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Uvod

Soucasna paradigmaticka orientace pedagogické psychologie stile vice zduraznuje
vyznam emoci a temperamentovych determinant v kontextu uceni a Skolniho vzdélavani.
Emoce vyznamné ovliviiuji pozndvaci procesy a uceni, zapamatovani a vybavovani
poznatkt, pozornost zaki a zakyni i jejich motivaci k praci ve skolnim prostiedi (Mares,
2013; Stuchlikova, 2002). Skolni prostiedi zaroveii stimuluje vznik velkého mnozZstvi
rozmanitych emoci. Dilezitou skupinou emoci jsou naptiklad emoce objevujici
se v souvislosti s dosahovanymi vysledky, tzv. "achievement emotions" (Gléser-Zikuda
et al., 2013; Pekrun et al., 2006). Tyto emoce souviseji s uspéchy a netspéchy
ve vykonovych situacich a pomahaji utvaret vztah zakt/zakyni ke skole a uc¢eni. Kromé
toho se ve Skolnim prostiedi objevuje i celd fada dalSich emoci, a to jak na intrapersonalni,
tak i na interpersonalni irovni. Emoce souvisejici s ucenim ("learning emotions" nebo
"learning-related emotions") jsou emoce vynofujici se jako ptimy produkt procesu uceni
u zakt i ucitelt (Glaser-Zikuda et al., 2013; Linnenbrink, 2007). Tyto emoce mohou u¢eni
bud’ facilitovat anebo inhibovat a ovliviiuji také ukladani osvojeného materialu do paméti.
Na skupinové analytické urovni pak miizeme sledovat rtizné interpersonalni efekty
emoci. Tyto efekty souviseji se skupinovou dynamikou t¥idy, pomahaji ¢lenim tiidy
identifikovat se s konkrétni roli v rdmci ttidniho kolektivu a dale také definovat skupinové
hranice. Zaroven zahrnuji i dal$i rozmér, a to emoce objevujici se v interakci mezi zaky
a uciteli. Projevy emoci ovliviiuji aktudlni subjektivni pohodu ucitelti/ucitelek (Aldrup
et al., 2018) a stejné tak se aktudlni emoc¢ni rozpoloZeni ucitele/ucitelky miize ptrendset
na zaky/Zékyné a ovlivilovat jejich aktudlni emoc¢ni naladéni (Prochazkova & Kret, 2017,
Ruohotie-Lyhty et al., 2016). Celkové se emoce vyznamnou mérou podileji na kvalité

vyucovaciho klimatu a atmosféry ve tfide.



Osobnostni dispozice pro prozivani a regulaci emoci jsou vyznamnou slozkou
osobnosti zakd/zakyni a jejich rozvoj je podporovan i v aktualné platném strategickém
dokumentu vzdélavaci politiky CR. Dokument "Strategie vzd&lavaci politiky Ceské
republiky do roku 2030+" (Fry¢ et al., 2020) akcentuje osobnostni rozvoj zaka/zadkyni
jako jednu z vyznamnych kompetenci pro jejich osobni, obcansky i budouci profesni
Zivot. V tomto strategickém dokumentu MSMT je kladen diiraz na rozvoj tzv. "osobnich
a socialnich kompetenci”, které zahrnuji rozvoj schopnosti sebepoznavani umoziujici
reflexi a regulaci vlastnich duSevnich stavil, rozvoj schopnosti 1épe vyjadiovat své vlastni
pocity, rozvoj schopnosti vhodné reagovat v zaté¢zovych situacich, vcetné aplikovani
zdravych zptsobt zvladani stresu, a dale pak rozvoj socialni senzitivity, interpersonalni
percepce a empatie. Stejné tak 1 Stuchlikova et al. (2005) upozorfiuji na to, ze emocni
kompetence jako naptiklad dovednosti souvisejici s regulaci vlastnich emoci
a efektivnimi zptisoby reagovani v konfliktnich situacich, jsou velmi dalezitou soucasti
vychovné-vzdelavacich cili z hlediska osobnostniho rozvoje zaki/zakyni. Dokument
"Strategie vzdélavaci politiky Ceské republiky do roku 2030+" (Fry¢ et al., 2020)
zdiraziuje, ze vyse zminéné kompetence jsou klicové pro prevenci depresi, uzkosti
a ruznych forem rizikového chovéani Skolni mladdeze (napt. Sikany, sebeposkozovani,
¢1 sebevrazednosti). VySe zminény dokument proto doporucuje jejich pfimou podporu
v rdmci primarné preventivniho pisobeni Skol. V tomto kontextu mohou vyzkumna
zjiSténi z oblasti pedagogické psychologie vyznamné pispét k mapovani aktudlniho stavu
struktury osobnostnich dispozic zaki a Zakyni ¢eskych Skol (vyuZitelnost pedagogického
vyzkumu pro oblast decizni sféry diskutuje napiiklad Stech, 2020, 2021).

Prozivani emoci Uzce souvisi s temperamentovymi a dal$imi dispozi¢nimi
osobnostnimi rysy zdkd a zdkyni. Tyto dispozice jsou osobnostnimi piedpoklady

k prozivani situaci ur€itym zplusobem a determinuji vznik a proZitkovou kvalitu



subjektivné zakousenych emoci (Smékal, 2002). Pravé na ty jsme se spolu se spoluautory
a spoluautorkami zaméfili ve studiich, které byly publikovany od roku 2011
v mezinarodnich odbornych ¢asopisech a které nyni predkladam v této habilita¢ni praci.
Tyto studie jsou vysledkem mé dlouhodobé badatelské orientace na vyzkum emoci.
Soubor studii predkladanych v této habilitacni praci je obecné ramovan vyzkumnou
otazkou: Jakou kvalitu maji osobnostni determinanty souvisejici s emocemi
u zaku/zakyni (studenti/studentek) ceskych Skol? Jednoticim cilem bylo tedy pfispét

k poznani riznych osobnostnich dispozic pro emoc¢ni prozivani nebo emocni reakce.

Studie predkladané v této habilita¢ni praci navazuji na vyzkum emoci v kontextu
pedagogické psychologie, ktery ma v Ceském a slovenském prostiedi velmi bohatou
tradici. Pfi¢inami vzniku negativnich emoci u zékid/zakyni pfi Skolnim vyuCovani
se zabyval Dartilek a Kusak (1990). Hrabal (1967) zkoumal socidln¢ emotivni vztahy
u zakt/zakyni stfednich $kol, Kozeny a Klaschka (1994) pak vztah mezi osobnosti
a subjektivnim emocionalnim prozivanim u zakt/zakyni zakladnich Skol. Dalsi studie
zkoumaly, jaké pozitivni a negativni emoce vyvolavaji aktivity pti Skolnim vyucovani
(Dostal, 2015; Janikova, 2005; Kral'ova et al., 2021a) a jak emoce pfi vyuce ovliviiuji
zapamatovani latky a motivaci studentt a studentek (Kamenicka, 2021a, 2021b; Kralova
et al., 2021b). Dale byly zkoumany také emocni aspekty psaného textu (Kucera, 2018),
vytvarného vyjadreni emoci (Slavik & Lukavsky, 2006; Lukavsky, 2011) a schopnost
rozpoznavat emoce (Sollar et al., 2016; Trnka et al., 2007). Glaser-Zikuda et al. (2013)

pak souhrnné teoreticky ramuji funkce emoci ve Skolnim prostredi.

Velkéd pozornost badatelti/badatelek byla vé€novana konkrétné strachu, depresi
a uzkosti ve Skolnim prostiedi (Conkové, 2012; Franova et al., 2006; Franova & Preiss,
2008; Jezek et al., 2011; Man et al., 1999; Pavelkova et al., 2020; Rehulkova et al., 1995;

Stranska, 2000; Urbanek & Cermak, 1997; Vitinova, 1992), vcetné€ uzkosti v souvislosti



s vyslovnosti v cizim jazyce (Kralova et al., 2017), a socialni télesné uzkosti spojené
se sebeprezentaci a hodnocenim vlastniho téla druhymi (Harbichova et al., 2011;
Harbichova & Komarc, 2012). Obecné se pak strachem a uzkosti u déti a mladeze
zabyvali Vymeétal (2004) a Michal¢akova (2007). Placha (2017) zkoumala ptipady
truchleni a dopady zarmutku nad ztratou blizké osoby na Skolni Zivot zakl/zdkyni
zakladnich skol. Dalsi studie tematizovaly prozivani nudy ve Skolnim kontextu

(Pavelkova & Urbanova, 2018; Urbanova & Pavelkova, 2021).

Experimentalni indukci hnévu, radosti, strachu a smutku u vysokoskolskych
studentt/studentek oboru pedagogika predstavila studie Kucery a Havigerové (2016).
Pozornost byla vénovana i emocim uciteld/ucitelek (Kamenicka & Kovacikova, 2019),
jejich empatii (Sokolova et al., 2019), emoc¢ni inteligenci (Jost, 2010), depresivité (Orel

& Reiterova, 2012) a syndromu vyhoteni (Smetackova et al., 2019a, 2019b, 2020).

Emoce 7akt a zakyni souvisi také s jejich kvalitou Zivota ve $kole. Zakovska
spokojenost/nespokojenost se Skolou jako celkem, pocity odcizenosti, osaméni,
¢1 nezdjmu okoli jsou soucasti nékterych psychometrickych nastroji méficich kvalitu
zivota ve Skole (Mares, 2010). Velké mnozstvi badatelt a badatelek se zabyvalo otazkou
Skolniho klimatu, tfidniho klimatu, anebo vyucovaciho klimatu, tedy fenomény tzce
souvisejicimi s emocnim vyladénim socialni skupiny Skolni tfidy (Belikova, 2012;
Grecmanova, 2003, 2008, 2018; Grecmanova et al., 2020; Horvatova, 2005; Huskova
et al., 2018; Chytilova, 2012; Jezek, 2003, 2005, 2009; Petlak, 2006; Rosolové & Stielec,
2003; Spilkové, 2003). Véacha (2021) pak zkoumal vliv rozdilného materialniho u¢ebniho

prostiedi na dosahovani kognitivnich a afektivnich cilti v rdmci vyuky.
Ve Skolnim prostiedi se u zakt a zakyni vyskytuji rGzné emocni problémy,
které ohrozuji jejich psychickou pohodu. Jejich feseni je velice zddouci, a proto na tomto

poli vzniklo nékolik prakticky orientovanych publikaci (napt. Stuchlikova et al., 2005;



Véagnerova, 2001; Vojtova, 2004), véetné publikaci zamétenych na emoce zakid/zadkyni
se specidlnimi vzdélavacimi potfebami (Lazarova & Friedmann, 2011; Foltova et al.,
2013; Friedmann & Lazarova, 2009; Stech, 2018) a na poruchy emoci v kontextu
specialni pedagogiky (Komarik, 1998; Vojtova, 2010). Déle byly zkoumény také
emociondlni slozky multikulturnich kompetenci (Hladik, 2011). Obecné se pak
vyvojovymi aspekty emoci ve svych monografiich zabyvali Polackova Solcova (2018)

a Slameénik (2011).

Vyzkumné studie predkladané v této habilitaéni praci pokracuji v této bohaté
osobnostni dispozice zakli/zakyni souvisejici s jejich emocemi. Jesté pred tim, nez struéné
predstavim jednotlivé studie, bych rad nabidl SirSi teoreticky rdmec osobnostnich

determinant ovliviiujicich emoce.

Termin dispozice osobnosti je obecné definovan jako vrozena nebo ziskana
pripravenost prozivat situace ur¢itym zpisobem nebo jednat urcitym zptisobem (Smékal,
2002). Dispozice jsou zakladnimi stavebnimi kameny, z nichz se osobnost sklada
(Fajkowska, 2018; Jayawickreme et al., 2019). Jsou to charakteristiky, které

konstruujeme ve snaze vysvétlit néjake jednani, prozivani nebo jinou aktivitu osobnosti.

Nekteré dispozice osobnosti Uzce souvisi s prozivanim emoci. V prvni fadé jsou
to nékteré z temperamentovych ryst. V historickém vyvoji teoretickych modelt
temperamentu se souvislost s prozivanim nebo regulaci emoci ukazovala v rdmci riiznych
faktori. Vzhledem k velkému poctu téchto modeli zde nenabizim kompletni
chronologicky vycet temperamentovych ryst souvisejicich s emocemi, ale jen nékteré

ptiklady pro ilustraci.



Na arovni temperamentovych ryst rozliSujeme v souvislosti s emocemi rtizné
konstrukty. Dispozi¢ni vzrusivost je chapana (Nakonec¢ny, 1998) jako celkova citlivost
vuci situacim elicitujicim emoce (v zahrani¢ni literatufe se vyskytuje termin "emotional
reactivity”, Boyes et al., 2020). Emocni stabilita je naopak povazovana
za temperamentovy rys ovliviiyjici kontrolu afektivity a regulaci emoci (Li & Ahlstrom,
2016; Morris et al., 2015). Predpoklada se, ze tento temperamentovy rys souvisi s mirou
lability vegetativni nervové soustavy. Eysenck (1998) v tomto smyslu definoval
temperamentovou dimenzi emoc¢ni  stabilita-labilita/neuroticizmus, v novéjsim
pétifaktorovém modelu osobnosti (Big Five; McCrae et al., 2000) se pak vyskytuje
dimenze neuroticismus, popisujici temperamentovou dispozici k prozivani negativnich
emoci. Tellegen (1985) definuje pozitivni-negativni emocionalitu jako osobnostni
dispozici k prozivani ptijemnych, respektive nepiijemnych emoci. Zvlastnim faktorem,
ktery se v souvislosti s temperamentem v minulosti také objevoval je tzv. emoc¢ni napéti
(Guilfordova "nervozita", Cattelova "ergickd tenze", Nakonec¢ny, 1998; Smékal, 2002).
Zvysené emocni napéti souvisi se silnym kolisanim nalad, zménami nalad a zvySenou
dispozici ke zmatenosti a roztékanosti. V Guilfordové modelu struktury temperamentu
(1959) se dale objevil dispozi¢ni konstrukt emo¢ni zralost-nezralost. Emoc¢ni zralost
je dispozice pro adekvatni emocni kontrolu a expresi ve vztahu k dosahovani

zamyslenych cild (Nicholls et al., 2015).

vewr

dispozi¢nich konstruktli souvisejicich s emocemi. V prvni fad¢ jsou to osobnostni
dispozice pro prozivani konkrétnich diskrétnich emoci — naptiklad dispozice
pro prozivani hnévu (Stuchlikova et al., 1994; Trnka & Stuchlikova, 2011), strachu
(Sylvers et al., 2011), ¢i dispozice pro prozivani pocitl viny a studu (Malindkova et al.,

2019, 2020). Nekteré z dispozic pro prozivani diskrétnich emoci mohou nabyvat také své
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patologické formy. Magai a McFadden (1995) povazuji depresi za patologickou formu
smutku, tuzkostnou poruchu =za patologickou formu strachu apod. Mluvime
pak o osobnostnich dispozi¢nich konstruktech jako je depresivita, izkostnost atd., kterym
je v kontextu pedagogické psychologie také vénovana pozornost (napt. Franova et al.,
2006; Orel & Reiterova, 2012; Vitinova, 1992). Osobnostni dispozice k prozivani
diskrétnich emoci jsou ovlivnény subjektivnim konceptudlnim chépanim jejich
prototypického prozitkového charakteru a funkce, tedy mentalnimi reprezentacemi emoci
v ramci generalizované konceptualni emocni znalosti jedince (Oosterwijk et al., 2009;
Smith et al., 2018). Konceptualni znalost emoci tak tvofi bazalni dispozi¢ni zakladnu

pro prozivani veskerych emoci.

Kromé¢ dispozi¢nich osobnostnich konstruktt, vdzanych na jednotlivé diskrétni
emoce, rozliSujeme také dalsi konstrukty. Dispozicni expresivita popisuje, jak silnou
ma jedinec tendenci externalizovat své vnitini pocity navenek (Kwon et al., 2017).
Smékal (2002) rozliSuje expresivni emotivitu, kterd se vyznacuje vnéjSi manifestaci
emocni aktivace a impresivni emotivitu, kterd se vyznacuje sklonem k potlacovani
vnéjSich projevi emoci.

Emocni kreativita je soubor osobnostnich dispozic vztahujicich se k originalité
emocniho proZivani (Averill, 1999; Kuska et al., 2020). Emoc¢ni kreativita ovliviiuje
prozivani novych a originalnich emoci, pfemysleni o vlastnich emocich s vazbou
na pochopeni emoci ostatnich, a efektivni reagovani v situacich vyzadujicich neobvyklé

emocni reakce Ci projevy.

Emocni komplexita je soubor osobnostnich dispozic k nezavislému proZzivani
ruznych diskrétnich emoci, dispozic k proZivani pozitivnich a negativnich emoci vici

jednomu objektu/situaci soucasné (dialekti¢nost), k mife uvédomovani vlastnich emoci
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a ke schopnosti jemné diferencovat vlastni prozitky (tzv. emoc¢ni granularita, Czekoova

etal., 2014).

Jak je vidét z tohoto struéné¢ho piehledu, osobnostni dispozice souvisejici
s emocemi ovliviiyji velké mnozstvi riznych forem prozivani a jednani jednotlivce.
Predkladand habilitaéni prace obsahuje soubor uvetejnénych védeckych praci
doplnénych komentéfi k jednotlivym studiim. Jako prvni je zatazena teoretickd studie
(Polackova Solcova & Trnka, 2015), ktera vymezuje terminologickou a konstruktovou
zakladnu afektivnich jevi, tedy emoci, afekti a nalad. Cilem této uvodni studie bylo
nabidnout obecny zéklad pro porozuméni kliCovym pojmiim objevujicim se v ramci
psychologie. Poté nasleduji c¢tyfi studie prezentujici vysledky naSich vlastnich
empirickych vyzkumi. V ramci téchto studii jsme zmapovali rizné aspekty osobnostnich
dispozic zakl/zakyni a studentli/studentek relevantnich pro jejich emocni prozivani
¢i reakce. Prvni z téchto studii (Trnka et al., 2016a) zkoumala bazalni konceptualizaci
diskrétnich emoci a pfedstavila rovnéz novy nastroj na méfeni kvality subjektivni
konceptualni znalosti diskrétnich emoci. Dalsi studie (Trnka et al., 2016b) zkoumala
dispozi¢ni emocni kreativitu a vliv této osobnostni dispozice na volbu oboru pro studium
na vysoké Skole. Ve studii Malindkové et al. (2020) jsme zkoumali dispozice
pro prozivani emoci studu a pocitii viny u Zakl/Zakyni zakladnich skol. Studie Balcara
et al. (2011) zkoumala strukturu osobnostnich dispozic pro konkrétni strategie zvladani
stresu. Habilitaéni praci uzavird ptehledova studie Trnky et al. (2016¢) zabyvajici
se strategiemi zvladani stresu, ktery vznikd v disledku "kyberSikany" a patologického

vyuzivani internetového prostiedi a informacnich technologii.
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Defini¢ni vymezeni emoci a afektivnich jevi

Jak jiz bylo fe¢eno v tivodu této habilitacni prace, afekty, emoce a nalady hraji v kontextu
Skoly a vychovné-vzdélavaciho procesu vyznamnou roli. Afektivni fenomény pomahaji
utvaret zakav vztah ke Skole, ovliviiuji poznavaci procesy a uceni, pozornost, motivaci,
a podili se vyznamnou meérou také na utvareni vyucovaciho klimatu a celkové atmosféry
ve tiidé. Nasledujici teoretickd studie méla za kol pfispét k jasn€jSimu teoretickému
vymezeni jednotlivych afektivnich fenoménd. Primarnim cilem studie bylo 1épe
operacionalizovat afekty, emoce a nalady, a objasnit vzajemné vztahy mezi defini¢nimi
vymezenimi téchto tii afektivnich fenomént. V psychologickém diskurzu probihaji
ohledné vymezeni afektli, emoci a nalad bohaté diskuze, které se vyznacuji riznorodymi
nazory a pristupy. Nasledujici studie teoreticky vymezuje jednotlivé afektivni fenomény
ve snaze poskytnout bazédlni terminologickou zakladnu pro lepSi operacionalizaci
proménnych pro vyzkum v ¢eském prostiedi. Studie ma také za ukol slouzit jako studijni

materidl pro vyuziti studenty ¢eskych vysokych skol.

