; takes on lap; 
sets ironing board up. Irons on ironing board 
once. Constructiveness 4; 60 seconds 

4. Manipulates teddy as looks about. Reaches doll; 
places on ironing board. Constructiveness 3; 
70 seconds 

5. Shakes phone; places to ear; shakes. Construc­
tiveness 4; 30 seconds 

6. Picks up frog and duck and places them care­
fully side by side on floor. Constructiveness 4; 
30 seconds 
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7. Shakes phone. Constructiveness 2; 15 seconds 
8. Examines boat. Constructiveness 2; 10 seconds 
9. Reaches fish pole; winds string about hand; 

manipulates pole. Constructiveness 2; 80 sec-
onds 

10. Manipulates frog. Constructiveness 2• 
' 15 sec-

onds 
11. Moves sailboat. Constructiveness 2; 35 seconds 
12. Unfolds paper. Constructiveness 2; 20 seconds 
13. Shakes phone. Constructiveness 2; 15 seconds 
14. Manipulates frog. Looks about room. Frog 

carefully placed on floor on line with sailboat. 
Constructiveness 3; 45 seconds 

15. Sail removed from sailboat. Constructiveness 5; 
20 seconds 

16. Looks at E, laughs. 15 seconds 
17. Shakes phone. Constructiveness 2; 15 seconds 
18. Boat manipulated. Constructiveness 3; 15 sec­

onds 
19. Frog placed on floor. Yawns. Constructiveness 

3; 15 seconds 
20. Looks about room. 15 seconds 
21. Duck moved; sailboat placed on duck; boat 

pulled by cord. Constructiveness 5; 30 seconds 
22. Teddy picked up, examined and carefully placed 

on floor. Constructiveness 3; 40 seconds 
23. Cup and saucer taken in hand; iron, teapot 

touched. Constructiveness 2; 55 seconds 
24. Reaches fish pole; winds cord about hand; puts 

cord in mouth; stretches cord across nose. 
Looks at E and is a little embarrassed when E 
catches her eye. Puts cord about neck and pulls 
at it absent-mindedly while staring before her. 
Constructiveness 2; 135 seconds 

25. Puts teddy, saucer, cup in basket. Stops, looks 
fixedly before her; looks at E. Duck, boat, frog, 
sailboat, phone, placed in basket. Lifts basket; 
puts basket down. Constructiveness 3; 120 sec­
onds 

26. Kneels in center, looks about. 30 seconds 

First change of 27 . Hops on hands and knees to square 3. Looks 
location about. Gets truck and pushes it back and forth 

by her side. Attracts E's attention, gives truck 
a push to square 2; looks at E and laughs. 
Retrieves truck, detaches trailer; reattaches. 
Pushes back and forth by her side. Detaches, 
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reattaches trailer. Detaches trailer; cannot re­
attach. Brings truck-trailer reluctantly to E to 
be fixed. E fixes trailer. Truck placed on floor 
and pushed to square 1. Constructiveness 4_; 
445 seconds 

28. Places doll on truck and pushes to barrier. 
Speaks to E in a whisper telling of doll on 
trailer. Backs truck to square 1; sits talking to 
E in whisper. Constructiveness 6; 100 seconds 

29. Picks up phone. Constructiveness 2; 15 seconds 

lt,rustration Situation 

The total frustra- 1. 
t i on situation 
w a s composed 
of one episode. 
Po(Fru) = .15 

Barrier behavior 2. 

Play 3. 

Barrier 4. 

Play 5. 

6. 

Barrier behavior 7. 

At square 1. Plays with truck and detaches 
trailer; "Comes off; too bad." Brings to E for 
help. Smiles at E. Constructiveness 4; 50 sec­
onds 

Looks through barrier. 20 seconds 

Picks up truck. Constructiveness 2; 15 seconds 

To barrier, looking through, hand on iron. Con­
structiveness 1; 15 seconds 
Places iron and ironing board near barrier; 
irons. "It's hot." Shows E how hot iron is. 
Constructiveness 5; 30 seconds 
Puts doll on truck. "Ride on truck." Pushes 
back and forth, then pulls about in circle. Whis­
pers to self. Pushes truck to barrier, but 
doesn't look through. Goes along barrier, whis­
pering to self. Looks at E; laughs. Speaks 
to E. Truck-trailer comes apart, "It's broken." 
Tries to reattach. "Now it's fixed." Construc­
tiveness 6; 195 seconds 

Looks through barrier as doll is placed on truck. 
Constructiveness 6; 35 seconds 

Play 8. Pushes truck and doll along barrier. Construe-

Barrier behavior 

Play 

tiveness 6; 35 seconds 
9. Removes doll from truck. Looks at E, smiles. 

Shows doll to E, and makes doll stand, while 
explaining to E that doll walks. Constructive­
ness 4; 105 seconds 

10. Turns to barrier. Looks through. 25 seconds 

11. Goes to square 1; places doll on truck; looks 
about. Constructiveness 6; 20 seconds 

Barrier behavior 

Play 

Barrier behavior 

Play and diver­
sion 

Play 

Barrier behavior 

Play 

Barrier behavior 

Play 
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12. Looks through barrier; looks at E, smiles. 25 
seconds 

13. · Goes to squa re 2; speaks to E while taking very 
little piece of clay. "Mud pie." Slaps clay with 
palm of hand, smiles. "Pie, pie." Takes very 
small pieces. Looks about room while manipu­
lating clay. Whispers to herself. Moves to 
middle of room whispering to E about mud pies. 
Works with small flat piece, slaps with palm. 
"Pie, pie." Smiles. "Pie all gone." Construc­
tiveness 7; 275 seconds 