Oproti dosavadnimu Ceskému pojeti vymezujeme v nésledujici studii termin afekt
odlisné. Afekt ma v nasem prostiedi Casto uzky vyznam prudkého vyboje emocniho
procesu. V nasledujici studii nabizime, v souladu s dal§imi autory, §ir§i koncepci afektu.
Afekt chapeme jako jeden bod v kontinuu afektivniho proudu a zaroven jako zakladni
jednotku ostatnich afektivnich jevli. Afekt nema (ve srovndni s emoci) signalni charakter,
nereaguje na neco, je pritomen neustale, a nemusi byt nutné interpretovan ani registrovan.
Emoce je chapéna jako jeden z typt afektivnich jevi s relativné konkrétnim definiénim
ramcem, tj. jako figura, kterd se vynotuje v afektivnim proudu jako komplexni reakce
na udalosti a d&e, které maji pro jedince vyznam, a je interpretovdna s ohledem
na zkuSenosti, kontext, osobnost a sociokulturni prostfedi jedince. Emoce tedy pokladame

za jeden typ afektivnich jevi. Z hlediska kategorizace jsou vSechny emoce afektivnimi
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jevy, ale ne vSechny afektivni jevy jsou emocemi. Naladu povazujeme za ¢ést kontinua
afektivniho proudu, kterd ma urcitou reflektovatelnou kvalitu. Z hlediska ¢asového trvani
je nalada, v porovnani s afektem a emoci, nejdelsim a zaroven relativné ohranicenym
afektivnim procesem. Pojmy afekt, emoce a nalada jsou v nasledujici studii vzajemné

kontrastovany a diskutovany z hlediska jejich konceptudlnich piresahti.

Na ptipravé nasledujici studie jsem se ucastnil jako spoluautor, konkrétné jsem
participoval na ptipravé koncepce studie, na psani nékterych ¢asti ¢lanku, na dopliovani
chybéjicich odbornych prament a na finalizac¢nich pracich. Celkovy podil participace

na priprave studie byl 20% z celkového objemu préace.
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ABSTRACT

A contribution to the theory
of affective processes

L Polackovad Solcovd, R. Trnka

The paper reflects a long-term ambiguity in the
theoretical concept of affective phenomena. The
focal point of this study is the conceptualization
of the term “affect” with regard to the other af-
fective phenomena (specifically emotion and
mood). Our definition of affect is substantially
different than existing Czech terminology and
we define affect as the necessary component of
all affective processes. Contrary to the Czech
traditional concept of affect, we do not attribute
characteristics such as “high intensity” or “dis-
organising influence” on cognitive processes,
behaviour, etc. per se. We define affect in ac-
cordance with many authors, as a point in the
continuum of affective stream and the basic unit
of all affective phenomena. Affective pheno-
mena or processes we consider as an umbrella
term for a complex phenomenon like affect,
emotion, mood, emotional episode, interperso-
nal attitude, sentiment, passion and so on: their
common component is the affect. We consider
emotion as a figure that emerges in the affec-
tive stream as a complex reaction to the event
that has meaning for an individual and is inter-

preted with respect to the experience, context,
individual characteristic, and sociocultural envi-
ronment of the individual. Contrary to the Czech
tradition, emotions are viewed as “just” one type
of affective phenomena with a relatively specific
definitional framework. The moods are consid-
ered parts of the affective stream continuum
that have a specific and for consciousness ac-
cessible quality. The concepts of affect, emotion
and mood discussed in this paper are contrasted;
however, we have described where they overlap
conceptually. The relationships of all affective
phenomena have been considered as interacting
with a tendency to synchronize into one (for an
individual typical) affective stream.
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Téma afekttl, emoci a nalad, které souhrnné oznacujeme jako afektivni jevy, se ve spo-
lecenskych védach objevuje nesmirné Casto. Afektivni jevy prostupuji psychologic-
kymi, fyziologickymi, behavioralnimi, socidlnimi i kulturnimi systémy a jsou tak vy-
znamnym tématem nejenom v psychologickych oborech, ale i v dal§ich védach. Téma
afektivnich jevi je v psychologii charakteristické az zahlcujicim mnozstvim konstruk-
tt a diverzifikovanymi nazory a ptistupy, v jejichz pfimém kontrastu je nizka ochota
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autor vymezovat, kterého sméru v mnozstvi ptistupil jsou stoupenci a s kterym defi-
ni¢nim ramcem afektivnich procesu vlastn€ pracuji. Pred ¢tvrt stoletim Batson, Shaw
a Oleson (1992) poznamenali, ze v psychologii jsou pojmy afekt, emoce a nalada
pouzivany proménlivé a bez uspéchu konsensudlné konceptualizovat rozdily mezi
nimi. Gerald L. Clore v dubnu 2014 zahajil sviij ptispévek u ptileZitosti inauguracniho
setkani Spolec¢nosti pro afektivni védy (The Society for Affective Science') tim, Ze je
mu cti vystoupit na prvni konferenci afektivnich véd, ale nejprve by rad znal odpoveéd
na otazku, co je to afekt? Jak dale uvadi, afekt je pojmem, ktery je Casto pouzivan, ale
jen ojedinéle vymezovan. Na druhou stranu kazdy jazyk a kultura ma néjakou klasi-
fikaci afektivnich jevl (Wierzicka, 1995) a Casto je tfeba zvazit, napt. s ohledem na
nastroje méfeni, zda ma vyzkumnik v hledacku afekty, emoce ¢i nalady.

(Ne)konvencni pojeti afektu v ¢eském prostredi

Afekt patii jednoznacné k pojmlm, jejichZ definiéni rdmec se v riznych pfistupech
diametralné 1isi. Zajimavé defini¢ni vychyleni pojmu afekt nalézadme v Ceském (Cesko-
slovenském) pojeti. Afekt ma v naSem prostiedi Casto zky vyznam prudkého vyboje
emocniho procesu (¢ehoz se drzi laicka psychologie, ale i napt. forenzni psychologie,
kdy se tika, ze nékdo jednal v afektu) a toto vymezeni zaujima cela fada ceskych od-
bornikii. Naptiklad Nakone¢ny (2000) vymezuje afekty jako ,,vybuchy silnych emoci,
které mohou mit dezorganizujici vliv na jednani, mysleni a dal$i kognitivni funkce*
(s. 112) a podobné vymezuji afekt Hartl a Hartlova (2000) a s nimi dal$i autofi (napt.
Plhakova, 2003, s. 401-402). Afektu byva ptipisovana vysokd intenzita (vybuch)
a také negativni konsekvence (dezorganizujici vliv) a vysokd dominance (nizké4 kon-
trola nad priabéhem afektu). V kontextu ¢eské odborné literatury byva navic afekt
pojmem podiazenym k emocim, kdy vSechny afektivni jevy nazyvame emoce a afekt
je (spolu s naladou a va$némi) jen jednim z typll emoci, které jsou takto klasifikovany
s ohledem na délku trvani (kratka a prudka emoce je povaiovéna za afekt a dlouha
emoce za naladu). Toto Ceské konvencni pojeti vztahu emoci a afekt oslabuje az
napft. Stuchlikova (2002) Czekéova s Urbankem (2010), Polagkova Solcova, Lukav-
sky, Slaménik (2008) ¢i Slaménik (2011, s. 10), kteti (mnohdy pod ¢arou) upozortiuji,
ze afekt, zvlasté v anglosaské literatufe, byva povazovan za synonymum k emocim
a dokonce za kategorii obecn¢jsi, nez jsou emoce.

Cilem tohoto pfispévku je upozornit na rizna pojeti afektu a afektivnich jevl
v soudobé psychologii rehabilitovat afekt z pfilié ﬁzkého a neph’lié Stastné¢ho pojeti

Vv

Afekt jako zakladni pojem, stavebni kimen a nadiazena kategorie
vSech afektivnich jevi

Zcela zasadni je si uvédomit, ze celd fada soucasnych autorti vymezuje afekt jako
zékladni jednotku a zaroven stavebni kamen vSech afektivnich jevi. Scherer ( 1984)
vymezuje afekt jako zasadni kategorii pro jakékoliv afektivni valencni stavy, at’ uz
jsou jimi emoce zlosti ¢i smutku, emo¢ni epizody, jakymi jsou louceni ¢i setkani,
nalady, jakymi j jsou deprese, splin nebo euforie, osobnostni postojove stavy, jakymi
jsou naklonnost ¢i nenavidéni, a temperamentové osobnostni rysy, jakymi jsou tieba
dobrosrdecnost ¢i hostilita.

! Podobné jako existuji kognitivni védy, byla v roce 2013 zalozena multidisciplinarni Spole¢nost
pro afektivni védy, ktera ma za cil podpofit spolupraci mezi riznymi védnimi obory, které se
v n&jakém ohledu zabyvaji afektivnimi procesy (napf. lingvistika, neurovédy, informatika, me-
dicina, antropologie atd.)

Teoretické studie / 299
16



Russell s Barretovou (Russell, 2003; 2009; Russell, Barrett, 1999) zavedli pojem
jadrového afektu (core affect), ktery definuji jako neurofyziologicky stav, ktery je
kdykoliv prlstupny védomi jako jednoduchy (ne nutné reflektovany, ale reflektova-
telny) pocit, jenz se nejsilngji prOJevu]e v nédladach a emocich: afekt povazup za z4-
kladni ingredienci a komponentu emoci a nalad a dalSich afektivnich jevi. Jadrovy
afekt Russell (2003) charakterizuje jako univerzalni a jednoduchy. Existuje bez toho,
ze by byl néjak pojmenovan, interpretovan, konstruovan ¢i pfifazen k néjaké pficing.
Afekt je povazovan piedevsim za jeden bod v ramci kontinua afektivniho prozivani
jedince (Russell, 2003), jenz je pristupny védomi jako pocit nebo sled pocitt. Jadrovy
afekt neni sam o sob¢ zakousen ve vztahu k né¢emu: neni reakci na néjakou konkrétni
udalost, je jednim bodem v kontinuu prozivani. Jadrovy afekt se projevuje nejen ve
vsech afektivnich jevech, v naladach, v emocich a emoc¢nich epizodach, ale i v po-
stojich ¢i afektivnich osobnostnich rysech ¢i v temperamentu. U jadrového afektu
Russell klade diraz na jeho nekognitivni charakter, neredukovatelnost a dale na to, ze
oproti emocim, které maji svoji intencionalitu (reaguji na néco), afekt je jakoby ,,sam
o0 sob&* a intencionalita mu neni pfipisovana. Jadrové afekty jsou védomi kognitivné
dostupné elementy nalady, emoce ¢i anticipované emoce a dalSich afektivnich jevi.
Jsou pfitomny neustale, i kdyZ se necitime né&jak ,,konkrétné*. Ackoliv je jadrovy
afekt jednoduchy na privétni prozitkové (pocitové) trovni, je slozity a komplexm’ na
arovni fyzmloglcke ¢i psychologlcke Jadrovy afekt je komponentou emoci a nalad,
ale miiZze se objevovat i ve své Cisté, syrové formé. Naptiklad, jak Russell (2003
s. 148) uvadi, o hrdosti mizeme uvazovat jako o dobrém pocitu ze sebe sama, pficemz
»dobry pocit” je jadrovym afektem a hrdost emoci. Nalada je pak podle Russella
déletrvajici kontinuum jadrového afektu. Jadrove afekty stejn¢ jako nalady poskytuji
jedinci informace piedevsim o aktualnim (Ci deletrvajlclm) vnitinim nastaveni, poci-
ty jsou pak synonymem k afektiim, nejsou vazany pouze na emoce, ale na vSechny
afektivni jevy.

I dalsi autofi se vyporadavaji s afekty podobné¢ jako Russell. Podle Frijdy (1986),
jehoz teoreticky ramec je podobny Russellovu, je afekt prozivanym a aktudlnim
zhodnocenim prozitku udalosti. Larsen (2000) hovoti o afektu jakozto o zabarveni,
tonu subjektivniho prozitku, ktery je spojen s emoci nebo s naladou a je v prvé fadé
valen¢n¢ hodnotici: afekt je prozivan libé nebo nelibé. Gross (1998) vymezuje afekt
jako reprezentaci valencnich prozitkd a postoju, které jsme v ramci naSeho kultur-
niho prostifedi obvykle schopni fadit s odhadem na anticipované vyznéni prozitku
v kontinuu pozitivity a negativity. Buck (1999) vymezuje afekt jako subjektivné pro-
zivané pocity a prani a akcentuje biologicky charakter afektu, do afektu zahrnuje mo-
tivacné-afektivni systémy spojené s hierarchicky organizovanymi neurochemickymi
systémy mozku, véetné subkortikalnich a limbickych mozkovych struktur. Afekt
podle Bucka napliuje individualni (jaské) funkce (nabuzeni, tendenci pfistoupit ¢i
odstoupit) a prosocialni (kooperativni) funkce. Biologicky afekt podle téhoz autora
(Buck, 1999) je fyziologickym zakladem, konstitu¢nim momentem pro afekty dalsi
urovné: napt. socidlni afekty (hrdost, vina, stud, zarlivost), kognitivni afekty (zvé-
davost, zajem, piekvapeni), moralni afekty (spravedlnost, moc) ¢i télesné afekty (or-
gasmus, Unava). Motivaéni (télesné) afekty (hlad, napéti, nabuzeni, unava, piesyce-
ni) poskytuji informace o specifickych stavech organismu: informuji nas o mnozstvi
energie, kterou mame k dispozici, a jsou spojeny s tendenci ptistoupit nebo odstoupit
(BIS/BAS, viz dale). Afekt ndm poskytuje informace o naSem vnitinim svété (Clore,
Tamir, 2002), je zaméten dovnitt, respektive je zaroven privodcem toho, na jaké
valen¢ni rovin€ aktualné zpracovavame informace (affect as information approach,
Gohm, Clore, 2003).

300 / Teoretické studie
17



Charakter afektu (potazmo emoce, nalady) byva popisovan dimenziondlng, pii-
¢emz dimenzionalni pfistup k afektivnim jevim je v souladu s Wundtovou (1924,
podle Lewis et al., 2007) konceptualizaci dimenzi libosti — nelibosti, napéti — uvol-
néni, vzruseni — uklidnéni. V posledni dobé& se pocet afektivnich dimenzi na zédkla-
dé¢ celé tady rizné koncipovanych empirickych experimentalnich studii (Cacioppo,
Gardner, Berntson, 1999; Lang, 1995; Lang, Bradley, Cuthbert, 1990; Lang et al.,
1993) ustalil na dvou dimenzich — valence a intenzity/aktivace. V ramci této struktury
se hodnotici dimenze libosti — nelibosti neboli valence vztahuje pravé k hédonické-
mu tonu afektivniho prozitku. Dimenze libosti — nelibosti je pankulturni a univerzal-
ni dimenzi a objevuje se ve vSech jazycich a kulturach (Russell, 1991; Wierzbicka,
1995). Druha dimenze aktivace ¢i intenzity (arousal) se vztahuje k mife mobilizované
energle ¢i 1ntenz1ty Jak v8ak uvadi Russell (2003, s. 150) Waundtiiv model pro popis
emoci je povazovan za vhodny pro popis afektu a zaroven za nedostatecny pro popis
emoci (emocnich epizod): model selhava pii popisu, ale predev§im pii diferenciaci
tak komplexnich jevi, jakymi jsou zarlivost, nendvist, opovrzeni, vina, soucit, zavist,
vdécnost ¢i stud. Roberts a Wedell (1994) navic kritizuji vysokou miru redukcionismu
pii snaze zachytit variabilitu komplexnich, afektivnich procesti v rdmci pouze dvou
dimenzi — valence a intenzity/aktivace.

Operacionalizace méfeni afektu v jednotlivych afektivnich dimenzich je rozmanita
—nékdy je métena Cetnost uréitych afektivnich prozitkt, jindy intenzita a trvani, mira
ne/libosti; je vSak nutné si uvédomit, Ze se jedna predevsim o statistické konstruk-
ty, které s sebou nesou zna¢nou miru abstrakce a teoretickych vychodisek. Afektivni
textura kazdého ¢loveéka — mira (Cetnost, intenzita) pozitivnich a negativnich afektt
v afektivnim proudu — se interindividualné lisi a mizeme hovofit o temperamentovém
vyladéni ¢i implicitnim/explicitnim afektivnim vyladéni jedince. K méfeni dispozic-
nich osobnostnich ryst, jakymi jsou pozitivni a negativni afektivita (Berry, Hansen,
1996; Tellegan, 1982; Watson, Clark, Tellegan, 1988), jsou vyvinuty (ve vyzkumu
Casto pouzivané) nastroje, jakymi jsou — napt. k zachyceni explicitniho vyladéni je-
dince — PANAS (Positive and Negative Affect Schedule, Watson, Clark, Tellegan,
1988), ¢i k zachyceni implicitniho afektivniho vyladéni jedince IPANAT (Implicit
Positive and Negative Affect Test; Quirin, Kazén, Kuhl, 2009). Pozitivni afektivita je
definovana Castéjsim vyskytem pozitivné valencovanych afektii, negativni afektivita
Cast&jSim vyskytem negativné valencovanych afektt (Berry, Hansen, 1996). Pozitivni
a negativni afektivni dimenze se v literatuie objevuji jako konstrukt v n¢kolika podo-
bach, ve kterych byvaji povazovany
a) za protikladné jevy, kdy se s afekty pracuje jako s opozity — smutny vs. vesely,

prijemny vs. nepiijemny (Russell, 1991; Russell, Lewicka, Niit, 1989), pficemz

jedinec nemuiiZe prozivat zaroven silné€ pozitivni a silné negativni afekty;

b) za dva nezavislé konstrukty (Bradburn, 1969; Bradburn, Caplovitz, 1965; Diener,
Emmons, 1984), kdy pozitivni a negativni ,,polovina“ kontinua jsou na sob¢é neza-
vislé, afekty na obou stranach kontinua nejsou opozitni, a tudiz absence pozitivniho
afektu neznamena nutnou ptitomnost afektu negativniho, a naopak;

¢) za vzajemn¢ interagujici konstrukty, kdy napft. pozitivni afekty facilituji praci s ne-
gativnimi (Tugade, Fredrickson, 2004), nebo funguji jako naraznik proti nepfi-
jemnym dopadim stresu (Folkman, 2008). Konkrétné Fredricksonové ,,BB model*
pozitivnich emoci (Broaden and Build Model, BBM, Fredrickson, 1998, 2001) je
hlavnim teoretickym pfistupem, ktery vysvétluje interagujici vztah mezi pozitivni-
mi a negativnimi afekty/emocemi. BBM fika, Ze negativni emoce zuzuji spektrum
kognice a repertoar chovani a toto zuzovani je adaptativni pouze v pripade, kdy je
jedinec konfrontovan s redlnym a bezprostfednim (nikoliv hypotetickym ¢i oceka-
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vanym) nebezpec¢im (Cohn et al., 2009). Model je syntézou tii pfedpokladi: (1) hy-
potézy rozsitovani (broaden hypothesis), ktera predpoklada, Zze pozitivni emoce
rozsifuji pole pozornosti jedince (Gasper, Clore, 2002), jeho kognitivni (Fredrick-
son, Joiner, 2002) a behavioralni repertoar (Johnson, Fredrickson, 2005); (2) hy-
potézy budovani (build hypothesis), ktera tvrdi, Ze i1 kratkodobé pozitivni emoce
mohou mit dlouhodoby vliv na posileni fyzickych, psychickych, kognitivnich a so-
cidlnich zdroju a rezervoart ( Cohn et al., 2009; Fredrickson, 2000) (3) a nakonec
hypotézy anulovani (undoing hypotheSts) ktera predpoklada ze p021t1vn1 emoce
funguji jako protijed na emoce negativni v tom ohledu, Zze upravuji nebo umensuji

jejich negativni vliv na jedince (Fredrickson, 2001).

Prozivani pozitivnich a negativnich afektti zaroven uzce souvisi s aktivaci dvou
ruznych neurobiologickych struktur, které tidi afektivni procesy a nasledné chovani
jako odpovéd’ na signdly z prostfedi. Podle Tomkinse (1962) je afekt zesilovacem
motivacnich systémi a zakladem dalSich hodnoticich jevi, jakymi jsou naptiklad po-
stoje (Thurstone, 1931), a jak jiz bylo feceno, afekt je zakladem motivacni tendence
pristoupit (Behavioral Approach System, BAS) nebo odstoupit (Behavioral Inhibi-
tion/Avoid System, BIS). Gray (1990) definuje behavioralni systém aktivace (BAS
— Behavioral Activation System) a behavioralni systém inhibice (BIS — Behavioral
Inhibition System) tak, ze BAS aktivuje apetitivni chovani jako odpoveéd na signa-
ly odmény (approach-related behavior), zatimco BIS inhibuje chovani jako reakce
na trest ¢i neodménéni/neocenéni (avoidance-related behavior). Tyto dvé motivacni
struktury jsou povazovany za ortogonalni a kazda je vztazena k jedné Sirsi afektivni
kvalité¢ — BAS k prozivani pozitivniho afektu a BIS k prozivani negativniho afektu
(Gray, 1990; Updegraff et al., 2004).

Pro piesngjsi zachyceni charakteru komplexnich afektivnich procest lze rovnéz
vyuzit dalsi charakteristiky a dimenze jako napf. mira kontroly, dimenze saturace po-
tfeb, mira intencionality ¢i vztahovost ve smyslu zaméfeni na konkrétni osobu nebo
socialni skupinu (Davitz, 1969; Trnka, 2013).

A .
= Afekty p= Afekty Intenzita
I’< 'S _ | Emotni & | nélady
o o — — - ‘ | afekty T
. [ = Emoce T\ PR
Afektivni proud —~~—¢
Nalada
\ 4

Obr. 1 Afektivni jevy: afekty, emoce, nalady

Shrneme-li kratce teoretické vymezeni afektd a afektivnich jevi, zdlraziujeme ve
shodé¢ s celou fadou autort (napt. Fiehler, 2002; Schwarz, Clore, 2006), Ze z hlediska
kategorizace jsou vSechny emoce afektivnimi jevy, ale ne vSechny afektivni jevy jsou
emoce — emoce jsou (jen) jednim z typt afektivnich jevl, respektive procest (obr. 1).
Afekt je zakladni stavebni jednotkou a soucasti vSech afektivnich jevi, povazujeme jej
za jeden moment (bod) v kontinuu afektivniho prozivani ¢lovéka, afektivnim proudu,
pficemz charakter a funkce afektu je predevsim evaluacni. Afekt nema (ve srovnani
s emoci) signalni charakter, nereaguje na néco, je pfitomny neustale, nemusi byt nutné
interpretovan ani registrovan. Timto piistupem k pojeti afektu se cilen¢ a zdsadné od-
lisSujeme od literatury, ve které byva afektu ptisuzovana vazanost na n¢jaky konkrétni
objekt (napt. Czako, Seemannova, Bratska, 1982; Hartl, Hartlova, 2000; Nakone¢ny,
2000 ad.) i od literatury, kde je afekt jednim z intenzivnich emocnich stavi, ktery
blokuje optimalné nauc¢ené vykony (Kovac, 2010). Afekt povazujeme za kontinualné
pritomny a zvédomitelny moment v afektivnim proudu, ktery je typicky svym eva-
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lua¢nim charakterem, pficemz mu (oproti laickému pO]etl) nelze pfipisovat negativni
a dezorganizujici charakter per se, vlastnosti Jakyrm jsou napt. nepatfi¢nost, kontex-
tova nepftiléhavost nebo vysoka intenzita. Afekt mize byt pattfi¢ny, pfiléhavy i slaby.
V rozporu s Nakone¢nym povazujeme vymezeni afektd jakozto ,,vybucht silnych
emoci, které mohou mit dezorganizujici vliv na jednadni, mySleni a dal$i kognitivni
funkce* (Nakonecny, 2000, s. 112), za velmi uzké a vymezeni afektu jako , kratkodo-
bého poruseni duSevni rovnovahy, prudkého pohnuti mysli projevujici se prchlivosti*
(Akademicky slovnik cizich slov, 2005) za v psychologii neprllehave a zavadgjici.
Afekt chapeme § snrejl jako nutnou soucast vsech afektivnich jevl a povazujeme ]eJ za
pojem stejného vyznamu, jako je (subjektivni) prozitek ¢i pocit, a afektivni prozivani
za vyznamove totozné s citénim. Afekt je synonymem k pocitu, subjektivnimu pro-
zitku, ktery tvofi jednu z komponent emoci. NaSe pojeti pocitu je tedy v nesouladu
i s Ricanem (2005, s. 104), ktery rozdil mezi citem a pocitem uvadi nasledovné: ,,0d
pojmu citu odli§ime pojem pocitu kter}'/ ma blize k vnimani, mluvime napft. o poci-
tu tepla: ponekud nelogicky prejima psychologie z piirozen¢ho jazyka souslovi Jako
,pocit viny* ¢i ,pocit ménécennosti‘“. Pocit viny nebo ménécennosti naopak pfejima
psychologie zcela logicky jako prozitkovou komponentu emoce viny ¢i ménécennosti
(viz ¢ast vénovana emocim, emo¢nimu afektu).

Pojem afektivni proud, ktery v souvislosti s afektivnimi procesy zavadime, je kon-
tinualni fadou afektli a zaroven pozadim, ve kterém je emoce nebo nalada figurou,
pfi¢emz tvary a interpretace jednotlivych figur zavisi na aktivaci diskrétniho neuro-
humoralniho systému, ale rovnéz na thlu pohledu pozorovatele, jeho stylu vnimani,
zkuSenosti, aktualnim stavu védomi, kontextu a kulturn¢ a individualné charakteris-
tické interpretaci afektivnich jevi. Afektu je tfeba rozumét jako obecnému terminu,
ktery reprezentuje subjektivni prozitkovou zkusenost — pocit — v urcitém case. Afekt
je nedilnou soucasti a nutné se objevuje ve vSech ostatnich afektivnich jevech (emoce,
nalady, postoje ad.), které v rdmci (nejen) naseho kulturniho kontextu rozmist'uje-
me na bipolarni (pozitivni — negativni) dimenzi valence, a rozliSujeme je s ohledem
na Uroven aktivace, pfipadné intenzity ¢i dominance (miry zahlceni) a dalSich di-
menzi. Pozitivni afekt se pak napf. realizuje v emocich, jakymi jsou radost, spoko-
jenost a negativni afekt v emocich, jakymi jsou smutek ¢i strach. Zatimco rozlozeni
nékterych emoci v afektivnim poli je relativné konsensualni (napft. zal je negativni),
existuje cela fada afektivnich jevi, které je obtizné v kontinuu pozitivity — negativity
,Lumistit™, pficemz se jedna o afektivni jevy valenéné smiSené (napf. litost) a kulturné
specifické (napf. japonska amae).

Hranice mezi tim, co je syrovy afekt a co uz je emoce, emocni afekt, je tézko vy-
mezitelnd. V mnoha pfistupech jsou mozna diky tomu afekt a emoce pouzivany pro-
ménliveé, jednoduse jako prozitkova komponenta vSech afektivnich jevi (Buck, 1993;
MacLean, 1990), piicemz emocni afekt reprezentuje pouze jednu kategorii z celého
spektra afekti, které jedinec reflektuje a zpracovava (Panksepp, 2005a, b). V mnoha
pristupech jsou afekty povazovany za synonymum k emoci — konkrétné napft. v obsah-
1¢ monografii Handbook of Affective Sciences (Davidson, Scherer, Goldsmith, 2009).
Vyjdeme-li z ptedpokladu, ze afekty jsou spole¢nou kategorii vSech afektivnich jevi,
pak mluvime-li o emocich ¢i naladach, mluvime automaticky i o afektech (pocitech,
subjektivnich prozitcich). Zatimco nékteré jazyky nepracuji se slovem emoce, vSech-
ny jazyky maji slovo pro pocit (Wierzbicka, 1999). I jazyky, které neuzivaji pojem
»~emoce*, uzivaji slova pro jednotlivé emoce (napft. strach) a povazuji je za pocity.
Sémantické hledisko signalizuje, ze pocity (afekty) jsou Sir§im a univerzalnéj$im ter-
minem nez emoce (Prinz, 2005). Zatimco nékteré pocity nejsou emoce, naptiklad riz-
né somatické pocity (nevolnost, brilavka, mrazenti), vS§echny emoce v sobé z definice
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maji prozitkovou slozku neboli pocit (afekt). Je samoziejmé otazkou, zda a nakolik
hledat hranice mezi afekty a emocemi a v tomto pfispévku neni ani podstatné, zda
pocity jsou obecnéjsi kategorii nez emoce. V souladu s cilem piispévku se pouze
snazime ukdzat afekt v jiném, méné zaostfeném a $ir§im Uhlu pohledu, nez jak ho
soucasné Ceské definice (nefunkené¢) vymezuji.

Emoce

Afektivni j jevy byvaji tradi¢n¢ déleny na afekty, emoce (emocm ep1zody) a nalady>.
V soucasném vymezeni pOJmu emoce a v teoriich emoci nejvice dOInlIIUJl podle
Grosse a Barrettové (2011) ¢i Scherera (2000) teorie diskrétnich emoci (Discrete
Emotion Theory, napt. Panksepp, 1982, 1989), teorie zakladnich, primarnich emoci
(Basic Emotion Theory, napt. Ekman, 1972, 1992; Izard, 1990), teorie zhodnoce-
ni (Appraisal Theory, napt. Arnold, 1960, podle Reisenzein, 2006) a komponentové
modely (Componential Models, napi. Scherer, 2005), dimenzionalni piistupy (Uni/
Multidimensional Models, napt. Plutchik, 2001; Russell, 1980; Watson, Clark a Tel-
legen, 1988) a pFristupy orientované na vyznam emoci (Meaning Oriented Models,
napt. Ortony, Clore, Collins, 1988) jakoZto lexikalniho ¢i strukturdlniho (napt. Clo-
re, Ortony, 1991; Rosch, Simpson, Miller, 1976) nebo psychologického konstruktu
(Psychological Construction) €¢i socidlné-kulturniho konstruktu (Social/Cultural
Construction, Averill, 1980; Schweder, 1993). Kazdy z téchto piistupid jinak odpovi-
da na otazky, zda je emoce jedinecnym dusevnim stavem ¢i procesem, zda je emoce
vyvolana a spojena s konkrétnim fyziologickym mechanismem, zda ma jednotliva
emoce tendenci ke specifické fyziologické, neurohumoralni ¢i behavioralni odpovédi
atd. (viz rovnéz Polackova Solcova, Matsumoto, 2013).

Ackoliv psychologie nedosla k jedné definici emoci, panuje napfi¢ riznymi pii-
stupy znacna shoda nad nékterymi body, komponentami, procesnimi ¢astmi, které se
k pojmu emoce vztahuji. Defini¢ni rdmec emoce je vlastné ,,fuzzy kategorii* (Gross,
Muiioz, 1995), ktera si nenarokuje jediné spravné a komplexni vymezeni, na zakladé
kterého by bylo lze postulovat ,,co je a co uz urcité¢ neni” emoce. U pojmu emoce
se uplatituje predevsim definice prototypicka, ktera zduraznuje typické rysy emoce,
typické komponenty a jevy, které mohou, ale nemuseji byt pfitomny v emocnim pro-
cesu, systému ¢i stavu, pti¢emz jejich pfitomnost zvysuje pravdépodobnost, ze dany
jev je emoci.

Odbornici se u emoci shoduji na tzv. reakéni triad¢ az sexté, neboli na skutecnosti,
7e emoce jsou stavem ¢i souborem provazanych a synchronizovanych procesu, kte-
ré zahrnuji subjektivni prozitek jedince, expresivni motorické chovani (vyraz tvate,
postoj, hlas) a fyziologickou reakci jedince (Gross, Barret, 2011; Mauss et al., 2005).
Dalsi autofi dodavaji komponenty tendence k jednani, kognitivni zhodnoceni a s nimi
spojenou regulaci emoci (viz napt. Frijda, 1986; Lazarus, 1991; Nolen-Hoeksema et
al., 2012; Scherer, 1984, 2000). Emoce jsou pak zastieSujicim pojmem, ktery zahrnuje

2V nasem prostiedi byvaji emoce déleny na afekty, nalady a vasné. Mezi afektivnimi jevy se v za-
hrani¢ni literatufe (srov. napf. Frijda et al., 1991; Scherer, 2000) dale objevuji afektivni postoje
jakozto relativné trvalé a citove zbarvené piesvédCeni, preference a predisponované chovani viici
objektim, jeviim a osobam (nenavist, laska, ni¢eni, mit rad); interpersonalni afektivni postoje, kte-
ré charakterizuji afektivni (citovy) vztah v diskrétnich interpersonalnich interakcich (napt. vielost,
chlad, podpora); osobnostni rysy jako temperamentové dispozice a tendence k chovani, které je
typické pro jedince (nervozita, hostilita, zavistivost, zarlivost) a nakonec vasné jako vysoce hod-
nocené individudlni cile s emo¢né dulezitymi vysledky snazeni. Kromé toho se v psychologické
literatufe vyskytuje i termin sentiment, jakozto dlouhodoba afektivni dispozice reagovat emocné na
urcité situace, objekty ¢i déje (Frijda et al., 1991; Oatley, 2000).
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afektivni, kognitivni, behavioralni, expresivni a neurofyziologické zmény (Panksepp,
2005a).

K Jadm vymezeni emoci (do ,,typické™ ¢asti mnoziny) pies veSkeré konceptové
nesnaze vzdy tedy patii subjektivita: emoce se vynotuji v situaci, kterd se jedinci jevi
vyznamna v souvislosti s jeho cili, at’ uz jsou tyto cile intristicky ¢i extristicky moti-
vovang, implicitni ¢i explicitni, jedinecné ¢i v§eobecné sdilené. Cile, situace a kontext
se meni a tak se konkrétni emoce mize i nemusi v priabéhu ¢asu u jednoho jedince
nutné objevovat (srov. Slaménik, 2011). Frijda (1986) trefné hovoii o emocich jako
o detektorech subjektivni vyznamnosti (relevance detectors).

Subjektivita se vztahuje i k emoc¢nimu afektu, k pocitu, ktery je jedinecny a vzhle-
dem k odli$né interpretaci a subjektivni vyznamnosti mtize byt s ohledem na situaci,
zivotni zkuSenosti, kulturni prostfedi, momentalni afektivni vyladéni napti¢ kontexty
a zivot jedince rtiznorody. Pocit (subjektivni prozitek) je dostupny pouze introspek-
ci, pfi¢emz ale pouhou reflexi (zvédoménim) emoc¢niho afektu (zaméteni pozornosti
na prozitek a jeho interpretaci) je prib&h emoce ménén, jak vyplyva z fady Setfeni
a experimentd: pojmenovani (interpretace) emocniho prozitku ovliviiuje nervovou
¢innost — snizuje aktivitu amygdaly (Creswell et al., 2007; Lieberman et al., 2007)
a ma vyznamny vliv na fyziologickou reakci, pficemz mira tohoto vlivu zavisi na
typu emoce (Kassam, Mendes, 2013) a na charakteru emo¢ni regulace (viz napf.
Gross, 2002; Gross, Levenson, 1995; Jamieson, Nock, Mendes, 2013; Pennebaker,
1997).

Emoc¢ni afekt, pocit, je nutnou, ale nikoliv postacujici soucasti emoce — piitom-
nost afektu neni dostacujici pro oznaceni afektivniho jevu emoci (afekt je pritomen
neustale). Emoce je oproti syrovému afektu fenoménem, ktery na néco reaguje a ma
svoji intencionalitu a nelze s nim tudiz pracovat, opomeneme-li interpretaci emoc-
niho afektu s ohledem na kontext, kulturu, zivotni zkuSenost, schopnost 1ntrospekce
&i osobnost jedince. Rada emoci, které napf. povazujeme za emoce kladné, maze
v zavislosti na interpretaci subj ektivniho prozitku (pocitu) v urcitém kontextu naby-
vat opacné afektivni valence. Radost, jakozto jednoznacné pozitivni primarni emoce,
muze byt negativni (jak prozitkove, tak v o¢ich pozorovatele), pokud je skodoliba,
zamilovanost a laska, je-li nenaplnéna, mize byt prozivana jako nestastnd, neliba.
Z negativniho spektra emoci, napf. strachu ¢i vzteku je tfeba si pfipustit, ze se lze
i hezky bat, pohadat, nékdy je nam piijemné stydno, vtipné trapno, lze si hezky (pro-
zitkové prijemn¢) zazavidét s plnou davkou prejicnosti a laskavosti vici druhému.
Interpretace emoc¢niho afektu, pocitu, s ohledem na variabilitu kontextti ma moc pie-
kvalifikovat ¢i pferamovat kvalitu celé emoce. V mnoha kulturach najdeme negativni
emoce jako pozitivni, a naopak — napt. emoce studu (Boiger et al., 2014) ¢i hrdosti
(Kitayama, Markus, Matsumoto, 1995; Polackova Solcova, Tavel, Kolarcﬂ( 2013)
Navic kontext a sociokulturni prostredl facilituji vznik a projev urmtych emoci, ob-
zvlasté pokud dand emoce piispiva k socialni a kulturni kohezi dané spoleénosti
(viz napt. Boiger et al., 2014; Mesquita, Boiger, 2014). Konstruktivisticky zalozené
teorie afektu a emoci (napt. Markus, Kitayama, 2001), podle kterych jsou emoce
determinovany kulturné¢ sdilenymi afektivnimi vyznamy, jez fluktuuji v zavislosti na
situacich a interakcich, do kterych jedinec vstupuje, akcentuji vliv sociokulturniho
prostiedi na moznosti a kompetence subjektivniho prozivani jedince (srov. Heise,
2007; Rogers, Schroder, von Scheve, 2014).

Oproti afektu je tedy emoce zavislej$i na vnéjSim prostiedi, reaguje ve vztahu
k vyznamim ve vnéj§im prostfedi s ohledem na sociokulturni zkuSenost, aktualni
afektivni vyladéni, vyvojové kompetence ¢i individualni zkusenosti ¢lovéka. Napft.
prozitek bolesti v souvislosti s odmitnutim je u socialn¢ vylouceného jedince analo-
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gicky fyzické bolesti (z hlediska neurokognitivnich funkci zachycenych zobrazova-
cimi metodami) ve srovnani s tim, kdo zkuSenost s vylouc¢enim nema (Eisenberger,
Lieberman, Kipling, 2003). O emocich jedince hovotime, az kdyZ dojde k diferencia-
ci mezi uvédoménim si sebe sama (self) a okolnim svétem (Lewis, Michalson, 1983),
az kdyz mé jedinec kompetenci interpretace situace a atribuce vyznamu. Napt. u déti
v raném véku nemluvime jesté o emocich, ale spiSe o prekurzorech emoci (Sroufe,
1979), rostouci kompetenci k emocim — na druhou stranu je miiZeme bez defini¢nich
obav povazovat za afekty a fadit je mezi afektivni jevy.