14. Looks through barrier; speaks about house; sits 
looking and shifting feet. Whispers. 40 seconds 

15. Back to clay; slaps small flat piece. Whispers 
about pie. Sticks clay on leg. Puts clay be­
tween palms, "Pie all gone." Sits and looks at 
window. Hears dog, "Doggie bark." Slaps clay 
again. Talks about pie in whispers. Construc­
tiveness 5; 150 seconds 

16. Looks about; yawns; fingers small piece of clay; 
speaks about pie. Constructiveness 2; 85 sec­
onds 

17. Goes to square 3. Picks up boat; cabin re­
moved. Inspects frog, "He's wet." Examines 
duck, "Duck's wet." Duck and frog placed head 
to head. Constructiveness 3; 105 seconds 

18. Looks through barrier. 20 seconds 

19. Frog pushed over floor in big circle; duck also. 
Constructiveness 4; 60 seconds 

20. Looks through barrier. 20 se.conds 

21. Carries duck to square 1. Picks up iron and 
takes it to radiator. Whispers to self. Places 
iron on radiator; feels iron to see if it is hot. 
Feels again; again; again. "Get's hot." Smiles. 
Looks at E; laughs. Constructiveness 6; 140 
seconds 



Appendix 4 

RECORD OF A CASE OF GREATLY DECREASED CON­

STRUCTIVENESS IN HIGH EMOTIONAL TENSION 

1. Enthusiastic 
play from the 
beginning 

2. Div e r s i o n 
and barrier 
behavior 

3. Play 

4. Play 

FREE PLAY SITUATION 

1. At square 2 starts to draw. "Look at it," (mak­
ing lines) "I'll see what I can make," (draws on 
big square). Names colors which he uses: 
"purple, pink (laughs to experimenter), brown, 
white, green, there is a light green, this is a dark 
green. Isn't it?" (is very interested, involved 
in play) "I have to see this ... it is yellow (lies 
on side, while drawing). Smoke comes out of 
the chimney here" (pointing to a long line). 
Makes a few scribbles to try out color. Draws 
(laughs). Makes blue scribblings, small lines 
(enjoys it) . "That's funny, that there are so 
many browns. Here is purple. You have got 
three orange. Here is one orange, here another 
orange. They are .all different colors, aren't 
they? This is black? You don't have no black? 
There used to be some black." 
dark gray: "Maybe this one." 
with E about colors. Child: 

E , pointing to 
Conversation 

"You thought 
there wasn't any black." Then the child replaces 
crayons in box. Has hand full of colors. "Is 
that a light pink? This is a dark pink, you 
have some light pink, haven't you?" Continues 
to replace colors : "It is always supposed to be 
this way." (Does not put all crayons back.) 
Constructiveness 6; 540 seconds 

2. "I am tired putting them back." Walks about, 
goes to clock wall, then to barrier. ''What is 
there?" E, "There is a room on the other side." 
25 seconds 

3. Goes to square 3. Takes the sailboat in hand. 
"That is a ship, I know. (Removes sail) "This 
is a tiny sailboat." Constructiveness 4; 30 sec· 
onds 

4. Goes to square 2. "I'm going to iron." Does a 

296 

!' 

5. Play 

6. Diversion 

7. Excited play; 
much talk­
ing; no stut­
tering 
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few strokes: Kneeling besides. Constructive­
ness 5; 25 seconds 

5. Moves truck and trailer across floor to square 3 
to the barrier. "Here it goes." Detaches and 
reattaches truck. Truck and trailer moved 
around in circles. Moves truck and trailer mak­
ing truck noises. Detaches truck. (Is In a good 
mood.) Looks to observer's window. Truck and 
trailer moved back and forth. Constructiveness 
5; 95 seconds 

6. Goes to observer's window. "Show me how to 
turn this light on.". E pretends to try. Child 
goes to the switch of' the room light, "Why not 
try this." E explains that it is the switch for 
the room light. 40 seconds 

7. Goes to square 1. Examines phone: "What is 
in here?" E referring to the noise: "It talks 
there." Child understands: "Doggy there." 
Shakes phone to make noises. Phone to ear: 
"Hello! This is not a life doggy? Hello, doggy! 
Hello doggy!" Shakes phone. "He does not 
say 'hello.'" Shakes phone: "Hello, doggy!" 
Shakes phone. "Doggy hello!" Phone placed to 
ear. Phone placed on truck and trailer, placed to 
ear again. "What do you want?" Conversation 
to the E. Hits face with r.eceiver. Shakes phone. 
Places the phone on truck and trailer. "They 
have to take the phone with them.'' Puts phone 
to ear, "What do you want?" Repeats. "Hello! 
What do you want? (laughs) He does not want 
to sa y 'Hello!' Say, what do you want, you 
dummy (laughs). I said dummy to the doggy.'' 
(Enjoys howling into phone and then putting 
phone on truck.) Constructiveness 6; 240 sec­
onds 

8. "Here goes the man on the truck. The man is 
driving the truck." (Tells a story about the 
man to himself. ) Detaches truck from trailer. 
Puts truck on trailer. "It is going on the 
bridge. Now he has to take the bridge away." 
Constructiveness 6; 50 seconds 

9. Phone conversation about the man on the 
truck. "Do you know they are taking a bridge 
(laughs)." Then he gives a message. "Now 
he has to take the bridge away.'' The truck 
and trailer is brought to square 3. Puts frog on 
truck. "Here is a frog. The frog and the duck 
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have to be taken away." Boat placed on truck. 
"This is a broken boat. The truck has a lots of 
things to haul." Hauls to square 1. Removes 
things: "Say, they all come off." Truck de­
tached. "Now we go on the bridge." Duck 
placed on trailer. "He has to swim." Truck 
and trailer reattached. "First the duck takes a 
ride in the new Dodge. Now they go around 
to take somebody else too." Takes frog for a 
ride from the middle of room. Constructiveness 
7 ; 200 seconds 