Emoce kromé emocniho afektu a toho, ze se néjak citime, zptsobuji (jsou zpiisobo-
vany tim), ze se s ndmi néco de¢je, ze néco délame (Frijda, 1986), projevujeme — valime
o¢i prekvapenim, tuhneme strachy, rudneme studem, prskame smichy atd. — emoce jsou
spojeny s autonomnimi a neurohumoralnimi zménami, které koordinuji (nebo jsou ko-
ordinovany) tendenci k behavioralnimu projevu. Praci s t€lem (naptiklad polohovanim,
vykonavanim konkrétni série pohybil, vyrazy v tvafi) mizeme navozovat, facilitovat
nebo naopak blokovat priubéh nékterych emoci (napt. Cacioppo, Priester, Berntson,
1993; Strack, Martin, Stepper, 1988), pfi¢emz emoc¢n¢ specifickd poloha, drzeni ¢i po-
hyby vyznamné ovliviiuji emoce, které prozivame, ale i postoje a tendence k jednani,
které mame (viz napt. teorie ztélesnéné kognice, Niedenthal, 2007).

Podrobné¢ bychom se mohli vedle reakéni triddy vénovat i dalsim komponentam
emoci, ale v n¢kterych komponentach (napt. regulace emoci) se pristupy lisi a diive
nebo pozdéji bychom narazili na otadzku, které zmény ve kterych komponentach ¢i
elementech emoci jsou dostacujici ¢i nezbytné pro vymezeni emoce a pro¢ (detailnéji
srov. napt. Gross, Barrett, 2011; Scherer, 2000).

V tuto chvili miizeme definovat emoce souhlasné se Schererem (2000) jako relativné
kratké epizody vzajemné souvisejicich koordinovanych zmén v nékolika komponentach
(neurofyziologické aktivaci, behavioralnim projevu, subjektivnim prozitku, v tendenci
k jednani a kognitivnich procesech), jako odpovédi na (pievazné€) vnéjsi udalosti, které
maji pro jedince vyznam. Emoce jsou celistvou odpovédi jedince na osobné relevantni
a motivacné vyznamné udalosti (Frijda, 1986; Levenson, 1999), jsou ptechodnou (ro-
zum¢j netrvalou a ¢asove relativné ohranicenou) bio-psycho-socialni reakci na udalosti,
které maji vliv na nasi celkovou pohodu a které potencialné vyzaduji okamzité jednani.
Emoce jsou metaforou pro rychlé, bezprostiedni, organizované, ekologické a ekono-
mické zpracovavani informaci, které nam pomaha okamzité se rozhodovat a jednat bez
dlouhého racionalniho zvazovani (Tooby, Cosmides, 2008). Emoce se vynotuji jako od-
povéd na okamzité a soubézné probihajici zhodnoceni aktudlnich situaci s ohledem na
pozitivni nebo negativni implikace z hlediska zajmi ¢i cilti Clovéka (e.g. Ortony, Clore,
Collins, 1988; Smith, Ellsworth, 1985), maji relativné detekovatelny spoustéc, rychly
nastup a omezenou délku trvani. Emoce signalizuji stav, na ktery je tieba odpovéedét,
nebo ktery dale nepotiebuje reakci (Frijda, 1988).

Russell a Barrett (1999) pracuji vedle pojmu emoce s pojmem emocni epizoda
a vymezuji ji jako komplexni sadu vzajemné provazanych udalosti, kterou vyvola-
va konkrétni objekt, za ktery lze povazovat osobu, udalost, d¢j ¢i véc, at’ uz se jed-
na o praveé pusobici, vzpominany ¢i anticipovany jev. Vzajemn¢ provazané udalosti,
které zahrnuje prototypicka emoc¢ni epizoda, jsou podle Russella a Barretové a) ja-
drovy afekt, b) pozorovatelné chovani kongruentni s emoci, ¢) pozornost zaméfena
na udalost vyvolavajici emoc¢ni epizodu, d) kognitivni zhodnoceni vyznamu a moz-
ného vlivu stimulu, e) atribuce vzniku epizody ke stimulu, f) subjektivni prozitek
monitorujici kvalitu vztahu vnitiniho a vnéjsiho prostedi, g) neurdlni a endokrinni
zmény konzistentni s urcitou emoci. Jelikoz jsou emo¢ni epizody spoustény nécim/
nékym, jsou reakci na néco, kognitivni zhodnoceni je povazovano za vyznamny fak-
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tor, ktery vymezuje a vytyC€uje pole piisobnosti emocni epizody. Emoc¢ni epizody jsou
oproti emocim delsi jak z hlediska Casu, tak z hlediska prostoru (Frijda, 1993; Stein,
Trabasso, Liwag, 1993), ktery zahrnuje kazdého z protagonisti a vSechny udalosti
v dané emocni scéné (Forgas, 1982). Naptiklad emoce vzteku zahrnuje akutni zmény
v postoji, vyrazu v obliCeji, tonu hlasu, verbalni expresi prozitku, autonomni reakci.
Emocni epizoda vzteku zahrnuje vSe zminéné a navic spoustéce emocni epizody, so-
ciokulturni kontext a komplexni sekvenci vzdjemnych reakci a protireaket tak, jak se
objevuji v probihajici interakci (napt. Averill, 1982).

Soucasné psychologické vyzkumy kromé tradi¢niho individualistického chéapani
emoce vazané na subjekt znacné rozsifuji oblast zkoumani o sociokulturni promén-
né a kontext, ve kterém se emoce vynoiuje, a téma emoci se ne ndhodou objevuje
1 v ucebnicich socialni psychologie (napt. Hewstone, Stroebe, 2006). Vedle kontextu
emoce zacinaji byt silnym tématem v psychologii skupinové emoce (group-level emo-
tions; Seger et al., 2009; Smith et al., 2007; Wildschut et al., 2014), které vychazeji ze
socialnépsychologickych teorii identifikace jedince s urcitou socialni skupinou (napf.
Mackie, Devos, Smith, 2000), z teorii socialni identity jakoZzto soucasti sebepojeti je-
dince (napt. Turner, 1999), kdy skupinové ¢lenstvi ma pro jedince afektivni relevanci
a dtsledky (Smith et al., 2007). Podle Fredricksonové a Losady (2005) maji svoji
afektivni texturu nejen jedinci a skupiny, ale i konkrétni mezilidské vztahy a zajima-
vym sledovanym tématem je emoc¢ni ndkaza a kontaminace (emotional contagion)
pravé na trovni socialnich interakei (Hatfield, Cacioppo, Rapson, 1992).

Emoce byvaji casto davany do kontrastu s racionalitou jako sila, ktera stoji proti
mysleni, naruSuje rozhodovani, brani jedinci dosahovat rozumovych cilt apod.: v za-
padni filosofické a teologické tradici byvaji emoce chapany v negativnim svétle (So-
lomon, 1993). Emoce a jejich role v zivoté jedince byly po dlouhd 1éta hodnoceny
jako dédictvi, které nam vlastné prekazi, a kdy si musime volit mezi cestou srdce
a rozumu (jakoby cerpani z obojiho nebylo kazdodenni zkuSenosti ¢lovéka). Snaha
o rehabilitaci emoci je explicitni v ptispévcich napt. pravé Solomona (1993), kte-
ry pise ,,O mytu vasni* ¢i Damasia (2008), jenz negativni chapani emoci reflektuje
v knize Descartesiiv omyl: Emoce, rozum a lidsky mozek. V souvislosti s emocemi
je dulezité akcentovat, Ze emoce nam ukazuji a provazeji ty skutecnosti, které pro nas
maji vyznam, a tudiz jsou pro nas informaci, jejiz hodnotu je neadekvatni podcenovat.
Prozivat a reflektovat emoce znamena byt informovan o jevech, které jsou pro jedince
(a kulturni prostiedi, ve kterém participuje) vyznamné.

Nalady

Klasifikace jednotlivych typt afektivnich procest je zalozena piedev§im na zaklade
délky trvani jevu (napt. Frijda, 1993; Levenson, 1999; Stein, Trabasso, Liwag, 1993),
pricemz paradoxné ,,zmétit” délku afektivniho jevu, jakym je emoce, emocni epizoda
¢i ndlada, je znacny problém, protoze v sob¢ zahrnuji celou fadu komponent, jejichz
trvani muze byt rizné (Scherer, 1984), s celou fadou zdanlivych konct. Casovy roz-
mér afektu zachycuje termin afektivni chronometrie (Davidson, 1998), ktera definuje
casovy prubch kontinua afektivniho prozivani jedince a charakterizuje jeho tvar, am-
plitudu, vrchol a odeznivani s ohledem na ¢as trvani jednotlivych casti kontinua.

V ramci afektivnich jevu je z hlediska ¢asu za nejdelsi a zaroven relativné ohra-
niceny afektivni proces povazovana nalada. I nalada ma stejné jako emoce afektivni
triadu az sextu (subjektivni prozitek, fyziologické zmény, kognitivni, motivacni a be-
havioraln¢ expresivni a regula¢ni komponentu) a v mnohém se s dalsimi afektivni-
mi jevy piekryva. Napi. emoce mohou vyvolavat zménu nalady, a i kdyZ emoci jiz
nereflektujeme, mize promlouvat do kvality nalady. Stejné tak nalada mtze ovlivnit
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kvalitu emoce a pfedevs§im jeji interpretacni ramec (Parkinson et al., 1996). Nalada
(oproti emoci) je povazovana z hlediska intenzity za fenomén mén¢ intenzivni. Néla-
da je nejCastéji vymezovana jako difuzni afektivni stav, ktery je reflektovany v sub-
jektivnich prozitcich (pocitech, afektu), jez maji relativné nizkou intenzitu, ale jsou
relativné dlouhého trvani a ¢asto nemaji zjevnou pficinu ¢i referenéni rdmec (Motris,
2000; Scherer, 1995). Nalady jsou — oproti emocim, které jsou specifické — difuzni
a obecné (Baier, 1990). Podle Frijdy (2009) jsou ndlady vhodnym terminem pro ozna-
Ceni afektivnich stavi, které vypovidaji o celku jen velmi obecné.

Vyznamnym rozdilem mezi emoci a naladou je také mira identifikace pficiny,
zdroje. Nalada oproti emocim nema jasné definovanou pfic¢inu: na zdroj nasi nala-
dy vétsinou pouze usuzujeme. Zatimco emoce vyveéraji z n¢jaké situace, jsou nékym/
nécim zplsobeny, nalady tuto jasné identifikovatelnou pfic¢inu nemaji. Naladé¢ jakoby
chybél divod. Dobfe je tento rozdil patrny v kazdodenni mluvé, kdy rozliSujeme, ze
nas ,,néco‘ nastvalo, vydésilo, rozveselilo, ale také fikdme, Ze mame divnou, Spatnou,
dobrou naladu (a nevime pro¢). Oproti emoci strachu, kdy se bojime néceho konkrét-
niho, pfi¢inu uzkostné nalady hledame s vétsimi obtizemi — jejim tématem/piicinnou
mize byt cokoliv z anticipované budoucnosti i z Zivota z poslednich desitek let. Pokud
nas néco rozcililo, vime obvykle, co to bylo, ale pro podrazdénou naladu mize byt
pri¢inou cokoliv a kdokoliv. Explicitné fe¢eno v souladu s Morrisem (1992): ackoliv
i nalady mohou mit pficinu, tak na rozdil od emoci, které pozorné a velmi rychle sleduji
a reaguji na podnéty, kterymi byly vyvolany, nalada reaguje na piic¢iny Casove i velmi
vzdalené a tvaroveé amorfni. S podnétem souvisi i zaméfenost afektivniho jevu na néco,
né&jaky cil — neboli intencionalita. Zatimco u emoci je intencionalita uvazovana jakozto
vlastnost emoce, napf. ze emoce strachu mlize zachranit zivot ¢loveka, nalady (napf.
uzkostnd) jsou jakoby bez cile a sméru (Lormand, 1985). Nalady nejsou charakteristic-
ké intencionalitou, protoze predevsim reflektuji zmény v jinych dusevnich a télesnych
procesech (z nichz n¢které mohou, ale nemuseji byt intencionalni). Nalady jsou stejné
jako afekty informaci pfedev§im o naSem vnitinim svété. Tim jsme se dostali k dalsi-
mu rozliSeni nalady a emoce, kterou je informa¢ni hodnota (Morris, 1992). Zatimco
emoce informuje jedince o jeho vztahu k vnéjs§imu prostiedi — napf. co nas ohrozuje,
bavi, rozesmutiiuje nebo piekvapuje — nalada poskytuje jedinci informace predevsim
s ohledem na casov¢ relevantni kvalitu afektu, s ohledem na vnitini prostiedi: z hledis-
ka energetickych zdrojl a zasob, které mame momentalné k dispozici (Lazarus, 1991;
Thayer, 1996), s ohledem na celkové fungovani naseho organismu a dalSich dusevnich
stavll (Griffiths, 1989, 1997). Spatna ¢i dobra nalada nas tak informuje napf. o tom, zda
momentalné mame dostatek energie néco tesit ¢i poustét se do nékterych ¢innosti. Pod-
le Ekmana (1994) ¢i Lazaruse (1994) nalady méni absolutni prah pro vyvolani emoce.
Depresivni nalada pak napt. facilituje vynofeni emoce smutku ¢i strachu, a naopak —
konkrétni (napft. pozitivni) emoce mohou usnadnit rozvoj uréitych nalad.

Naladu lze souhrnem definovat jako relativné ohraniceny usek afektivniho proudu
s urcitou charakteristickou valen¢ni kvalitou. Nalada je determinovana implicitnim
afektivnim vyladénim jedince, tvarovana aktualnimi dusevnimi a télesnymi procesy,
pfi¢emz jeji obsah je konstruovan s ohledem na kontext, sociokulturni prostiedi, ko-
gnitivni styl apod. stejné, jako je tomu u emoce. Naladu lze jinymi slovy pojimat jako
aktualni a ¢asové relativné ohrani¢enou dispozici vnimat, interpretovat a vztahovat
se k vnéjsimu prostfedi i sam k sob¢ uréitym zptisobem (pozitivné — negativng), pii-
¢emz tato aktudlni dispozice reflektuje momentalni vnitini zdroje ¢lovéka. Zakladni
¢i primarni nalady (basic moods) Ize rozlisit v souladu s dimenzionalnim pfistupem
a s ohledem na prozitkovou komponentu jednoduse v kontinuu afektivni valence (po-
zitivni — negativni).
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ZAVER

Vztah jednotlivych afektivnich procest (afektii, emoci a nalad) je vzajemné interagu-
jici, pfi¢emz lze u kazdého jedince usuzovat na tendenci k synchronizaci jednotlivych
afektivnich jeva v ramei afektivniho proudu. V souladu s konceptualizaci vybranych
afektivnich jevl prezentovanych v této studii se zda opodstatnitelné povazovat emoce
za soucast kontinua afektivniho proudu, ve kterém je emocni afekt jednim bodem
v kontinuu prozivani a nalada zachycuje $irsi déjstvi v afektivnim proudu. Emoce lze
chapat jako figury, které se vynotuji v afektivnim proudu jako reakce na podnét ¢i
déj, ktery ma pro jedince vyznam, a jsou interpretovany, oznacovany a zpracovavany
s ohledem na zkusenosti jedince, kontext, osobnostni, fyziologické a sociokulturni
proménné. Rizné emoce se mohou u jedince misit a prolinat, jedna emoce (figura)
muze plynule pfechazet v druhou, ¢i splynout s pozadim. Emoce mohou ménit kvalitu
afektivniho proudu, a tim i naladu, kterd je ne nutné reflektovanou kvalitou useku
afektivniho proudu. VSechny emoce je nutné povazovat za afektivni jevy, resp. pro-
cesy a afekt za jeden bod v ramci kontinua afektivniho prozivani jedince, jenz mtze
nabyvat rizné valence i intenzity. Afekt neni nutn€ vdzan na emoci, zatimco emoce je
na afekt nutné vazdna — emoc¢ni afekt je vzdy jednou z komponent emoce. Oproti do-
savadnimu tradi¢nimu chapani afektd nelze nadale afekty v ¢eské psychologii pova-
zovat ,,izce a jednostranné za ,,vybuchy silnych emoci* (Nakone¢ny, 2000, s. 112).
Afektu je tfeba rozumét v SirSim pojeti, které v tomto ptispévku nabizime, protoze
zrovna tak je afekt soucésti emoci slabych, pozitivnich, smiSenych a je introspektivné
zaznamenatelny i v okamziku, kdy neprozivame zadnou emoci. Ze studii vyplyva,
ze kvalita afektu je povazovana za prediktor subjektivni pohody (Diener, 2000; Ka-
hneman, 1999), Ze vyssi Cetnost pozitivniho afektu je spojena s lep$im aktudlnim
a budoucim zdravim (Pressman, Cohen, 2005), zdravéj$im zivotnim stylem (Grant,
Wardle, Steptoe, 2009), vyssi obranyschopnosti organismu (Davidson et al., 2003)
¢i rychlosti uzdravovani (Fredrickson et al., 2000); z prediktivnich studii vyplyva
1 souvislost pozitivni afektivity s resilienci (Fredrickson et al., 2003), osobnim ristem
(Fredrickson, 2003), ¢i délkou zivota (Danner, Snowdon, Friesen, 2001; Levy et al.,
2002; Ostir et al., 2000). To jsou ptiklady studii, kde uzké vymezeni afektu jakozto
,»vybuchu silnych emoci* jiz nevyhovuje.

Pocity a city reflektuji prozitkovou ¢ast afektivnich procest — vlastni podstatou jejich
vymezeni je, Ze jsou tou prozitkovou ¢asti afektivniho jevu. Pocity a city jsou v naSem
pojeti synonymem k afektiim, nejsou vazany pouze na emoce, ale na vSechny afektivni
jevy, nalady, postoje, emoc¢ni epizody atd. Afekty se v psychologii vyznamové piekryvaji
$ pocity, jsou synonymem pocitl a afektivni prozivani je vyznamove totozné s citénim.

Zavérem lze akcentovat, ze tento piispévek byl napsan s cilem rehabilitovat a roz-
Sifit pojeti afektu v nasi psychologické literatute. Dosavadni ¢lenéni emoci na afekty
a nalady jsme povazovali za nedostatecné a napt. pro studenty za té¢zko uchopitelné.
Uvédomujeme si, ze posun v chapani afektu v soucasné psychologické literatute pred-
staveny v této studii ma vyznamné dopady na psychologickou terminologii a vyuku
psychologie v nasem prostiedi a je vyzvou pro budouci teoreticky posun v chapani
afektli, emoci a nalad v soucasném psychologickém diskurzu.
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SOUHRN

Tento piispévek reflektuje dlouhodobou nejed-
noznacnost v teoretickém vymezeni jednotlivych
afektivnich fenoménti. Hlavnim vychodiskem
této studie je vymezeni pojmu afekt s ohledem
na dalsi afektivni jevy, konkrétné emoce a nala-
dy. Afekt vymezujeme v piispévku odlisné nez
dosavadni c¢eska terminologie jako nutnou sou-
¢ast vSech afektivnich procest. Oproti dosavad-
nimu ¢eskému pojeti mu nepfipisujeme charak-
teristiky jako vysoka intenzita ¢i dezorganizujici
vliv na mysleni, chovani apod. Afekt chapeme
jako jeden bod v kontinuu afektivniho proudu
a zaroven za zakladni jednotku ostatnich afek-
tivnich jevi. Afektivni jevy ¢i procesy poklada-
me za zastfeSujici pojem pro natolik komplexni
jevy, jakymi jsou afekty, emoce, nalada, emoc-
ni epizoda, postoj, sentiment, vasen ad., jejichz
spoleénym jmenovatelem je pravé afektivni
komponenta. Emoci povazujeme za figuru, ktera
se vynofuje v afektivnim proudu jako komplexni
reakce na udalosti a d¢je, které maji pro jedince
vyznam a je interpretovana s ohledem na zkuse-
nosti, kontext, osobnost a sociokulturni prostiedi
jedince. Emoce pokladame za jeden typ afek-
tivnich jevu s relativné¢ konkrétnim definiénim
ramcem. Naladu povazujeme za ¢ast kontinua
afektivniho proudu, které ma urcitou reflekto-
vatelnou kvalitu. Pojmy afekt, emoce a nalada
jsou v piispévku diskutovany, vzajemné kontras-
tovany a zachycovany jsou i jejich konceptualni
ptesahy. Vztahy jednotlivych afektivnich jevi
povazujeme za vzajemné interagujici s tendenci
k synchronizaci v ramci jednoho (pro jedince ty-
pického) afektivniho proudu.
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Uroveii bazalni konceptualizace emoci u studentii/studentek Eeskych vysokych $kol

Emocni koncepty jsou abstraktni mentalni reprezentace prozitkové kvality emoci
(Oosterwijk et al., 2009). Tyto reprezentace se vytvareji v pribéhu zivotni zkuSenosti
s prozivanim riznych emoci, pomahaji porozumét nasim vlastnim emocim i emocim
ostatnich, a tvofi tak zakladni stavebni kameny pro pochopeni emoc¢nich situaci béhem
zivota. Vzhledem k mnozstvi Casu, které déti a adolescenti ve svém zivoté proziji
ve vychovné-vzdélavacich institucich, patii interakce ve Skolnim prostfedi ke klicovym
formativnim faktorim ovliviiujicim kvalitu jejich emoc¢nich koncepti. Proto jsou zivotni

zkuSenosti z obdobi Skolni dochézky pro bazalni konceptualizaci emoci velmi dilezité.

V nasledujicim teoretickém uvodu predstavuji funkci, kterou emocni koncepty
pro emoc¢ni prozivani maji. Smith et al. (2018) povazuji ve své teorii struktury emocniho
prozivani emo¢ni koncepty, spolu s vnimanim aktudlnich télesnych vjemi, vjemu
z vn¢jSiho prostfedi, imaginativnich obrazii a situaénim zhodnocenim aktualnich
vzpominek, za zakladni reprezentacni elementy emocniho prozivani. Pfi neurdlnim
zpracovani emoc¢ni situace se emocni koncepty zapojuji jako bazalni komparativni
reprezentace pomahajici jedinci vytvorit si konceptualni vyznam praveé prozivané emoce
(Smith et al., 2018). V tomto procesu jsou aktualné prozivané afektivni vjemy kognitivné
porovnavany a zafazeny v ramci struktury jiz existujicich mentalnich reprezentaci
kategorii pro jednotlivé diskrétni emoce jako jsou napiiklad hnév, radost, stud, apod.,
které byly vytvoreny na zdkladé predchozi zkusenosti. Moment identifikace konceptualni
kategorie vhodné k popisu pravé prozivané emoce se nazyva '"rozpoznani emoce"
(emotion recognition, Smith et al., 2018). Proto jsou emoc¢ni koncepty povazovany

za zasadni mentalni reprezentace pro uvédomeéni vlastnich emoci.

Identifikace konceptualni kategorie diskrétni emoce ovliviluyje také zpiisob

nasledné regulace emoce, protoze identifikace konkrétni konceptudlni kategorie
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umoziuje jedinci utvofit si zavéry o pravdépodobnych pficinach této emoce, o jejim
obvyklém prabéhu v case, a stejn¢ tak 1 o moznych zplsobech, jak kontrolovat
¢i regulovat jeji priibéh a projevy. Efektivni regulace emoci je v piipad¢ zakd/zakyni
velmi dilezita, protoZze ovliviiuje celkovou kvalitu vyu€ovaciho klimatu a zéaroven
se podili i na dosahovani studijnich vysledkt (Duckworth et al., 2014). Emo¢ni koncepty
jsou povazovany za bazalni substanci pro prozivani emoci také v teorii konceptualniho
aktu (conceptual act theory) Lisy Feldman Barrettové (Barrett, 2006; Barrett et al., 2015).
V této v soucCasné dobé velmi podnétné teorii jsou slovni vyjadieni emoci v jazyce
povazovany za kliCové integrujici prvky umoziujici zatradit piibuzné senzorické

a motorické stavy do spole¢né konceptualni kategorie.

Na zaklad¢ vyse zminénych divodii se domnivam, Ze vyzkum emocnich koncepti
u studujicich tvoii zakladni vychozi krok pro pochopeni bazalnich dispozic pro jejich
emocni prozivani. Prozkoumdni mentalné-reprezentacni, konceptudlni zakladny nam
pomuze lépe pochopit kvalitu prozitkového prostoru studujicich a je i odrazovym
mustkem pro dalsi, ndvazné vyzkumy v této oblasti. Hlavnim cilem nasledujici studie
bylo zmapovat kvalitu bazalnich emocnich konceptii u studentii/studentek ceskych
vysokych skol pomoci nové vytvoirené¢ho nastroje na méieni sémantického emoc¢niho

prostoru, ktery tato studie také ptredstavila.

Nase studie se pokusila rozsifit klasické dvou-dimenzionalni chdpani afektivniho
prostoru dlouhodobé postulované Russellovym teoretickym modelem emo¢nich dimenzi
(tzv. circumplex model, Russell, 1980). Russelliv model pfedpoklada dvé latentni
bipolarni dimenze afektivniho prostoru, valenci (pfijemnost versus nepiijemnost)
a intenzitu emocniho vzruSeni (aktivaci versus deaktivaci). Tento model byl a je
v mezinarodnim diskurzu stale hojné citovan a vyuzivan. Nicméné se v posledni dob¢

mnozi i jeho kritika, kterd upozorniuje na jeho omezené moznosti pro popis emociondlnich
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stavil. Napiiklad Stuchlikova (2002) upozoriiyje na to, ze ackoliv slova sémanticky
ohranicujici dimenzi "piijemnost versus nepiijemnost" predstavuji protiklad (a tedy
bipolarni dimenzi), mohou pfi popisu afektivnich stavii v nékterych ptipadech vystupovat
jako dvé odlisné kvality (jako jednopolarni dimenze). Roberts a Wedell (1994) ukazuji
dalsi limity dvoudimenzionadlniho modelu. Pfi pouziti metody multidimenzionalniho
Skalovani  pro vizualni projekci pozic  jednotlivych  diskrétnich  emoci
Vv dvoudimenziondlnim prostoru se naptiklad strach a hnév objevuji blizko sebe, protoze
ob¢é emoce maji silnou intenzitu emoc¢niho vzruseni a zaroven jsou nepiijemné. To mize
vyvolat dojem, ze kvalitativni obsah prozivani strachu a hnévu je podobny. Ob¢ emoce
kvalitativniho charakteru komplexnich emoci (jako je napiiklad stud, soucit, anebo pocit

viny) pomoci pouze dvou dimenzi valence a intenzity emoc¢niho vzruseni.

Z té€chto ditvodt jsme se v ndsledujici studii rozhodli rozsitit hodnoceni emocnich
podnétovych slov o dalsi dimenze a kromé hodnoceni valence a intenzity emoc¢niho
vzruseni jsme nechali Gi¢astniky vyzkumu zhodnotit u kazdé z emoci také jeji subjektivné
vnimanou uzitecnost a moznost kontroly. Novy nastroj prezentovany v nasledujici studii

méfi tedy kvalitu emocnich konceptii celkové na Ctyfech dimenzich.

Jako podnétova slova, kterd ucastnici v naSem vyzkumu hodnotili, jsme zvolili
16 nesynonymnich ¢eskych slov oznacujicich diskrétni emoce. Podnétova slova byla
vybrana na zaklad¢ strukturovaného predvybéru, jehoz zaklad tvotila studie Hrebickové
(1995), obsahujici reprezentativni taxonomii osobnostné relevantnich ptidavnych jmen
v cCeském jazyce (k tomu téz Hiebickova et al., 2000). Z celkového seznamu
4145 osobnostn¢ relevantnich ptfidavnych jmen byla vybrana kategorie "2a. Emoce,
vnitini stavy a pohotovost k reakcim". Ztéch byla poté vybrana slova vyjadiujici

diskrétni emoce s nejvysSim indexem vyznamové jasnosti (tedy 3 na tiibodové Skale).
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Naopak vyfazena byla pfidavna jména vyjadfujici spiSe osobnostni vlastnosti a vnéjsi
projevy emocnich stavi (napf. sméjici se, brecici). Ze zbylych pfidavnych jmen byla
vytvofena podstatna jména dle jejich kofenu. V dal§im kroku probéhla s pouzitim
ceskych synonymickych slovnikli eliminace synonymnich vyraza tak, aby vysledny
soubor neobsahoval slovni oznaceni diskrétnich emoci se stejnym sémantickym
vyznamem. Timto zplisobem byla vytvofena sada podnétovych slov pro nasledujici
studii. Pfi vybéru vhodnych synonym mély pfednost vyrazy ¢astéji pouzivané, prednostné

pak byly eliminovany vyrazy zastaral¢ nebo mén¢ znamé.

Realizaci nasledujici studie jsem mél na starost jako prvni autor. Pfipravoval jsem
celkovy design vyzkumu, vyvoj nastroje, participoval na organizaci sbéru dat a fidil prace
na analyzach dat a piipravu rukopisu. Napsal jsem ¢asti Introduction a Discussion,
finalizoval text rukopisu a poté zajistoval podani rukopisu do Casopisu, komunikoval
s redakci a zapracovaval pfipominky oponentll v prib¢hu recenzniho fizeni. Celkovy

podil participace na ptiprave studie byl 80% z celkového objemu prace.
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The widely accepted two-dimensional circumplex model of emotions posits that most
instances of human emotional experience can be understood within the two general
dimensions of valence and activation. Currently, this model is facing some criticism,
because complex emotions in particular are hard to define within only these two
general dimensions. The present theory-driven study introduces an innovative analytical
approach working in a way other than the conventional, two-dimensional paradigm.
The main goal was to map and project semantic emotion space in terms of mutual
positions of various emotion prototypical categories. Participants (N = 187; 54.5%
females) judged 16 discrete emotions in terms of valence, intensity, controllability and
utility. The results revealed that these four dimensional input measures were uncorrelated.
This implies that valence, intensity, controllability and utility represented clearly different
qualities of discrete emotions in the judgments of the participants. Based on this data, we
constructed a 3D hypercube-projection and compared it with various two-dimensional
projections. This contrasting enabled us to detect several sources of bias when working
with the traditional, two-dimensional analytical approach. Contrasting two-dimensional
and three-dimensional projections revealed that the 2D models provided biased insights
about how emotions are conceptually related to one another along multiple dimensions.
The results of the present study point out the reductionist nature of the two-dimensional
paradigm in the psychological theory of emotions and challenge the widely accepted
circumplex model.

Keywords: emotions, emotional experience, affect, semantic, dimensions, circumplex model

INTRODUCTION

Language is a primary tool of emotion research and the primary access to the affective experience
of the self and others (Storm and Storm, 2005). The key importance of research instruments
inspired in psycholinguistics is apparent when exploring the research designs of empirical studies
in this field. Aside from some experimental (e.g., Gerdes et al., 2013; Grol and De Raedt, 2014;
Yu et al, 2015) and observational research (e.g., Jensen, 2014; Rohlf and Krahé, 2015), a huge
number of current empirical studies used linguistic properties when exploring the terrain of
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human emotional experience (e.g., Crutch et al., 2013; Bayer and
Schacht, 2014; Gallant and Yang, 2014; Schindler et al., 2014).
People construct and understand their emotional experience
through the abstract representations of emotions in language. For
this reason, it is not surprising that psycholinguistics attract many
researchers who seek out the links between language, cognitive
processes and emotional experience (Aznar and Tenenbaum,
2013; Fisher et al., 2014; Verhees et al., 2015). The present study
follows just this line of research and investigates interrelations
between the experiential component of emotions and the
anchoring of emotional concepts in language.

First of all, it is necessary to say that human emotional life is
fascinating due to its very high degree of complexity (Grithn etal.,
2013). The terrain of human emotional experience seems to be a
little bit complicated and non-transparent, which, on the other
hand, attracts psychologists who are motivated to explore fields
that are not simply structured. In contrast, we can sometimes see
a tendency to shape research designs in a simplified manner in an
effort to provide readers with clear solutions. The effort to present
scientific results in a simple and structured form may even lead
to a superfluous reduction of the phenomena. As an example, it
is very difficult to approach the complexity of human emotions
within only two general dimensions (Roberts and Wedell, 1994;
Fontaine et al., 2007). The newest research findings on the global
meaning structure of the emotion domain pointed out that more
than two dimensions are needed to describe the nature of the
human emotional experience sufficiently (Fontaine et al., 2007;
Fontaine and Scherer, 2013). The present study was inspired by
this current progress in emotion research and continues in the
further development of a multidimensional approach to the study
of human emotions.

At the beginning we will focus our attention on the conceptual
embedding of psychological research of emotions. The general
organization of the semantic field, linguistic labels and the
conceptual structure actually attract the attention of researchers
(Boutonnet et al., 2014; Kuehnast et al., 2014; Troche et al., 2014).
A proper defining of various theoretical concepts is necessary at
the beginning of our work.

Emotional meaning systems are culturally-specific systems
that shape the ways in which people experience, express, organize,
and modulate their emotions (Parkinson et al., 2005). Emotional
meanings specifically are abstract devices that shape general
emotion knowledge; they may be subjectively chosen by the
cognitive processing of an individual from a collective emotional
meaning system shared in a given culture.

Emotion concepts are abstract representations of experiences
of various emotions in one’s mind (Oosterwijk et al,, 2009).
They are components of the general emotion knowledge of
an individual (Oosterwijk et al, 2009) that is formed by
storing previously experienced sensory, motor, physiological and
introspective states. Faucher and Tappolet (2008) distinguished
three forms of knowledge about emotions: conceptual knowledge
about emotions, personal knowledge about emotions and
knowledge about others’ emotions.

Some emotion concepts represent a group of feelings that is
qualitatively different from other emotional experiences. They
are called emotion categories (Russell and Lemay, 2000), emotion

prototype categories (Reilly and Seibert, 2003) or prototypes
(Parkinson et al., 2005). Specific emotion terms, emotion words
or emotion names mean linguistic labels for emotion categories
in language (Hupka et al., 1999). Mutual relations between the
semantic fields of all emotion prototypes in one’s mind define
the overall structure of the semantic space for emotions (Scherer,
2005), also called the subjective emotion space (Sokolov and
Boucsein, 2000; Trnka, 2013). In a similar vein, Reisenzein
and Schimmack (1999) used the term “affect structure” as
the constitutional makeup and interrelations between emotion
prototypes. The subjective emotion space is not equally limited
in each person, and its size is given by the maximum extremes
and minimal minimums of the range of each of the possible
dimensions of experience (Trnka, 2013). The extent of subjective
emotion space may change throughout the life course, due to the
process of evolution of emotion concepts and emotion prototypes
over time (Scherer, 2005).

The fascinating question is what qualities does subjective
emotion space have? The discussion about the dimensionality
of human emotional experience is dynamic and long-lasting
(see Scherer, 2013, for an overview). Currently, most empirical
studies have utilized the two-dimensional circumplex model
(Russell and Lemay, 2000) that includes only two general
dimensions of valence and activation (Kuppens et al., 2013).
Even as the most frequently used, the two-dimensional model
faces several problems, especially, when one thinks about the
positions of various discrete emotions within the dimensions
of valence and activation (Roberts and Wedell, 1994; Trnka,
2013). To understand the complex structure and varieties of
human emotional experience on two quite general dimensions
is reductionist. The question is if it is possible to investigate
complex emotions like shame, guilt, envy, or compassion within
a simple two-dimensional paradigm working with dimensions
of valence and activation? We offer to disagree. It can be said
that the above-mentioned emotions are somehow pleasant or
unpleasant and that they are somehow intense, but, in doing
so many slight variations of such complex feelings remain
hidden. Also, assessing the semantic similarity between complex
emotions in the semantic space of individuals is problematic
when using only the above-mentioned basic dimensions of
valence and activation. We argue that using a simple two-
dimensional model for an in-depth analysis of the human
emotional experience may lead to a risk of reduction of the
complexity of the phenomena.

Further, the critique of utilizing only a limited number of basic
dimensions was not focused only on complex emotions, but on
basic emotions, as well. Roberts and Wedell (1994) pointed out
the high degree of reductionism when utilizing the dimension
of valence and activation within the framework of simple multi-
dimensional scaling (MDS) techniques. For instance, anger and
fear are usually placed very near to each other in two-dimensional
space, since they mean a high amount of arousal with a strongly
negative valence (Russell, 1980; Watson and Tellegen, 1985;
Larsen and Diener, 1992). This might lead to the impression
that these two emotions are very similar to each other (Roberts
and Wedell, 1994), yet in reality they both have their specific
experiential character.
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Given the above-mentioned arguments, it seems  differences in the mutual positions between various emotion
indispensable to think about further conceptual and  prototypes in the participants’ judgments (see the Materials and

methodological development in this field. One way of
overcoming the limitations of the two-dimensional model
for assessment of the complex structure of emotional experience
is to explore some possibilities of a multidimensional conceptual
embedding of emotion research, for example, as proposed by
the theory of multi-dimensional emotional experience (Trnka,
2013).

Sokolov and Boucsein (2000) pointed out that the general
preference of researchers for a reduction of emotion space
to a small number of dimensions is probably influenced by
attempts to visualize such a dimensional system within familiar
Euclidian geometrical space. However, the current inductive
study of Fontaine and Scherer (2013) showed that the global
meaning structure of emotions can be optimally described by
four dimensions: valence, arousal, power/control, and novelty.
In a similar vein, Sokolov and Boucsein (2000) introduced an
alternative, four-dimensional theoretical model for approaching
subjective emotion space. They showed that discrete emotions
can be analyzed on a hypersphere in four-dimensional space. The
concept of a hypersphere probably provides a less-reductionist
paradigm for the investigation of human emotional experience.

Actually, it is not clear how many and what kinds of
dimensions could be optimal for the construction of a
hyperspace that would fit well for the analysis of human
emotional experience. Empirical studies employing more than
two-dimensional solutions of emotional experience are almost
lacking, with some exceptions (Fontaine et al., 2007; Fontaine
and Scherer, 2013). Therefore, the field is now open for
new, experimental work exploring various multidimensional
approaches in the psychological research of emotions. This was
also the challenge and the starting point for the present study.

AIMS AND SIGNIFICANCE

The present study brings further knowledge to a new, developing
field of multidimensional research in the psycholinguistics
of emotions. We challenge the use of the widely accepted
theoretical two-dimensional circumplex model working only
with the dimensions of valence and activation. The goal of
the present study was not to solve the question of how many
dimensional qualities subjective emotion space actually has but
to examine the use of a new model working with more than
two dimensions in the analysis of the overall structure of the
semantic space for emotions. More specifically, we used four
different dimensional measures as input data for this model. We
hypothesized that all four input dimensional measures will be
uncorrelated and, therefore, can be considered as clearly different
qualities of subjective understanding of emotion prototypes.
We follow current progress in psycholinguistics (Fontaine and
Scherer, 2013) and introduce an innovative analytical approach
for emotion research working in other than the conventional,
two-dimensional paradigm.