10. Talks into phone. "Hello! What do you want? 
Hello! What do you want? Hello! What do 
you want?" Constructiveness 6; 25 seconds 

11. Moves truck and trailer with frog from middle 
of room to square 3. "Now we will get the 
boat." Constructiveness 6; 35 seconds 

12. Talks into phone: "What do you want? Oh! 
Some different stuff. I don't care, take it to 
somebody else, to yourself. I don't want it." 
(laughs) Constructiveness 6; 30 seconds 

13. Carries truck and trailer with boat. Construc­
tiveness 6; 10 seconds 

14. Talks into phone: "What do you want?" (Shout­
ing very loudly.) "I can't. . ." Constructive­
ness 6; 10 seconds 

15. Then he empties the truck and trailer. "Now 
they are all back." Constructiveness 6; 10 sec­
onds 

16. Moves sailboat and boat. "They are going now. 
First the duck is taken away on the ship (sail­
boat). It came to pieces (sailboat came out) ." 
Trys to replace sail. Cabin of the boat placed 
on sailboat. Then frog placed on sailboat. Con­
structiveness 7; 110 seconds 

17. Puts sailboat on truck and trailer and moves 
around and to square 2. Sailboat removed. Con­
structiveness 6; 25 seconds 

18. Talks into phone: "Hello! What do you want? 
(shouts) I said, I have a grand time." Says to 
E about people in phone, "They are gone." Con­
structiveness 7; 20 seconds 

19. Truck and trailer taken to square 1. Construc­
tiveness 3; 15 seconds 

20. Asks experimenter about ironing board. "W111 
this fold up? This man came to iron." Irons a 
few strokes. "See Teddy is watching his mother 

1. Immed i a t e, 
strong f r u s­
tration 

Stuttering in 
barrier 
region 

Restlessness 

Stuttering 

Motor disor­
ganization 

Stuttering 
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do things." Irons. "Now he is the--." Con­
structiveness 6; 65 seconds 

21. Takes the cup. "He (teddy) asks for supper. 
I 'll pour some tea for him." Pours tea. Drinks 
and eats from saucer himself. Constructiveness 
6; 25 seconds 

22. "Now he has to iron. What shall I iron?" Takes 
pieces of paper and irons. Irons four pieces of 
paper very carefully, also at the edges. "All 
through." Constructiveness 6; 150 seconds 

23. "And now I'll ... " Gets truck and trailer to 
middle of room. "He has to get frog and duck 
now." Constructiveness 3; 20 seconds 

24. Talks into phone, "What do you want? What do 
you want?" (shouts). Constructiveness 6; 15 
seconds 

25. Goes to square 3 and puts frog, duck and boat 
on truck and trailer. "They come back to get 
these." Truck and trailer pushed around and 
back to middle of room underneath the ironing 
board. Constructiveness 6; 40 seconds 

FRUSTRATION SITUATION 

1. S stands at barrier, "Why do you lock it? I 
need the other part of the phone or I can't talk." 
Walks to window, returns to barrier, moves 
about, picks up phone. "I want the rest of the 
phone." Shakes phone. "I want that new tea­
pot." Walks along barrier; walks restlessly 
about the room. "I have a cup. I need the new 
teapot." To barrier, "I - I - I - want some 
water for my cup here," very emphatic. Walks 
along barrier; turns about. "I want that new 
teapot." Walks about room rapidly. "We need 
that teapot on the table." To E's table, "W -
W- W- Won't you ?" Back to barrier; rattles 
barrier. "W- W - W- Won't you give me 
that teapot? W- W- W- Won't you? I­
I - I - I say, won't you give me that teapot?" 
Carelessly steps on toys and bumps into things 
as he walks about speaking in confused manner 
and stuttering badly. Drags hand along netting 
of barrier. "We need- We want- Why won't 
you -" Loosens collar. "Give - Gi - Gi -
Give me - I - I - I want that new teapot. 
What there is for you to do is to give me that 
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2. Stereotyped 
sentences 

3. 

4. 

5. 

Stuttering 

Sighs: Inco· 
herence 

Diversion 
and secon. 
dary play 
Failure to 
stutter in 
barrier re· 
gion 
Diversion 
and secon· 
day p 1 a y. 
Contr o 11 e d 
speech 

8. Barrier be· 
havior, no 
stuttering 

9. Diversion 
10. Seco n d a r y 

play 

12. Barrier be· 
havior; no 
stuttering 

teapot (very loudly), 'cause I want it. Won't 
you? (very explicitly). W - W - Will you 
give it to me?" Stuttering requests continue. 
535 seconds 

2. Goes to E: "Will you give me some water for 
this cup? Will you give me some water in this 
cup? Will you give me some water in this cup?" 
Rests cup right in front of the E, near the face 
of the E, as the E does not answer the whole 
time and the child wants her attention. Stut­
ters: "Will you give me the water for the cup?" 
Touches E . Stutters: "Will you give me the 
water for the cup?" Touches eyelid of the E. 
"I want some water to put in here." Stands 
and waits: "I want some water to put in this 
cup." Sighs, looks at E. Plays with cup and 
saucer. Says something indistinguishable. 
Makes noises with cup and saucer: "I want some 
water to put in this cup, please (voice insist· 
ent) ." 95 seconds 

3. Stands in center of room with cup in hand 
manipulating it. "What are you writing?'" 
Voice calm. 85 seconds 

4. Goes to barrier, "Will you give me some water 
in here?" Voice calm and appealing. 25 seconds 

5. To E's table, watches E work; knocks cup and 
saucer together. "What are you writing?" 
Voice calm. Touches E's pencil. Constructive· 
ness 2; 65 seconds 

6. To radiator; looks out window. 20 seconds 
7. Looks about room; scratches ear. 20 seconds 
8. Looks at barrier; "I want you to give me the 

teapot and some water here." 15 seconds 

9. Watches E write very intently. 30 seconds 
10. Restless play with cup and saucer at E's table; 

taps table with cup; puts cup under table; 
knocks cup and saucer together. Constructive­
ness 2; 35 seconds 

11. Watches E. "What you writing?" 25 seconds 
12. To barrier, "Please give me some water." Voice 

ingratiating, calm. 20 seconds 

13. Restlessness; 13. Loosens collar of shirt. Hits table hard with cup 

14. Barrier be· 
havior; stut­
tering 

15. Dive r s i o n 
and play 

16. Restlessness 

17. · Barrier be-

18. 

21. 

22. 

23. 

24. 

havior; stut­
tering 

Diversion 

Play 

Diversion 
Barrier 
behavior 
Play 

25. Esc a p e be­
havior 

26. Barrier 
behavior 
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and saucer. Big sigh. Constructiveness 2; 60 
seconds 

14. Walks to barrier. "PI - PI - PI - Please, 
will you give me some water ?" Voice hurt and 
whining. 20 seconds 

15. Plays at E's table with cup and saucer. Forces 
saucer through crack in table, has difficulty get­
ting it out. Constructiveness 2; 50 seconds 

16. Watches E write; leans on table; stamps with 
foot. Takes hold of E's pencil, "I'll turn this." 
70 seconds 

17. Suddenly turns to barrier. "I - I - I - I 
want - Will you please give me the teapot? I 
want it so badly." Voice very expressive. 20 
seconds 

18. Turns to E, voice calm again, "I'll give you more 
lead," touches E's pencil. Looks about. 55 sec­
onds 

19. To radiator; examines valve. 10 seconds 
20. To square 1; shakes phone. Constructiveness 2; 

15 seconds 
21. Picks up truck, carries to square 3; sailboat 

placed on truck; pushed to square 1. Construc­
tiveness 5; 70 seconds 

22 . Stands, looks about. 30 seconds 
23. To barrier, looks through, shakes gently. 40 

seconds 
24. Takes crayon to square 1, sits on chair carefully. 

Marks on paper. Moves chair carefully, sits 
down again. Marks, whispering to self. "You 
have three different kinds of browns;" said 
loudly and simply. Constructiveness 6; 155 sec­
onds 

25. Gets up, "I am going back to school." Goes to 
rear door, tries door. 50 seconds 

26. Returns to barrier, "I ·want the teapot, then I'll 
play more. You didn't let me play with the 
teapot long enough." Pushes against barrier. 
15 seconds 



Appendix 5 

TYPES OF SUBSTITU'rE BEHAVIOR 

Whether or not a certain activity is a substitute for another 
activity is frequently rather difficult to determine. Similarity or 
lack of similarity between two activities cannot be taken as a de­
cisive criterion in one direction or the other (Dembo (12)). An 
action A may be considered to have substitute value (Lissner (58), 
Mahler ( 61), Lewin (53) ) for the action B if the need correspond­
ing to B is at least partly satisfied by the execution of A. If an 
activity A is attractive because a need for B is not satisfied one can 
say that A has "substitute valence" for B (Lewin (53)). An 
activity A that has substitute valence for B does not necessarily 
have substitute value for B; in other words, A may be attractive 
as a result of the need for B but may not satisfy the need for B. 

The frustrating situations occurring in these experiments 
provided favorable conditions for the appearance of substitute 
behavior. Here we have medium high tensions corresponding to 
needs to reach an inaccessible goal, together with a rather wide 
choice of other possible goals, some of which may serve as sub­
stitutes. 

We may distinguish the following types of substitute be-
havior in the frustration situation. 

Real Substitutes 

In this case real objects are used in lieu of others which are 
not available, and they are not used in a way inappropriate to 
their own real natures. In such cases the tension systems corre­
sponding to the needs for the desired objects and the substitute 
objects are dynamically very closely related. In the limiting case 
they may be virtually identical, as in the substitution of a second 
piece of candy for one which has been dropped in the dirt. An 
example of this type of substitute from the present experiments 

is as follows : 
Ironing .of own Subject 5. S sits looking through the barrier. She 
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dress instead of 
doll's dress 

\ 
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says, "I guess I'll iron. I wish you had some clothes 
here." S irons back and forth on ironing board. "Go 
over and get some clothes for me. Why can't those 
things come over here?" S continues "ironing." "I'll 
just iron my own dress." Puts corner of skirt on 
ironing board and irons it. "Now doesn't that look 
pretty!" Loo,ks at ironed dress with satisfaction, 
smiles. 

Very few of these real substitutes appeared. It should be 
recognized, however, that it is extremely difficult to identify 
such substitutes if verbalization does not take place. It is our 
guess that many unverbalized, and hence unrecognized, substi­
tutes of this sort occurred. 