We focused the study on methodological improvements
in data gathering that fit well for the assessment of slight

procedure subsection for more details). The main goal was to
construct a three-dimensional model based on this data. The
main output of the present study is, therefore, the construction
of a 3D hypercube-projection including the positions of the main
emotion prototypes as the basic constitutive elements of semantic
emotion space. Various aspects of the constructed 3D hypercube-
projection and limitations of the proposed methodological
approach are discussed in the final part of the study.

METHODS
Subjects

Participants were 187 university students with an age ranging
from 19 to 38 years (M = 22.6; SD = 3.2). Sex distribution was
54.5% female. All participants were Czech native speakers and
participated voluntarily in the study. The research design was
approved by the institutional ethics committee and also by the
principal governmental research institution, the Czech Science
Foundation. All participants signed the informed written consent
with their participation in the study.

Materials and Procedure

At the beginning, participants filled in the basic demographical
characteristics. Following a discrete emotions paradigm
(Kunzmann et al, 2014), 16 emotion words were judged by
participants: anger, fear, sadness, happiness, disgust, hope, love,
hate, contempt, guilt, compassion, shame, gratefulness, envy,
disappointment, jealousy. These emotion prototypes cover
five basic emotions (anger, fear, sadness, happiness, disgust)
as well as complex emotions like hope, love, hate, contempt,
guilt, compassion, shame, gratefulness, envy, disappointment
and jealousy. The whole judging procedure was conducted
in the Czech language. All of the emotion words used were
Non-synonymous.

Participants judged all 16 emotion words four-times. A
separate list including the 16 above-mentioned emotion words
was provided for each judgment. Each of four judgments
measured subjective understanding of the provided emotion
words on another dimension. First, participants judged all
16 emotion words on the dimension of valence. A 10cm
horizontal line was provided next to each of the 16 emotion
words. Participants were asked to rate the degree to which
they experienced this emotion as pleasant/unpleasant using the
instruction: “Please, mark on the following lines how much you
experience the particular emotion as pleasant or unpleasant.” The
participants then marked the position of each emotion word on
the 10 cm lines provided next to each of the 16 emotion words.
The same tool was also used in the following three judgments.
Second, the participants judged the same 16 emotions on the
dimension of intensity introduced by the instruction: “Please,
mark on each line how much you experience a particular emotion
as calm or aroused.” Third, the same 16 emotion words were
rated on the dimension of control. Participants were provided
with the instruction: “Please, mark on each line how much you
are able to control a particular emotion in the sense that it does
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not influence your thinking or behavior”. Fourth, the same 16
emotion words were rated on the dimension of utility using the
instruction: “Please, mark on each line how much you perceive
that the following emotions are harmful or beneficial for you?” A
separate sheet was used for each of the four judgments.

The used measurement was dimensional, but the data
obtained from the participants’ judgments will be called “aspects”
or “input dimensional aspects” throughout the remaining part
of the paper. This change was made to provide a clear
differentiation between dimensional data entering the analysis
and the dimensions that were constructed in the course of data
analysis.

Data Analysis

The above-described methodological instrument for data
gathering enabled a fine-grained assessment of slight differences
in the mutual positions between the semantic fields of various
emotion prototypes in the semantic spaces of participants. By
measuring the position of the marked points on the line segment,
the millimeter positions from the left end were obtained, thus
providing a scale from 0 to 100 (mm). These positions varying
between 0 and 100 were then entered into the data analysis and
were used for the construction of a 3D hypercube-projection.
This assessment of semantic fields on a line segment is more
fine-grained in comparison with standard Likert-type scales
using five of seven non-continuous options. Therefore, the 3D
hypercube-projection constructed based on this methodology
captured the mutual positions of participants’ judgments more
accurately than projections based on data from a Likert-type
scale.

To obtain the multidimensional emotional space and assess
the necessary number of dimensions needed to properly explain
the relations between the individual emotion prototypes,
multidimensional scaling based on correlations between
the individual emotions in each of the aspects was used.
Multidimensional scaling is a useful tool to help understand
peoples judgments considering the similarity of members or
objects and thus to produce inductive, but empirically derived
“maps of elements.” In multidimensional scaling we try to find a
configuration of points in space in which the distance between
these points match as close as possible the original proximities
between the objects (Busing, 1998). Thus, the MDS technique
enables us to construct a 3D hypercube-projection based on
the perceptions of a diverse set of individuals who are blind to
the exact purpose of the give study. PROXSCAL with multiple
matrices as the source (as provided by the statistical software
SPSS 20) was used to examine dimensions within the data. This
algorithm minimizes raw normalized stress, and thus the result
is a far more “honest” Euclidean space. Compared with other
existing scaling options PROXSCAL has a number of important
advantages (Busing et al., 1997). As a source matrices for MDS
Spearman correlation matrices—one for each aspect was created
and transformed to proximities so that a high positive correlation
meant high proximity, while a high negative correlation meant
low proximity (i.e., r = 1 was transformed to distance 0, r = 0
was transformed to distance 1 and r = — 1 was transformed to a
distance of 2, etc.).

RESULTS

Descriptive Data

The four originally measured aspects—i.e., valence, intensity,
control and utility—were not significantly correlated (¢ =
0.05) when using Bonferroni correction for multiplicity. Table 1
includes the arithmetic mean (M) scores for each emotion in
each aspect as well as its standard deviation (SD). Each emotion
was transformed to values from 0 to 100 according to a mark
in the answer sheet—where each 1 point corresponds with
I mm distance from the left-side beginning of the line. Thus,
for valence, the more the numbers drop below 50, the more
unpleasantness they express and vice versa for numbers where
a number reaching 100 means maximum pleasantness. The
numbers for arousal (ranging from 0—calm to 100—aroused),
control (ranging from 0—uncontrolled to 100—controlled) and
finally utility (ranging from O—harmful to 100—beneficial)
function in a similar way.

Multidimensional Scaling

To simply analyze proximities between emotions in these original
four aspects we can construct a matrix using arithmetic means as
coordinates in 4D space (using w-, x-, y-, and z-axis). To analyze
proximities we assume the same weight of all aspects and thus use
the simple distance (s) obtained by the following formula (where
W, X, ¥, and z are the differences between the values of arithmetic
means of two emotions in each of the four dimensions):

s = /W2+x2+y2+22

The lower the number in the resulting proximity matrix, the
closer the two emotions are in theoretical 4D space. The range
of possible distances is (0-200) where 200 is the length of the
hypotenuse of a theoretical hypercube with each side of length
of 100. The distances are listed in Table 2.

Following the descriptive analysis, we used the individual
correlation matrices (as described above) for each of the original
aspects and obtained PROXSCAL solutions for one through
twelve dimensions. Based on these results (see Figure 1), a three-
dimensional solution with a total fit of 0.96 was chosen, because
the increase in the total fit by adding a fourth dimension was very
small.

The values of stress obtained with a simplex start and
the amount of variance accounted for by a three-dimensional
solution are shown in Table 3. The iterations were stopped at 34
because the S-stress improvement was less than 0.001. However,
there is no rule of thumb to interpret the quality based on the
normalized raw stress results. Busing et al. (1997), Busing (1998)
calculates the total fit by subtracting the total stress from 1. We
can than borrow a rule of thumb from Kruskal (1964): 0.2 = poor;
0.1 = fair; 0.05 = good; 0.025 = excellent and 0.0 = perfect.

A two dimensional (2D) representation of each of three
resulting dimensions shows clear groups of emotions on three
different planes. Figure2 of the Dimensions 1 and 2 plane
indicates that there are several clusters of emotions close
together—happiness and love accompanied also by slightly more
distant hope and gratefulness on one side of the plane, and anger
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TABLE 1 | Descriptive results of assessment of emotions (whole sample, n = 187).

Emotion Valence Arousal Control Utility
M SD M SD M SD M SD
Anger 25.3 19.4 79.4 16.9 47.7 27.4 32.4 23.1
Fear 18.1 17.8 75.6 18.7 50.0 24.9 39.9 24.4
Sadness 17.4 17.3 471 26.6 49.9 25.6 36.1 21.9
Happiness 91.8 12.0 69.1 30.4 73.9 62.2 89.5 11.0
Disgust 26.1 17.5 53.8 21.9 60.4 22.6 35.9 16.8
Hope 774 17.4 53.6 28.1 .7 20.4 79.5 16.9
Love 91.2 14.9 67.9 33.7 55.2 31.9 90.2 14.3
Hate 18.7 18.2 65.9 21.7 48.8 24.3 24.7 20.7
Contempt 22.1 17.8 51.6 43.8 57.2 23.7 27.4 17.8
Guilt 15.6 13.9 55.4 24.4 45.2 22.9 39.0 23.5
Compassion 51.4 20.6 39.1 21.0 63.4 20.8 64.5 19.7
Shame 24.3 15.9 60.6 20.9 45.5 23.7 40.9 20.8
Gratefulness 68.3 18.3 40.4 23.9 69.2 20.6 73.0 16.2
Envy 22.9 16.2 56.5 49.3 65.8 24.6 22.9 18.5
Disappointment 17.3 141 53.5 25.6 45.3 24.7 41.0 20.3
Jealousy 23.9 17.7 7.7 19.7 48.0 26.6 26.5 21.7
TABLE 2 | Original emotional proximities in theoretical 4D space based on originally measured aspects.
£
c H g
° 2 2 3 g £ >
8 £ 1 5 g ¢ 2 g
5 5 g > 8 9 2 £ £ £ 5 3 2 g 3
Distance (s) b ] T o 2 S I 3 3 3 ® 15 & a 3
Anger 1.3 33.6 92.1 28.8 78.4 88.7 16.9 30.0 26.9 59.9 20.8 741 30.8 28.6 9.8
Fear 28.8 92.3 25.8 77.5 89.3 18.0 28.3 21.0 56.9 16.9 72.4 25.3 22.7 156.2
Sadness 97.2 156.2 77.2 93.9 221 131 10.1 47.0 16.5 66.1 21.5 9.2 27.2
Happiness 87.2 23.8 18.8 100.9 96.5 96.8 57.2 88.4 40.9 114.0 94.8 96.2
Disgust 67.9 86.0 21.5 10.3 18.8 40.9 17.2 58.4 36.6 18.2 23.8
Hope 28.2 84.1 774 782 341 708 172 96.4 759 807
Love 97.9 94.8 92.6 56.0 84.0 42.0 114.2 90.5 93.0
Hate 17.2 18.4 59.9 18.2 76.6 31.7 20.8 8.0
Contempt 18.3 49.3 20.1 67.0 29.1 18.8 22.2
Guilt 50.2 10.3 68.8 44.7 3.2 22.3
Compassion 45.6 19.9 72.6 47.4 59.1
Shame 62.8 45.8 10.0 18.3
Cratefulness 87.6 66.1 74.6
Envy 280  23.6
Disappointment 24.3
and jealousy accompanied with slightly more distant fear on the  further apart and clusters are possibly less intuitive, e.g., anger,
other side of the plane; the third vertex of the imaginary triangle  fear and love clustered together, while jealousy, happiness, disgust
consists of a larger cluster of envy, disappointment, sadness and  and possibly hate create another cluster; a third is formed by
contempt accompanied also by the more distant hate, disgustand ~ sadness and shame; a fourth by hope, disappointment and guilt;
possibly also shame and guilt. Other emotions are somewhere in  and a fifth by contempt and gratefulness. Compassion seems to
between these clusters (e.g., fear) or somewhat outside creating  again stand apart, as does envy.
its own category, such as compassion. The final available 2D representation provides a look at
A different two-dimensional representation of Dimensions 2 Dimensions 1 and 3 (Figure 4). In this case there is a plausible
and 3 (Figure 3) provides a different image. The emotions are  cluster containing envy, disgust, contempt, hate and jealousy
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FIGURE 1 | Scree plot. Total fit calculated according to Busing et al. (1997).

on one hand; another created by guilt, disappointment, fear
and anger; a third one consisting of compassion, happiness and
gratefulness’ and finally one of love and hope. Sadness and shame
seem to be somewhat separated from the others, or possibly they
create some cluster of their own.

A more significant separation of the emotions across all
three dimensions in a 3D representation and aggregation of
the original four emotional aspects can be seen in Figure 5.
It seems that Dimension 1 corresponds somewhat with the
original aspect of valence, where highly pleasant items (e.g.,
happiness, hope, love) are on the opposite side from unpleasant
items (e.g., hate, disgust, sadness or fear), but it mixes with
some of the original utility dimension as well. Dimension 2
seems to correspond mostly with arousal, although in reversed
numbering dividing on one side highly arousing items (e.g.,
anger, fear, happiness, love) and on the other those which
tend to be rather calm (e.g., compassion, guilt, gratefulness).
Finally, Dimension 3 seems to correspond somewhat with
control and partially with utility, as well. It lists on one
side items that are controllable, such as envy or disgust,
and on the rather uncontrollable side emotions of shame
and sadness. This interpretation should not be overestimated
because certain ratios of original four emotional aspects in the
aggregated three-dimensional hypercube-model have not been
determined.

Table 4 lists the final positions of the emotions in this
model, while Table 4 lists the distances of the emotions in this
MDS-constructed model.

Similarly to the construction of the proximity matrix from
the original data, we can obtain such a matrix from the MDS-
results using the final positions as coordinates on x-, y-, and z-
axes. The same rule applies, i.e., the lower the number in the
resulting proximity matrix, the closer the two emotions are in
MDS-aggregated 3D-space. The distances are listed in Table 5.

It is also possible to assess the correlation between
the original 4D-space proximities matrix and the resulting
MDS-aggregated 3D-space proximities matrix. The Pearson
correlation 0.758 (sig < 0.001, N = 120);
while statistical procedures obviously reduced some amount of
information, there is still very strong correlation in the resulting
model.

is r =

TABLE 3 | S-stress improvement (for a three-dimensional solution).

Iteration S-Stress Improvement
0 0.42697

1 0.09666 0.33030
2 0.07608 0.02059
3 0.06733 0.00875
4 0.06154 0.00579
5 0.05736 0.00418
6 0.05421 0.00315
7 0.05170 0.00251
8 0.04964 0.00206
9 0.04792 0.00172
10 0.04648 0.00144
1 0.04528 0.00121
12 0.04427 0.00101
13 0.04342 0.00084
14 0.04272 0.00071
15 0.04212 0.00060
16 0.04161 0.00051
17 0.04118 0.00044
18 0.04080 0.00038
19 0.04047 0.00033
20 0.04017 0.00030
21 0.03991 0.00026
22 0.03967 0.00024
23 0.03946 0.00021
24 0.03926 0.00020
25 0.03908 0.00018
26 0.03891 0.00017
27 0.03876 0.00015
28 0.03862 0.00014
29 0.03848 0.00013
30 0.03836 0.00013
31 0.03824 0.00012
32 0.03813 0.00011
33 0.03802 0.00011
34 0.03792 0.00010
DISCUSSION

The present study introduces an innovative analytical tool
for approaching emotions in other than the conventional,
two-dimensional paradigm. The widely accepted theoretical
two-dimensional circumplex model implies that the character
of most human emotions is possible to define within two
general dimensions of valence and activation. The present
study challenges this theoretical paradigm and provides
new inspiration for further development of emotion
theory.

First of all, the results of the present study indicate that
various discrete emotions have more qualities perceived by
individuals than only valence and activation. Participants in our
study judged 16 discrete emotions in terms of valence, intensity,
controllability and utility. All of these four kinds of judgments
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FIGURE 3 | Two-dimensional projection of discrete emotions on Dimension 2 and Dimension 3.

were not significantly correlated and represent independent
qualities within the participants’ subjective knowledge about
emotions. This finding diverges from the assumption that two
basic qualities, valence and activation, are sufficient for describing
the prototypical character of various discrete emotions. Neither
controllability nor utility were significantly correlated with
valence or with intensity, and they therefore represent clearly
different qualities of discrete emotions.

The independence of four kinds of dimensional measurement
in our study justified the later construction of a four-dimensional
model of semantic emotion space, which was then transformed
into a 3D hypercube-model (Figure5). The 3D hypercube-
projection (Figure5) was constructed based on the mutual
positions of emotion prototypes that were extracted from
participants’ judgments of four different qualities of emotion
words. This model helps to analyze and interpret the structure
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of semantic emotion space in a more complex manner than in
cases of standard, two-dimensional analytical projections.

The present study revealed the following very important
insights: (1) sources of bias when working in a two-dimensional
paradigm were identified; (2) emotions that represent limits
or frontiers of semantic emotion space were found; (3) no
emotion prototype was settled in the central area of 3D
emotion space; (4) the mutual multidimensional positions of
emotional prototypes in the 3D hypercube-projection enable
the multidimensional semantic similarity of used emotional

TABLE 4 | Final positions in MDS generated mean-centered 3D model.

prototypes to be defined more clearly than when working in
a two-dimensional paradigm, (5) the mutual multidimensional
positions of emotional prototypes in the 3D hypercube-model
enabled the pairs of emotions that are opposite in terms of their
multidimensional semantic similarity to be identified.

Most importantly, the results of the present study pointed out
the risk of confusion when interpreting data based on the two-
dimensional theoretical paradigm. All of the above-mentioned
key insights will be discussed below.

Sources of Biases in the Two-Dimensional

Model of Emotion
In the following text, our two-dimensional projections
(Figures 2-4) will be used as hypothetical examples of

Emotion Dimension 1 Dimension 2 Dimension 3 projections from studies working with measures of qualities of
Anger 0133 _0.588 —0.296 discrete err}llotlons or'1ly w1'Fh1n ltwo c.hm'ensmns.. The reader m'a})I
Fear —0.386 0389 _0.064 c}(:mparf1 the tv;o-dlrr?ens.lona .pI'OJ(?Ctl(?nS h(Flgurfs 2—4). w1tf
Sadness 0412 0.095 0481 th.e 3D dyp;rﬁu fe—iro]ecnop (llzlgure 5)b1n tde resits sectlo(rll o
Happiness 0.794 _0.347 0.973 t is Sstuhy. o .t ese pro;elct(ljons are zise t.oln the samef be.ita
Disgust o478 0165 0.409 set. Such comparisons revealed some potential sources of bias
Hope 0.795 0163 0180 when working only within the two-dimensional paradigm. For
' ' ' example, when looking at the positions of emotion prototypes
Love 0.753 —0.335 —0.159 . . . C. . .
using two-dimensional projections, one may get the impression
Hate —0.548 —0.046 0.193 . .
that some of the emotion prototypes are located in the central
Contempt —0.483 0.256 0.280 . . .
' area of the space that is determined by the emotion prototypes
Guit ~0.190 0.484 -0.199 . . o
o with peripheral positions. For example, love and hate appear to
i 31 537 162 .
ompassion 0318 0.58 0.16 be located close to the central area when using a standard two-
Shame 0.043 0.192 ~0.559 . . - . . .
dimensional projection of emotion prototypes on Dimension
Gratefulness 0.652 0.812 0.256 2 and Dimension 3 (Figure 3). Similarly, compassion, guilt,
Envy —02r7 0.183 0.496 disappointment, fear and anger all seem to be located close
Disappointment —0:345 0.183 —0:237 to the central area when using a two-dimensional projection
Jealousy -0.101 —0.585 0.308 on Dimension 1 and Dimension 3 (Figure 4). However, these
TABLE 5 | Emotional proximities in MDS-aggregated 3D space.
=
c
c . g
8 5 2 g £
8 g 3 £ 8 3 2 g
O ‘5 g M (7] Qo g “q') & g
5 S 2 > 2 g & £ £ £ g 5 Y 2 S
R O @ © - (<] o © [ =1 o < j - c 4 O
Distance (s) w (%] ko o I - I o o o »n [} w [a) =
Anger 0.324 0.761 1.114 0.891 1.199 0.932 0.840 1.081 1.078 1.2904  0.842 1.315 1.115 0.802 0.607
Fear 0.532 12908 0.715 1.807 1146 0.594  0.850 0.898 1.237 0.781 1.356 0.958 0.575 0.656
Sadness 1490 0929 1246 1.284 0702 0781 0529 1.066 0472 1312 0990 0267  1.057
Happiness 1292  0.683 0434 1.378 1413 1372 1011 1244 0674 1216 1356 0.915
Disgust 1.441 1.366  0.256  0.440 0.935 1.087 1.156 1.236 0.411 0.746  0.538
Hope 0.501 1411 1363 1.087 0.699 0842 0484 1269 1142  1.237
Love 1.379 1.439 1.251 1.028  0.971 0.776 1.326 1.217 0.994
Hate 0.321 0.751 1.042 0.986 1.254 0.467 0.528 0.673
Contempt 0.607 0.854  0.993 1.137 0.308  0.541 0.880
Guilt 0.623  0.519 0.972 0.763 0.341 1.143
Compassion 0.844 0416  0.767 0.848 1.159
Shame 1.024 1108 0.504 1141
Cratefulness 0968 1.119  1.135
Envy 0.737 0.763
Disappointment 0.934
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impressions are misleading, because they are given by the
limitations of two-dimensional projections, mostly by the
flattening the emotion space.