An example of substitute valence apparently without much 
substitute value is the following: 
Squeaking of 
phone for 
squeaking of 
duck 

Subject 8. S sits looking through the barrier with 
phone in hand. He shakes the phone which emits a 
noise. S talks to himself and says in a disconsolate 
voice, "The phone squeaks like the duck, but the 
duck is not here." (A rubber duck behind the barrier 
squeaked when pinched. ) 

Gesture Substitutes 

These substitutes involve "going through the motions" and 
the endowing of actions with ''symbolic'' significance. They are 
very common with children and seem frequently to have high 
substitute value. As Sliosberg (74) has shown, the acceptance of 
such . activities as substitutes depends to a high degree upon 
whether or not they occur in a play or non play situation. ''Play­
ing a role,'' such as going through the motions of housekeeping, 
is typical for the usual play with accessible toys. We are speak~ 

ing of substitutes here in case an activity with an inaccessible toy 
is replaced by ''going through the motion,'' i.e., the child uses a 
"symbol" of a "symbol." 
Gesture with 
teapot in 
direction of 
water behind 
barrier 

Fishing 
through 
barrier 

Subject 27. S looks about for water for the teapot 
she carries. Takes teapot to the barrier where she 
puts the spout through the wire netting, brings it 
back and "drinks" from the spout. She repeats this 
several Urnes, smiling after each pantomime. 

Subject 13. S, "I want to fish in the pool." Goes to 
barrier. "Maybe I can fish anyway." Puts fishing 
pole through barrier, "Look here, I caught a fish." 
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Pretends, but 
acknowledges 
difference 
from the 
"real" toy 
fish 

Subject 5. S tries to raise the barrier. Stands look­
ing through. "I'll pretend this is the water." Puts 
fishing pole through barrier. "Look, I caught a fish." 
S laughs. "I'll take it off and put it in the boat." 
Fishes through barrier again. "I'll go back and gei 
some real water and fish ." In this ca.se the last sen­
tence makes it clear that the lack of reality of the 
substitute is well understood by the child. 

Substittde Overcoming of the Ban·ie1· 

These substitutes are closely related to the above in having 
gesture-like characteristics. They differ in being directed solely 
at overcoming the barrier. In some cases the child actually takes 
a toy from his side of the barrier and puts it into the inaccessible 
area behind the barrier. This action may be interpreted in 
various ways and may actually have different meanings in differ­
ent cases. It may be a vague action in the direction of the goal 
as an ape may throw a stone at a banana outside the cage (Koeh­
ler ( 42)). It may be a means of ''communication'' with the inac­
cessible toys. In other cases, the purpose of the action clearly 
seems to be a demonstration of the child's superiority to, or his 
independence of, the barrier. 

Independence 
of barrier? 

Demonstrates 
ability to 
overcome 
barrier? 

Demonstration of 
own power? 

Subject 3. S looks at barrier. He puts the teddy 
through and reaches toward the big truck. He hits 
the floor beyond the barrier with teddy. Leaves the 
teddy on the floor beyond barrier. Gets teddy and 
brings it back through barrier. "The teddy dropped 
through, and I got him," is very pleased. 

Subject 12. S looks through barrier, goes to barrier 
putting hand through and dropping fishing pole on 
the other side. "I know how to get it again." Re­
trieves fish pole. 

Subject 20. Takes truck and trailer to the barrier; 
backs it along the barrier. Tries to raise the barrier. 
Puts arm through barrier, turns to E with a mocking 
grin. "I can still put my arm through, you can't shut 
up the holes." 
Subject 11. Puts arm through barrier and shows to 
E. "See!" Does it again and again. 

In these cases the substitute action is less related to the real 
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goal than in any previous examples. It involves a demonstration 
of superiority. 

V e1·bal Substitutes 

Frequently, substitutes consisted in "verbal manipulation" of 
obstructed toys. Typically the child would stand looking through 
the barrier and talking about the toys; no request for the toys 
would be made, but the child would ''examine'' them verbally via 
the experimenter and would "play" with them by stating hypo­
thetical intentions. In these cases the satisfaction was gained on 
a very irreallevel, yet the opportunity for social recognition of the 
satisfaction seemed to make this type of substitute very effective. 
Verbal "manipu­
lation" of 
Inaccessible 
toys? 

Detailed dis­
cussion of 
possible ac­
tions in the 
inaccessible 
toy house 

Subject 18. S goes to barrier and says, "Oh, see the 
big goose, the big goose is swimming in the water 
and says 'quack, quack.' " 
Subject 20. To barrier: "It looks like Christmas 
night. Why do you have to put it (barrier) down?" 
Holds to barrier looking through. Later, at barrier. 
"My house is that color.'' Pleasant voice. "Why will 
only part of the phone come out?" Stands looking 
and humming. "Why can't you have everything in 
the house?" 

Subject 24. "Do you know what I'm going to do?" 
Goes to barrier, looks through barrier. "Well, I'm 
going to sit on the chair." Does so. Rocks. "I wish 
we could move everything in here. Is the stove 
electric? Can you cook real food? Where is the real 
food, and I'll go in and cook it. I could pretend to 
turn it on and pretend to cook. How could you turn 
it off? Do you blow it? I wish I were you, then I 
could play with them all I wanted to. Is it fun? Oh; 
boy! I wish I could pull the big truck through a 
hole." (This conversation came forth with great 
rapidity, with no expectation that her questions would 
be answered.) 
Subject 23. "Look at the little chair in the house. 
Did you make the curtains or were they in it?" 
Subject 20. S looks at tea table. "That thing isn't 
really hot, is it?" 

Looking at the Obst1·ucted Toys 

A still more passive action is the gaining of satisfaction by 
looking at the obstructed toys. This type of ''communication'' 
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with the inaccessible toys occurred frequently and in some cases 
seemed to give much satisfaction, judging from the child's facial 
expression and the amount of time spent in such behavior. In few 
cases was there any verbal expression of this satisfaction. One such 
follows: 

Subject 6. Goes to barrier. "Oh, I can see through 
here!" Looks through barrier. "That is a very nice 
play house." 