Frontiers of Semantic Emotion Space

The positions of frontiers of semantic emotion space are exactly
defined by coordinates on the x-, y-, and z- axes (Table4).
However, the question is how to interpret the positions of
emotion prototypes toward the originally measured aspects, like
valence, intensity, control and utility? When comparing the
descriptive results (Table 1), the two-dimensional projections
(Figures 3-5) and the final positions of the emotion prototypes
after the MDS three-dimensional solution (Table 4), it seems
that the final Dimension 1 is saturated mostly by valence and
possibly partially by utility, Dimension 2 mostly by intensity of
arousal, and Dimension 3 is mixed, saturated by some proportion
of control and utility. However, this is only a rough estimate
and not sufficiently exact. It is obvious that transforming the
original four input dimensional measures (aspects) into the final
three dimensions in the 3D hypercube-model (Figure 5) changed
the character of the resulting three dimensions. In other words,
the original judgments of participants on the dimensions of
valence, intensity, control and utility saturated the resulting three
dimensions (Dimension 1, Dimension 2, Dimension 3) by certain
ratios.

When projecting the same data using the 3D hypercube-
model, no emotion prototype is settled in central area of
the three-dimensional emotion space (Figure5). Thus, two-
dimensional projections visibly flatten the space and elicit
biased impressions about the positions of individual emotions.
Emotions that seem to be located in the central area of the
space in two-dimensional projections are indeed located far from
the central area. This effect is caused by the combination of
the four input dimensional judgments of participants, which set
up the position in the final 3D hypercube-model. The thing
is that the positions of some emotions are based on such a
specific combination of judged valence, intensity, controllability
and utility that their positions appear to be located close to the
central area when using two-dimensional projection. Therefore,
the use of two-dimensional designs in the empirical investigation
of emotions is confronted with the risk of reductionist bias and
oversimplification of highly complex phenomena. On the other
hand, multidimensional designs and spatial, three-dimensional
data projections may enrich future studies with more complex
insights on the positions of semantic fields of emotional
prototypes in the whole semantic emotion space.

Our results indicated that no emotions are located in the
central area in the identified semantic emotion space. When
interpreting this finding, we should turn our attention to the
input measures, i.e., to the initial judgments of participants.
Participants judged various discrete emotions according to the
perceived valence, intensity, controllability and utility. Emotions
generally represent states of mind that are different from
emotionally-neutral or non-emotional states of mind. People
usually name such emotionally-neutral states by words like
“calm” or “serenity.” In the present study, the central area of the
semantic emotion space did not include a prototypical semantic
category for any kind of emotion. Indeed, this is not surprising.

The emotional prototypes that were judged by our participants
are different discrete emotions, and we would suppose that they
should not yield zero or close to zero scores for their valence,
intensity, controllability or utility.

Semantic Similarity of Emotional
Prototypes

The above-mentioned source of bias was revealed when
we contrasted the positions of emotion prototypes toward
dimensions in the two- and three-dimensional models. Now, we
turn our attention to another source of bias. It emerges when
interpreting the mutual positions of discrete emotions, i.e., the
semantic similarity of emotional prototypes. In the present study,
anger and jealousy look to be very similar in the projection
using Dimension 1 and Dimension 2 (Figure2). However,
when looking at the 3D hypercube-projection (Figure 5) or the
projection using Dimension 2 and Dimension 3 (Figure 3), a very
different look is available for an observer. Here it is necessary to
point out that the two-dimensional projections are only another
view of the same semantic emotion space.

The same bias occurs when we compare the mutual positions
of, for example, sadness and contempt, or love and happiness.
Some emotions look to be very similar in the two-dimensional
projection, but they are indeed very different (a reader may
also compare mutual proximities in the MDS-aggregated 3D
space in Table 5) when a third dimension is taken into account.
The two above-mentioned sources of bias indicate that research
designs using traditional, two-dimensional paradigm, face a
significant risk of confusion. Therefore, the combination of
standard, two-dimensional projections and the 3D hypercube-
projection proposed by the present study may provide a more
accurate starting point for the interpretation of the results yielded
in this type of research.

Further, discrete emotions that represent limits or frontiers
of semantic emotion space were identified in the present study.
Table 4 and Figures 2-4 enable the most extreme positions of
emotion prototypes to be determined on all three dimensions
of the 3D hypercube-model. These extreme positions indeed
represent the extent of the three-dimensional overall semantic
space constructed on the basis of participants’ judgments.
Emotions that border the semantic space in Dimension 1 in
the positive direction are happiness, hope and love, and in the
negative direction hate. The emotion that borders the semantic
space in Dimension 2 in the positive direction is compassion,
and in the negative direction anger. The emotion that borders
the semantic space in Dimension 3 in the positive direction
is envy, and in the negative direction shame. These frontiers
of semantic emotion space have a very important function for
personal knowledge about emotions, i.e., they constitute the
personal awareness about maximal, as well as minimal, possible
general qualities of emotional experience, like valence, intensity,
controllability and utility. It borders the general emotionality
of a person, but it does not mean that the person may not
experience some emotions that would be out of this averaged
semantic emotion space. First, our participants differed in
their judgments of emotional qualities (see SDs in Table 1).
Second, the judgments of participants were based on the most
frequent experiences with particular emotions in their personal
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histories. Some extreme and non-frequent emotional episodes
may sometimes occur, but it is unlikely that such experiences
would influence the judgment of an emotion prototype radically,
because personal knowledge about emotions is shaped in the
long-term course of emotional development and maturation. On
the other hand, merely different levels of emotional maturation
as well as differences in emotional personal traits may be some of
the factors influencing the participants’ judgments, and therefore,
also the interpersonal differences in the extent of semantic
emotion spaces (see SDs in Table 1).

Limitations
The innovative analytical tool introduced here has some
limitations. One of them is the problematic graphical depiction
of four-dimensional emotion space. The standard Euclidian
geometric space does not enable us to project all four originally
measured aspects proportionally. The graphical depiction is a
result of the MDS three-dimensional solution used and the
inspiration for future methodological shifts is a hypothetical
projecting tool that would be more suitable for working
with more than three-input dimensional measurements (e.g.,
an animated tesseract). Given the complexity of the human
emotional experience, it is the way to move the field forward and
not to permit some superfluous reduction of the phenomena.
Another limitation of the present study is that emotionally-
neutral semantic categories were not included in the research
design. Participants did not judge emotion-neutral semantic
categories such as calm or serenity. This limitation meant that
the core of the semantic emotion space could not be clearly
identified from the data. Also, the general orientation of semantic
emotion space toward other non-emotional semantic fields is
therefore hardly accessible. Future research in this field should
consider such emotionally-neutral semantic categories to avoid
the above-mentioned shortcomings.

CONCLUSION

The results of the present study pointed out to some limitations
of the two-dimensional paradigm in the psychological theory of
emotions. Contrasting two-dimensional and three-dimensional
projections helped us to identify some sources of bias that
may increase the risk of reductionism when approaching such
complex phenomena as human emotions. The discussion of the
results indicated that the 3D hypercube-projection may provide
researchers with more in-depth insights into the overall structure
of semantic emotion space than the traditional two-dimensional
projections widely used in this field.

As mentioned throughout the Discussion section, the findings
presented here signify very relevant implications for the
contemporary theory of emotions. Of course, we do not want
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Emoc¢ni Kreativita a jeji vliv na volbu oboru pro studium na vysoké Skole

Emocni kreativita patii mezi prozatim pomérné malo prozkoumané oblasti psychologie.
Je to soubor osobnostnich dispozic vztahujicich se k originalit¢ emoc¢niho prozivani
(Averill, 1999; Kuska et al., 2020). Emo¢ni kreativita je konstrukt blizce ptibuzny
s emocni inteligenci, kterd hraje v kontextu pedagogické psychologie vyznamnou roli.
Emocni inteligence totiz velmi uzce souvisi s vymezenim emocnich kompetenci, které
by si zaci/zdkyné¢ méli béhem studia osvojit (Stuchlikova et al., 2005). Emocni
kompetence jsou dtlezitou soucasti vychovné-vzdélavacich cilu z hlediska osobnostniho
rozvoje zakl. Tyto kompetence zahrnuji naptiklad dovednosti v souvislosti s regulaci

vlastnich emoci, efektivnimi zpisoby reagovani v konfliktnich situacich apod.

Emocni kreativita ovliviiuje prozivani novych a originalnich emoci, piemysleni
o vlastnich emocich s vazbou na pochopeni emoci ostatnich, a efektivni reagovani
v situacich vyzadujicich neobvyklé emoéni reakce ¢ projevy (Averill, 1999). Skolni
prostiedi je na emoce velmi bohaté a Skolni interakce jsou doprovazeny Sirokou Skalou
emocnich projevl. Pravé diky této variabilité lze predpokladat, ze dispozicni emoc¢ni
kreativita hraje ve Skolnim prostfedi vyznamnou roli, napiiklad mize ptiznivé ovlivnit

reagovani v neobvyklych nebo z pohledu jedince novych situacich.

Emocni kreativita zaroven tvoii jednu z hlavnich slozek kreativity jedince.
Ma (2009) ve své metaanalyze rozdé€luje kreativitu do tii hlavnich oblasti, na kreativitu
verbalni a neverbalni, kreativitu pii feSeni problémi, a emocni kreativitu.
NejpouzivangjSim ndastrojem pro méfeni emocni kreativity je sebeposuzovaci
psychometricky dotaznik the Emotional Creativity Inventory (ECI; Averill, 1999), ktery
méii emocni kreativitu jako osobnostni dispozici a ktery jsme pouzili v nasledujici studii

i my.
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Konstrukt emoc¢ni kreativity byl pfedstaven v roce 1999 (Averill, 1999) a jeho
vyzkum v oblasti pedagogické psychologie prozatim témét chybi. Jednou z vyjimek
je studie Songa (2016), ktera zkoumala dispozi¢ni emocni kreativitu, profesni identitu,
a efektivitu vyuky u vysokoskolskych ucitelii anglictiny. Bylo zjisténo, ze vyssi
dispozi¢ni emocni kreativita méla pozitivni moderujici ucinek na efektivitu vyuky
ucitelii. Tento vztah byl mediovan kvalitou profesni identity ucitele (zahrnujici profesni

kompetence, chovani a emoce).

Nase nasledujici studie pfedkladana v této habilita¢ni praci zkoumala vliv emo¢ni
kreativity na volbu oboru vysokoskolského studia. V tomto kontextu je tieba zminit studii
Plhakové et al. (2015), ktera zkoumala souvislosti mezi dispozi¢ni kognitivni kreativitou,
osobnosti a typem studijnich oborti u studentli/studentek ceskych vysokych skol.
Vysledky této studie ukazaly, Ze studenti/studentky uméleckych obortt méli ve Skale
otevienost vii¢i zkuSenosti vyznamné vyssi primérny skor nez skupiny s orientaci
na biologické a socidlni védy, ale neméli signifikantné¢ vy$$i primérny skor
nez studenti/studentky ostatnich exaktnich obort. Ddale bylo zjisténo,
ze studenti/studentky s investigativni orientaci na oblast exaktnich véd méli signifikantné
vys$i skory neZ ostatni studenti/studentky ve Skalach mechanické/védecké kreativity
a "vynalezectvi". Studenti/studentky uméleckych oborti zase skérovali vySe v oblasti
hudby a tvir¢iho psani. NaSe nasledujici studie doplituje v tomto sméru vysledky
Plhakové et al. (2015) a zjisténi obou studii jsou proto také v ramci ¢asti "Obecna diskuze"

vzajemné diskutovany.

Nase studie si vytyc¢ila za cil prozkoumat vliv emo¢né kreativnich osobnostnich
dispozic na volbu oboru pro studium na vysoké skole a dale na praktikovani
volnocasovych kreativnich zajmt a konickli. Ve vzorku vysokoskolskych

studentli/studentek byli zastoupeni studenti/studentky ptirodovédeckych, ekonomickych,
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technickych, medicinskych, umeéleckych a humanitnich obort. Hypotézou bylo,
ze studenti/studentky rizného oborového zaméteni se mezi sebou mohou v dispozicni
emocni kreativité lisit, protoZe jiz pfedchozi vyzkum v této oblasti ukazal nékteré rozdily

pfi srovnani riznych studijnich obort (napf. Kaufman et al., 2013).

Realizaci nasledujici studie jsem mél na starosti jako prvni autor. Pfipravoval jsem
celkovy design vyzkumu, vyzkumné nastroje, participoval na organizaci sbéru dat a fidil
prace na analyzach dat a pripravu rukopisu. Napsal jsem ¢asti Introduction a Methods,
finalizoval text rukopisu a poté zajistoval podani rukopisu do ¢asopisu, komunikoval
s redakci a zapracovaval pripominky oponentl v pribéhu recenzniho fizeni. Celkovy

podil participace na ptiprave studie byl 80% z celkového objemu prace.
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The role of emotional creativity in practicing creative leisure activities and in the preference
of college majors remains unknown. This study aims to explore how emotional creativity
measured by the Emotional Creativity Inventory (ECI; Averill, 1999) is interrelated with the
real-life involvement in different types of specific creative leisure activities and with four
categories of college majors. Data were collected from 251 university students, university
graduates, and young adults (156 women and 95 men). Art students and graduates scored
significantly higher on the ECI than other majors. Humanities scored significantly higher
than technical/economic majors. Five creative leisure activities were significantly correlated
with the ECI, specifically, writing, painting, composing music, performing drama, and do-it-

yourself home improvement.

Creative capacities are related to various emotional vari-
ables, especially to stable emotional characteristics. The
significance of stable emotional characteristics is recogniz-
able in experimental creative tasks (Gutbezahl & Averill,
1996), divergent thinking tasks (Zenasni & Lubart, 2008),
as well as in creative artistic performance (Aguilar-Vafaie
& Runco, 2008). Ma (2009) classified three main areas of
creativity in his extensive meta-analysis: (a) creativity with
less evaluation, including nonverbal and verbal; (b) crea-
tivity in problem solving, with more evaluation; and (c)
emotional creativity.

Emotional creativity (EC) is a pattern of cognitive abil-
ities and personality traits related to originality and appro-
priateness in emotional experience (Ivcevic, Brackett, &
Mayer, 2007). It involves the particularly effective applica-
tion of an already existing emotion or, at a more complex
level, the modification of a standard emotion to better meet

Correspondence should be sent to Radek Trnka, Science and Research
Department, Prague College of Psychosocial Studies, Milanska 471,
Prague 10, 109 00, Czech Republic. E-mail: trnkar@volny.cz

the needs of the individual or group (Averill, 1999).
Divergence from the ordinary emotional experience is a
key feature of EC, because EC involves the ability to
diverge from the common and generate novel emotional
reactions (Ivcevic et al., 2007). The theoretical conceptua-
lization of EC within other related creativity constructs was
previously provided by Gutbezahl and Averill (1996). The
most common measurement of EC is a self-report ques-
tionnaire, the Emotional Creativity Inventory (ECI; Averill,
1999) developed by James R. Averill.

Previous empirical research examined, for example, the
relationship between EC and a closely related construct,
emotional intelligence (Ivcevic et al., 2007). A series of
statistical tests, as well as confirmatory factor analyses,
supported the distinction between emotional and cognitive
creativity abilities. Whereas emotional intelligence requires
convergent thinking and solving emotional problems, EC
requires divergent thinking and generation of an appropri-
ate, as well as original, response. Ivcevic et al. (2007)
specified EC in terms of generation of personalized combi-
nations of emotions: “Emotional creativity can involve a
manipulation and transformation of experience that leads to
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problem solving in the domain of emotions, but experience
alone, rather than problem solving, is sufficient for a
response to be considered emotionally creative” (p. 228).

Zenasni and Lubart (2008) examined the relation of EC
to the creative potential of undergraduate students.
Participants performed two divergent thinking tasks, speci-
fically the “unusual uses of a box” test from the Torrance
Tests of Creative Thinking (Torrance, 1976; in Zenasni &
Lubart, 2008) and the fictitious situation task concerning
traffic (Abele, 1992). “Unusual uses of a box” test is
focused on the ability to generate as many unusual uses
as possible for a cardboard box. In the fictitious situation
task, participants had to imagine what would happen if
there was no traffic in their city, and to generate as many
unusual ideas as they could. EC did not play a significant
role in these creative performances.

Different results were yielded when doing other creative
tasks. Gutbezahl and Averill (1996) tested the relationships of
narrative creative potential and drawings with EC. In Study 1,
participants wrote about three emotionally significant events:
(a) an event that occurred at the time they were starting
college; (b) a serious love relationship or intense crush that
they had experienced; and (c) an unspecified (open-ended) but
unusual event, either real or imagined. Only creativity scores
for the love narrative were significantly correlated with EC.
Further, participants drew crayon pictures of five emotions:
anger, joy, desperation, hope, and shyness. The drawings were
analyzed in two creative domains: expressionistic and picto-
graphic. The expressionistic factor includes the number of
colors and their creative use, creative use of space, and com-
plexity of drawings while the pictographic factor comprises
figurativeness, use of words, and narration of a story. The
pictographic factor corresponded more to a literal representa-
tion of the emotion depicted. Participants who scored high on
the ECI were more expressionistic than participants who
scored low on the ECI. High-scoring participants showed
more creative use of color and space, and they were likely
to use symbolic (nonfigurative) representations of emotions.
On the other hand, participants who scored low on the ECI
were more pictographic; they were more likely to rely on
figurative forms and to tell a story through the picture.

Another written task and creation of a collage were used
in Study 2 of the same paper (Gutbezahl & Averill, 1996).
Participants wrote the conclusion to a story involving a
specific emotional conflict (two dormitory roommates
who dislike each other). Further, participants were
instructed to create a collage of three emotions—joy,
anger, and despair—from pieces of paper of various colors,
shapes, and sizes. The composite creativity score for the
story was correlated with EC, but the composite creativity
score for the collage was not.

Ivcevic et al. (2007) used the Remote Associates Test
(Shames, 1994; in Ivcevic et al., 2007) to test the ability to
make connections between distant ideas. Participants were
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presented with three words and asked to respond with a
fourth word that connects the three stimuli. They also
conduct the American Haiku task (Amabile, 1985), writing
a five-line, nonrhymed poem according to specific instruc-
tions. The assessed novelty of word choice and overall
creativity of the poem were positively correlated with EC.
Furthermore, only one of four subscales of Averill’s (1999)
ECI (subscale novelty) was correlated with the Remote
Associates Test.