Substitute and Defiance 

We finally mention behavior which shows a certain similarity 
to substitute overcoming of the barrier but which seems to have a 
somewhat different meaning. It involves removing available toys 
from the presence of the subject as if they would have a negative 
valence by throwing them out o~ reach beyond the barrier. Some­
times this behavior is quite complicated, frequently involving an 
attack upon the experimenter. 

Expression of 
dislike of an 
available toy 

Expression of 
dislike of an 
available toy 
and putting 
it through 
the barrier 

Subject 24. Chi ld goes to square 3 with the boat. 
"Why didn't you leave this over there? I didn't want 
to play with it." 

Subject 4. Takes duck and puts through barrier, say. 
ing in a very angry tone, '"That too, that too." Puts 
frog through. "I've had enough here. There now 
this goes." Child puts boat through barrier. "Why 
did you do that? Why don't you let me play there. 
I have got enough of these things. I don't like you. 
I'll kick you." 
Subject 4. Puts doll through barrier. "This is going 
back in." Also puts the bear, iron, cup, teapot, aml 
fish pole through the barrier. 
Subject 5. "Where's that old truck?" Looks for it. 
"It's back of me." Gets truck, pushes through bar­
rier. "Now I haven't any car." 
Subject 23. "I might stick this phone right through 
here and throw it in the house. But that might break 
your nose off to see that happening." 

These somewhat paradoxical actions by which the child in a 
situation of frustration deprives himself of some of his available 
toys could be derived merely from the negative valence of these 
toys ( T). A force ([P,-T) away from the negative toys should lead 
either to a tendency to escape (p. 80) or to remove the toys. In 
both cases, the distance between child and toys increased. 
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This interpretation, which technically suffices to explain the 
behavior, nevertheless, does not seem to be the whole story. 
There is a note of defiance indicated by the frequent combination 
with attacks on the experimenter which seem to amount to saying, 
"I will hurt you by having nothing to do with things you want 
me to play with." 

Probably all of these factors contribute to this behavior in 
some degree. 

.. 



Appendix 6 

TACTICS TO GAIN SOCIAL CONTROL 

The conditions of the experiment gave an opportunity for 
the exhibition of social tactics on the part of the children. For 
most children the experimenter was a part of the barrier which 
prevented them from reaching the inaccessible toys and from 
leaving the room. Hence, the children were faced with the prob­
lem of making a tactical, social approach. 

Various types of social approach were observed. Without 
discussing . the problems of emotion and of strength of forces, our 
analysis limits the consideration to the manner of approach. The 
situation facing the child in the frustration situation is repre­
sented in Figures 18a and 18b (p. 72). The experimenter's 
powerfield dominates the whole region; if the child can become 
socially dominant so that his needs determine the behavior of the 
experimenter, the barrier can be breached through the experi­
menter. Thus the child is placed in a situation of social conflict. 
The following techniques of social conflict occur. 

Types of Approaches 

Statement of Desire.-In these cases there were no elements 
of conflict, only a statement of the child's desires. The child 
structured the situation for the adult. He defined the situation, 
but brought no pressure to bear. This was usually the first step. 

Subject 1. "I want to go in there." Repeated 
five times. ''I want to play with more things.'' 

Subject 2. S carries cup to experimenter. "I 
want water.'' Goes to barrier. ''In there.'' Points. 

Subject 13. To experimenter's table. "Will you 
give me some water in this cup 1 '' Repeats three times. 
Holds cup before experimenter 's face, 2 inches from 
her nose. "Will you give me some water in this cup~" 
Repeats twice. 

A frequent variation of this type of behavior was the stereo· 
typed repetition of such desires. 
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Subject 5. S goes to barrier; looks throu()'h bar­
rier and at experimenter alternately, saying "I "'want a 
spoon.'' Repeats nineteen times. Reach~s throuo-h 
barrier occasionally. Moves to other end of barri~r. 
Stands looking through and says, "I want that truck " 
fifty-three times. ' 

Subject 8. Stands by barrier saying, "Let's go in 
the water,'' twenty-seven times. 
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Typically these repeated phrases were spoken slowly, in an 
expressionless monotone and with a simple rhythm. No great 
determination was expressed. It was as if the child were caught 
in a situation from which there was no escape. It has already 
been suggested that this may be in the nature of restless social 
movement. In this situation the expression of the desire does not 
change the situation, as the experimenter does not respond, so the 
factors which caused the child to make the first statement still 
operate and cause him to make it again. 

Request for Toys.-A request may be considered to differ from 
a statement of a desire in that the form involves some elements of 
social conflict and social pressure. Of course, the form of the 
statement is only one factor in indicating the nature of the 
psychological situation. With proper emphasis a statement of 
desire may also be indicative of social conflict. 

The request was frequently a second step. A statement of 
desire on the part of the child may have the purpose of bringing 
to the mind of the experimenter a cognitive clarification of this 
aspect of the situation. If this did not produce the desired 
behavior in the experimenter the request initiated direct pressure. 
The strength of the pressure varied from the simple, polite re­
quest to an emphatic order. 

Subject 3. '' Pl-Pl-please give me some water 
here." Voice hurt and very ingratiating. "Will you 
give me some water in this cup?" Repeats three 
times. 

Subject 27. "Won't you let me play with the big 
truck? I didn't even have it once." 

Req1test for Explanation.-A frequent early stage in the con­
flict was an attempt on the child's part to understand the inten­
tions of the experimenter. This frequently meant an attempt to 
determine the strength of the social barrier. It usually took the 
form of attempts to get the experimenter to state his attitude. 
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Subject 20. "Why can't you have it up all the 
time~'' 

Subject 26. "Why do the others have to stay 1 I 
want that game. Why doesn't the teapot come?" 

Subject 30. Goes to barrier. "Looks like Christ­
mas night. Why do you have to put it down?" 

Subject 21. "I need to get my swan. Why don't 
you let me go there 1 '' 

Sometimes the time aspect is brought in: Subject 
2. ''Won't you let me go over there?'' E , ''You can 
play here now.'' S, ''When will you?'' E, ''No 
more.'' 

Attempt to Influence the Experimente1· With Ostensible Rea­
sorL-One of the first tactics frequently employed when the con­
fli ct becomes serious was an attempt to create in the experimenter 
a need to have the child enter the obstructed region. 

This sometimes involved the attempt to cognitively re­
structure the existing situation for the experimenter. 

Subject 27. "Mr., shouldn't that light be turned 
off ? It might burn out. I'd go straight in and straight 
out.'' 

Subject 25. S shakes sand off his hands. "I need 
to rinse this off. Can't I rinse this off 1" 

Subject 26. S goes to barrier. "Where did you 
buy them 1 I can look in, can't 11 Why don't the boats 
float ? The duck and the fish don't go. I have to go 
and make the bed. The doll will get cold without 
covers.'' 

Subject 18. S, "You should have let me play a little 
longer. Say, it might sprinkle here. I'd better get the 
cardboard house" (repeats twice). 

At other times the child actually changed the field in an at­
tempt to create a situation where the experimenter would have 
to lower the barrier. 

Subject 3. Pushes truck to barrier and deliber­
ately puts it through and drops it on the other side. "I 
want to get the truck.'' E lifts barrier slightly 
so child can retrieve the truck. Immediately when bar­
rier is lifted the child says, '' Oh, I want over here. 
I want over here. I want the big truck.'' 

Subject 21. Hauls toys to barrier on truck, sing­
ing most of the time. ''I'm taking them over the fence. 
Now, there it bumped." Puts things by barrier. 
Sings, ''The truck will go right through. The truck 
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will go right through.'' Indicates hole. Lifts truck 
an~ pokes it through the barrier. ''Hey look, he's 
gomg to go through. Look, he's hanging!'' S comes 
to E 's table. "He needs help to get out. He's trying 
to get out." E rescues truck and gives to child. "Oh, 
I t~ought that maybe-I thought you 'd-." (Impli­
catiOn was that E would have to raise the barrier.) 
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When attempting to escape and return to the nursery school 
the child would sometimes try to involve the sympathies of the 
experimenter. 

. Subject ~1. "I'm waiting for you and I'm getting 
tireder and tireder. I get too tired to stand here." E 
''You can sit down.'' Child laughs. ''I like to standi 
Let's go now. I have some work to do.'' 

Subject 21. "I want to go 'cause it's to(' hot in 
this room." 

Threats.-Sooner or later many children resorted to threats of 
one sort or another against the experimenter. 

Threat of nonco-operation: Subject 22. At E's 
table watching E work. "I'm not coming over here 
any more ! It's not me coming any more. I'm going 
to the other side. I'm going home. I've had enough 
of this business. '' 

Threatens with attitude: Subject 8. "My daddy 
won't like you any more.'' 

Unspecified threat: Subject 27. ''The next time 
can I play .with that?" E, "No." S, "You might as 
well be qmet or shut your mouth. I'm going to get 
that truck, or I'll--." 

Assault.-In some cases the child resorted to direct action to 
enforce his desires upon the E. 

Interference with experimenter's activities: Sub­
ject 25. Goes to square 1. Picks up phone and strikes 
it. Brings phone to E. ''How do you do this? I can't 
make it go.'' Shakes phone. ''It says, 'Hello. ' '' 
Knocks phone on table. Hits E 's paper· prevents him 
from writing. Does same again and aga'in. 

Subject 5. Goes to E 's table, "Don't write don't 
do that. I won't let you write.'' Puts hand ~n E 's 
paper. Repeats orders not to write. 

Assault on ·experimenter's property: Subject 12. 
"I don't like you." Climbs on radiator. Looks at E. 
"Now hush up," very mad. Takes E's pocketbook, 
opens it. ''I want a nickel.'' 
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'l'his analysis does not do justice to the subtlety of the social 
control shown by many of the children, inasmuch as this is ex­
hibited largely in the nature of the shifts from one tactic to 
another. The following case illustrates these factors: 

E xample Illnstmting a Seqnence of Tactics.-Frustration Sit­
uation: Subject 27. 

During the first part of the session the subject appeared to 
be exploring the situation and testing out the strength of the so­
cial barrier. 

1. Trying to get 
clear about 
situation 

3. First tactic; 
test of 
strength 

5. Attempt to 
clarify situa­
tion 

1. While E pulls · barrier down and locks it, S sits in 
chair watching and rocking. As E turns from bar­
rier to his table, S says, "Won't you let me go 
over there?" E, "You can play here now." S, 
"When will you?" E, "No more." Constructive­
ness 2; 65 seconds 

2. S takes teddy and doll and places them on ironing 
board, still sitting on chair. Constructiveness 2; 
55 seconds 

3. S goes to square 2; looks through barrier; "Will 
you let me go over there soon? E, "No, not again." 
Picks up truck and examines it. "Well, can't I go 
over and close the door of the big truck and wipe 
up that water on the floor that I spilled? Was all 
that there the other time?" Constructiveness 2; 
60 seconds 

4. To square 1. Begins to play with pegs. "I guess 
there will be enough this time." Places pegs; 
gla.nces at barrier occasionally; sings to self. Con· 
structiveness 5; 25 seconds 

5. Continues placing pegs. Talks to E while work­
ing, "The next time can I play with that?" E, 
"This is the last time you will come." S, "You 
might as well be quiet or shut your mouth." Sings 
very loudly and raucously as continues placing 
pegs. Constructiveness 5; 95 seconds 

There next occurs a period of overlapping barrier, escape and 
play r egions. The barrier appears to be impassable. Some at­
tempts to cover his predicament from experimenter. 

7. High motor 
tension 

6. Goes to E's table and asks for sheet of paper. Re­
turns to square 2. 25 seconds 

7. Places pegs again. No selection of pegs. Sings 
with abandon. "I'll put the sharp end up." Con­
structiveness 5; 50 seconds 

11. Attempt to 
escape 

13. Repeat of fee­
ble tactic 

\ 
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8. Goes to window; looks out. S, "Whose house IS 

that?" 30 seconds 
9. Back to pegs. Sings offensively, senseless silly 

words as works completing a square. Glances at 
barrier occasionally. "Only two more and that's 
all," announces very loudly. Constructiveness 5; 
75 seconds 

10. "Now I'm going to do some coloring." Reaches 
behind and colors behind his back. Breaks crayon 
in half. Scribbles behind him. Constructiveness 
5; 65 seconds 

11. Goes to rear door and pulls very hard; shakes and 
rattles the door. 20 seconds 

12. Returns to coloring. Breaks another crayon be­
fore continuing. Colors very carelessly. Sings 
senseless words loudly. Takes second sheet of 
paper. Hums as he works very rapidly. "Look, 
isn't it pretty?" E, "What is it?" "Oh, I don't 
know." Seems to be really interested in work. 
New sheet; scribbles; sings. "Can I take this 
home?" Constructiveness 5; 245 seconds 

13. Takes drawings to E's table. Stands looking at 
E's work. '"Won't you let me go over there and 
straighten up?" 40 seconds · 

14. Takes clock cord in hand; manipulates. 20 sec­
onds 

15. Social attempt 15. Gets fish pole from square 3. Returns toE's table; 
to escape looks out window. "Won't you let me go back 

(home) now?" Constructiveness 1; 50 seconds 

There follows an aggressive approach, a new tactic of over­
powering social and physical barrier. 

16. Attack on phy­
sical barrier; 
partly to im­
press E 

17. Appeal to 
sympathy 

18. Attack on E 

19. Attack on E 

16. "I'm going to lift this up." Goes to barrier. 
Pushes, pulls barrier with great energy. Shakes 
and kicks barrier; breaks a corner of barrier. 
135 seconds 

17. To E's table. "Won't you let me play with the 
big truck? I didn't even have it once." Voice 
very pleading. 40 seconds 

18. Takes pencil from E's pocket. "I'll take your 
pencil." Screws leads from the pencil trying in 
every way to annoy E. 70 seconds 

19. Goes to chair; sits and rocks. "Won't you give 
• me one of these chairs? Won't you now? How 

much did they cost? About a dollar? Won't you 
give me a dollar so my father can get me one?" 
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Teasing, mock-serious voice. Constructiveness 2; 

50 seconds 
20. Motor tension 20. Picks up phone and shakes it very hard. Walks 

to window shaking phone. "What is here to make 

21. Climax of at-
tempt to rush 
the E directly 

it squeak?" Constructiveness 2; 100 seconds 
21. "Won't you let me have the rest of the phone? 

Why?" Voice very appealing. Runs to barrier; 
knocks phone against barrier. "Won't you let me 
go and try the windows?" Shakes phone very 
hard. Pulls up on barrier; tries to stick phone 
through. "Please let me run that truck; I didn't 
have it. You let me now, or I'll reach in and get 
it." Tries to reach truck with phone. "I tell you 
to let me, or else I'll break this (barrier) down. 
You let me, I tell you." 145 seconds 

Continuation of social approach tactics. , 

22. "Intimate" 
social 
pressure 

23. Offering 
"Deal" and 
Threat 

24. Trap 

26. Appeal for 
sympathy 

27. Threat 

28. Personal 
touch extreme 
ingratiation 

22. Returns to E's table. Leans toward E in very 
confidential way, "Mister please let me; when can 

I go?" 55 seconds 
23. Walks about room shaking phone. Sits o-n chair; 

shakes phone. Speaks in matter-of-fact voice, 
"If you'll let me have that truck, I'll-" Gets up 
in aggressive manner, "I'm going to get that 
truck or I'll-" Rushes to barrier, pulls and 

shakes. 45 seconds 
24. To E's table. "Mister, shouldn't that light be 

turned out? It might burn out. I'd go straight 

in and straight out." 40 seconds 
25. 'To barrier. Loud and rough scraping of phone on 

barrier. "I tell you I'm going to get it; if I only 
had something long." 35 seconds 

26. Turns to· E. "Please, please-"; very plaintive 

voice. 15 seconds 
27. "You let me, or I'll-." Begins to climb up bar-

rier. 45 seconds 
28. Turns back to E in v~ry !riendly manner. "Won't 

you please let me have the truck?" Leans against 
E in affectionate manner. "Please, Mr. Bark, 
please Mr. Bark." To barrie·r and returns climb­
ing up in E's lap, "Please Mr. Bark, let me have 
the truck. I want it. Won't you, Mr. Bark?" 
E, "You have lots o-f things here." Gets down and 
climbs up again, "No, I haven't." Puts. cheek 
against E's face, ''Please, p\ease Mister give me 

the truck." 200 seconds 
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