The results of the previously outlined experiments indi-
cated what cognitive creative abilities are related with EC
and what cognitive creative abilities work probably inde-
pendently of EC. Some studies also tested the relationship
of EC with self-report measurements of cognitive creativ-
ity. For example, the Creativity Styles Questionnaire—
Revised (Kumar & Holman, 1997) was administrated to
university students in the study by Fuchs, Kumar, and
Porter (2007). EC was measured by the ECI (Averill,
1999) and correlated with the creativity-styles question-
naire. It seems that cognitive and emotional creativity are
partly overlapping constructs when measured by self-report
instruments. Fuchs et al. pointed out that cognitive creativ-
ity typically occurs within an interpersonal context, and
from this view cognitive and emotional creativity may
involve similar skills, or attitudes. However, they also
stressed the role of individual differences. “Some indivi-
duals may be more technique-oriented in the way they deal
with interpersonal situations, whereas others may be more
spontaneous and rely on unconscious process, and still
others may use strategies based on superstition” (Fuchs
et al., 2007, p. 242). It is reasonable to suppose that cogni-
tive creativity, although primarily concerned with intellec-
tual abilities, does involve an emotional investment, as well
as the ability to work in interpersonal contexts. On the other
hand, it is not likely that EC does not include any intellec-
tual cognitive processing.

Besides the field of creativity research, previous studies
have explored many other aspects of EC. EC has been tested
in relation to cognitive intelligence (Averill & Thomas-
Knowles, 1991; Ivcevic et al., 2007), Big Five personality traits
(Averill, 1999, Study 3; Ivcevic et al., 2007), self-esteem
(Averill, 1999, Study 4), alexithymia (Averill, 1999, Study 5;
Fuchs et al., 2007; Zenasni & Lubart, 2008), authoritarianism
(Averill, 1999, Study 4), leadership preferences (Humphreys,
2008), social desirability (Averill, 1999, Study 1), religious
orientation (Averill, 1999, Study 4), locus of control (Averill,
1999, Study 4), ways of coping (Averill, 1999, Study 4), peer
evaluation (Averill, 1999, Study 2), prior traumatic experiences
(Averill, 1999, Study 6), solitude (Long, Seburn, Averill, &
More, 2003), dispositional emotional expressivity (Zenasni &
Lubart, 2008), or in relation to change of the participant’s actual
emotional state (Zenasni & Lubart, 2008).

Despite previous research, many questions remains
unanswered. For example, little attention has been given
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to educational and leisure domains. Cheung, Rudowicz,
Yue, and Kwan (2003) compared students of business,
humanities and social sciences, and science and technology.
They were administered with tests of verbal divergent
production, creative personality traits, and self-reported
creative products. Verbal divergent production involved
five tasks, which generated measures of divergent thinking
as verbal fluency, flexibility, novelty, innovativeness, and
originality. Students of humanities and social sciences
scored higher in terms of originality and fluency in verbal
divergent production, whereas students of science and tech-
nology scored higher in verbal innovativeness.

Charyton and Snelbecker (2007) compared specifically
engineering and music students by various creative measures.
Musicians had higher levels of general creativity, as well as
higher levels of music creativity than engineers. No signifi-
cant difference was found in terms of scientific creativity.

Similarly, self-rated creativity, divergent thinking, and
everyday creative achievement of art and science students
have been compared (Furnham, Batey, Booth, Patel, &
Lozinskaya, 2011). Art students scored higher in self-rated
creativity and also in creative achievement, meaning involve-
ment in various creative activities in the past 12 months (e.g.,
writing a short story, composing a piece of music, creating
one’s own website, designing and planting a garden).

As shown herein, previous research of cognitive creativ-
ity revealed interesting findings in respect to different col-
lege majors. This field remains, however, unexplored in the
case of EC. Although Sanchez-Ruiz, Hernandez-Torrano,
Pérez-Gonzalez, Batey, and Petrides (2011) examined the
relationship between trait emotional intelligence, creative
cognitive abilities, and self-reported creative personality
scale, to our knowledge, no study explicitly concerned
with the relationship between EC and student’s fields of
study has been conducted. Addressing this gap was one of
incentives for conducting the present study.

THE PRESENT STUDY

As mentioned, little is known about the relationship of field
of study and EC in university students. Given the results of
previous studies in cognitive creativity research, it seems
tenable to hypothesize that levels of EC may vary in dif-
ferent college majors. This investigation aimed to explore
how the choice of college majors is interrelated with EC in
the sample of university students.

The previous study by Ivcevic et al. (2007) explored the
relationship of EC with behavioral creativity that was mea-
sured by the artistic activity and artistic expression and
appreciation scales (Brackett, 2003; in Ivcevic et al.,
2007). Ivcevic et al. concluded that EC is an ability that
significantly predicted involvement in the arts and that EC
may play a role in the involvement in self-initiated artistic

activities. They also pointed out that the relationship
between EC and creative behavior could be better under-
stood by conducting further research focused on real-life
creative activities. This study followed this line of research
and aimed to find out what kinds of particular leisure
creative activities are related to EC. Such findings were
not included in the study of Ivcevic et al. (2007), the focus
was on the involvement in performing visual arts and
creative writing. The artistic activity and artistic expression
and appreciation scales includes two general scales, the
artistic activity scale and the artistic expression and appre-
ciation scale. The artistic activity scale includes items
referring to visual arts and creative writing and the artistic
expression and appreciation scale is focused on involve-
ment in performing arts and cultural events (e.g., attending
an opera or ballet performance). However, the range of
real-life creative involvement is much larger and covers
plenty of various types of creative activities and hobbies.
To our knowledge, no study has explored interrelations of
EC and real-life involvement in specific creative activities.
Therefore, this study was focused on the appraisal of rela-
tionships of EC with different types of real-life creative
activities and creative hobbies as well as to consider gender
differences in EC.

METHOD

Participants

Data were collected from university students, university
graduates and young adults of similar age. The majority
of participants were young people, often college students
(68%, age between 18-33), educated mostly in the huma-
nities 41% (technical or economic 29%; natural science or
medicine 9,6%). The final sample consisted of 251 respon-
dents (156 women and 95 men), the median age was
26 years. Participants were recruited from Czech universi-
ties of different types and from random data collection in
the capital of the Czech Republic. Participation in the study
was fully voluntary and anonymous with no explicit incen-
tives provided for participation.

Instruments: ECI

EC was measured by the self-report questionnaire, the ECI
(Averill, 1999). This ECI version consists of 30 items, rated
on a 5-point scale, with anchors of 1 (strongly agree) and 5
(strongly disagree). The total sum range is from low 30 to
high 150. Two of the 30 items are reversely coded. The ECI
has three subscales that reflect several aspects of EC: pre-
paredness (e.g., I think about and try to understand my
emotional reactions), novelty (e.g., | sometimes experience
feelings and emotions that cannot be easily described in
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ordinary language), and effectiveness/authenticity (e.g., My
emotions help me achieve my goals in life).

Cronbach’s alpha of the 30-item scale (based on 232
cases) was .89. The total score on the 30-item ECI scale
(rated from 1 to 5, respectively sum from 30 to 150) was
from 59 to 145 with mean value 99.67. Such a result
corresponds well to the literature (Averill’s 1999 analysis
of 489 respondents sample with range from 59 to 145 and
mean of 103.46). The scale thus shows a high degree of
internal consistency and allows us to explore the relation
between EC and leisure activities.

Real-Life Involvement in Creative Leisure Activities

Considering free time activities, seven creative leisure
activities were included as options with a 3-point scale
assessing the frequency of its practicing (1 = offen,
2 = sometimes, 3 = never). The proposed leisure activities
were: writing poems or prose, including blogs; composing
music or music improvisation; performing drama or dance
improvisation; drawing pictures or other fine art activities;
sculpture or ceramics designed originally by the respon-
dent; any kind of inventing; do-it-yourself, and “any other”
category to catch possible left-behinds and explore respon-
dents’ subjective interpretations of creative activity. The
category “any other” was an open question, participants
were allowed to name another creative leisure activity in
case that they did not find the appropriate category in the
proposed options. The numbered list of the creative leisure
activities is provided in the Results section.

The open question “Any other creative leisure activity?”
was transformed from a 3-point scale into a dichotomous
variable: If any additional activity was reported, then it was
categorized as presence, when no activity was added, it was
considered as absence of additional creative hobby. The
decision about whether an activity is creative or not was
left to participants, except in the case of sports. Sports and
outdoor activities was a category of their own.
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We avoided offering options involving only passive par-
ticipation in arts like visiting the theater, or semicreative
activities like playing a musical instrument by reading
notes. All the creative leisure time battery was transformed
into one dichotomous variable providing information about
the presence or absence of any creative activity (if there was
presence of value 1 and 2 in at least one of the variables in
the battery = presence; if all were rated 3 = absence).

Field of Study

Students sorted their field of study into four main cate-
gories: arts, humanities, natural science/medicine, and tech-
nical/economics. The arts category included solely artistic
fields of study (such as acting, film making, painting,
music, dance, etc.) in accordance with the approach taken
by Hartley and Greggs (1997).

RESULTS

Reliability

There are three dimensions of the ECI scale considered in the
literature: preparedness, novelty, and effectiveness/authenti-
city (Averill, 1999). Factor analysis allowed us to consider
three factors. Explained variance by the first three factors
(26%, 10%, and 5%; see Table 1) corresponded quite well
with Averill’s (26%, 11% and 3.f. 6%), but a more appropriate
solution appeared to take into account only one factor and
consider the ECI scale as one dimensional.

When the three factor solution was tested, the best options
proposed by Factor analysis did not match the theoretical
assumptions. Items loaded to factors across the expected struc-
ture regardless of the application of Varimax (see Table 2) and/
or Oblimin rotation (which was used by Averill, 1999 and
which confirmed the theoretical structure). Also Cronbach’s
alpha reduced from .89 to .75, resp. .72 when the three

TABLE 1
ECI Scale-Total Variance Explained

Initial Eigenvalues

Extraction Sums of Squared Loadings

Rotation Sums of Squared Loadings

Component Total % of Variance Cumulative % Total % of Variance Cumulative % Total
1 7.76 25.85 25.85 7.76 25.85 25.85 6.40
2 2.98 9.94 35.79 2.98 9.94 35.79 5.10
3 1.60 5.33 41.13 1.60 5.33 41.13 2.96
4 1.44 4.80 45.93

5 1.29 4.30 50.23

6 1.11 3.69 53.91

7 98 3.27 57.18

Etc.

Extraction Method: Principal Component Analysis.

When components are correlated, sums of squared loadings cannot be added to obtain a total variance.
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TABLE 2 TABLE 3
ECI Scale-Rotated Component Matrix (Varimax) ECI Scores of Men and Women
Component Sex n Mean SD SE Mean
1 2 3 ECI_sum Women 142 102.09 15.24 1.28
Men 90 95.86 19.70 2.08

ECI_1 prepardeness .56
ECI 2 62
ECI 3 57
ECI 4 .60 women is 156, men 95): fine arts and do-it-yourself were
ECL5 57 the most popular creative leisure activities. Inventing was
ECL 6 A5 very popular among men (second place; women placed it as
ECI_7_rev .60 . .
ECI 8 novelty 60 fourth). Ceramics and sculp'Fure creating were r.eported
ECI 9 58 rarely. On one hand, gender differences are visible in cera-
ECI_10 .60 mics and drama, which appear to activities preferred by
ECL 11 78 women; music and inventing are activities preferred by
I 62 men. On the other hand, when the numbers to equal weight
gg—ii 59 2 of men and women were standardized, the majority of
ECI 15 ' 60 creative activities were equally distributed between both
ECI_16 43 genders (Figure 2).
ECI 17 .50
ECI 18 58
ECL_19 71 EC and Real-Life Involvement in Creative Leisure
ECI 20 39 Activities
ECI_21 effectiveness/authenticity 42 43
ECI 22 A7 46 First, the general relationship between the practice of any
ECI 23 46 creative leisure activity with the ECI score was found.
Eg_;: rev . 66 Correlations between ECI and creative activities were
ECI 26 ' 56 tested primarily by Pearson’s coefficient, secondly by
ECI 27 44 Kendall’s tau-b and Spearmen’s rho.
ECI 28 .65 Almost everyone has at least some kind of creative
Eg,ig . 72 leisure activity. Only 9 of the 251 participants referred to

Extraction Method: Principal Component Analysis. Rotation Method:
Varimax with Kaiser Normalization.
A Rotation converged in 8 iterations.

dimensions were tested. Therefore the ECI scale was applied
primarily as one dimensional in subsequent analysis.

Gender Differences in EC

The hypothesis about women displaying generally higher EC
was tested before going into leisure time details. Statistical
tests (Mann Whitney and #-test) proved that women scored
significantly higher on the ECI than men (see Table 3). The
population sample confirmed the hypothesis about more emo-
tionally creative women. This finding is in line with previous
empirical research (Averill, 1999).

Popularity of Individual Creative Leisure Activities

The popularity of particular creative leisure activities
among students with respect to gender differences is pre-
sented in Figure 1 (number of participants who reported
practicing the activity often or sometimes; total number of

no such activity at all and they scored significantly lower
on the ECI scale (see Table 4). Not surprisingly, real-life
involvement in creative leisure activities and the ECI were
strongly correlated (correlation r = .187 is significant on
p =.01).

Looking in more detail, five of the seven proposed types
of creative hobbies were found to be significantly corre-
lated positively with the ECI score, specifically:

1. writing poems or prose, including blogs (r = .326,
p=.01)

2. painting: drawing pictures or other fine art activities

(r=.251,p=.01)

DIY: do-it-yourself (» = .196, p = .01)

4. drama: performing drama or dance improvisation
(r=.144, p = .05)

5. music: composing music or music improvisation
(r=.141, p = .05)

w

The overall involvement in selected creative leisure
activities from a gender perspective was equal (523 activ-
ities chosen by men and 526 activities chosen by women).
No relation between the popularity of a specific creative
leisure activity and higher ECI score of women was found.
There was positive correlation between people who refer to
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Creative Leisure Activities
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FIGURE 1 Popularity of individual creative leisure activities.
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FIGURE 2 Weighted popularity of individual creative leisure activities.
_ TABLE 4 _ o into the music category 3%; dancing into drama 4x; diary,
Real-Life Involvement in Creative Leisure Activities essay, and other writing in the writing category 3x; furni-
H dich n Mean  SD  SE Mean ture reconstruction and nesting box construction in do-it-
— yourself 2x), the participants reported:
ECI_sum  NO creative activity 9 83.56  14.66 4.89
YES creative activity 223 10032 17.15 1.15

additional creative leisure activities and their ECI score
(r = .187, significant on p = .05).

An interesting list of additional creative activities was
identified, which can provide useful tool for follow-up
research. Besides those creative activities that can be
included in the proposed categories (DJing and singing

sewing/knitting 11x

photography/film making 7x

jewellery making 6x

gardening, garden design, plant growing 6%

cooking 4x

activities with children (inventing and creating their
leisure activities, including creation of fairy tales) 3x

flower arrangement 2X.
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and single occurrence of items like: creating strategies in
PC and top desk games, architecture, thinking, mar-
keting, managing events.

EC and Field of Study

When the relation of the ECI to field of study was explored,
it seems to be related at least to some extent. A series of
statistical tests (ANOVA and #-tests) conducted among
university students and university graduates proved that
arts students scored significantly higher on the ECI than
other majors. Humanities scored significantly higher than
technical/economic majors. The difference between huma-
nities and natural sciences/medicine did not reach the
threshold of significance, although students of humanities
scored higher on the ECI than students of natural sciences/
medicine majors (see Table 5).

The distribution of real-life involvement in creative lei-
sure activities according to field of study is described in
Figure 3. Each column presents percentages of students of
different majors who conduct a particular leisure activity.
The percentage was calculated from the total number of
students in the discipline for each activity, therefore, it does

TABLE 5
ECI Scores in Different College Majors
ECI _sum n Mean SD SE Mean
Arts 14 111.14 15.84 4.23
Humanities 94 102.09 14.88 1.53
Natural sciences /Medicine 22 96.59 13.44 2.87
Technical /Economics 67 95.82 19.16 2.34
Total 197 99.98 16.82 1.20

not count 100% together. For easier orientation just the
hobbies that were correlated with EC are presented.

DISCUSSION

The results of this study correspond with general assump-
tion concerning different emotionality in art and humanities
students in comparison to students of technical and eco-
nomic majors. We provided new specific evidence in the
given area, when investigating EC in relationship to uni-
versity students’ field of study. These results may extend
the findings by Hartley and Greggs (1997), which pointed
to the significant thinking differences in arts and science
students. Also Furnham and Crump (2013) provided further
confirmation of differences between art and science stu-
dents by applying a combination of intelligence tests. Arts
students scored higher on factors such as warmth, sensitiv-
ity, vigilance, tension or openness to change and lower on
factors such as rule conscientiousness or perfectionism in
comparison to science students.

Arts students and graduates scored significantly higher on
the ECI than other college majors in the present study. Further,
humanities students and graduates scored significantly higher
than technical and economic majors. The question arising
from our results is, why? Inspiration for a possible causal
explanation is suggested by e.g., Hartley and Greggs (1997),
who stressed the key importance of the role of secondary
school teachers on pupils’ thinking and may function as a
crucial factor for the future choice of college major. Teachers’
personality including teaching style, how attractively they
present their subject area, as well as their charisma may
promote students’ interest in a given field of study. Although

Creative Activities by Field of Study
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FIGURE 3 Real-life involvement in creative leisure activities according to field of study.
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such interests are developed in the course of both primary and
secondary education, secondary level may play a more impor-
tant role because it directly precedes university studies.

An alternative reasoning accompanied the results of
Furnham and Crump’s study (2013) turn our attention to
childhood:

Thus one may expect the school pupil who does better at
English than Mathematics to favour languages and that
their results are in part a function of the verbal vs numerical
ability. Equally the social and emotional sensitivity of a
pupil may lead them to find arts subjects like poetry, music
or literary criticism more attractive than the arts which are
perceived as cold and “boring”. (p. 154)

These assumptions worked with emotional sensitivity as an
important influence on the development of preferences for
various subjects. It is reasonable to understand emotional
sensitivity as an overlapping construct with EC in this
context, because preferences for subjects may be formed
not only by heightened perception of emotional content, but
also by their subsequent processing and storage into the
memory. Such processing may be closely related to stu-
dents’ emotional creative capacities.

Thus, EC, distinct from emotional intelligence, seems to
be primarily determined socially via the influence of par-
ents, teachers, and peers. This statement is in line also with
the delimitation of EC provided by Runco (2007). EC is a
learned ability, developed in society, and can be seen as a
specific adaptation tool or mechanism to cope effectively
with various everyday situations via creative management
of one’s own—and/or manipulation of societal—emotions.

Another point to discuss here is how stable personal
characteristics, such as EC, influence the choice of college
majors among students. To explain this issue, Holland’s
theory of vocational choice (Holland, 1997) has been
widely used to investigate students’ personality types (rea-
listic, investigative, artistic, social, enterprising, conven-
tional) (see Helson, 1996; Ludwig, 1995), e.g., in relation
to the choice of specific college majors (Pike, 2006; Smart,
Feldman, & Ethington, 2000). It stressed the importance of
students’ socialization into the selected major’s environ-
ment, which corresponded to the mentioned specific per-
sonality types. The question is whether students are
sufficiently aware of their personal dispositions to choose
a suitable major environment. This point could also influ-
ence our interpretation of results, because individual
Holland’s personality types may be related to different
levels of various emotional traits. However, it would be
speculative to estimate in more details which Holland’s
personality types are more, or less, emotionally creative.

Turning to the role of real-life involvement in creative
leisure activities, our research was based on the fre-
quency of practicing of various leisure activities in
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relation to the emotional creative capacities measured
by the ECI. Going into more detail, we found five of
seven proposed types of creative hobbies significantly
correlated positively to the ECI score: (a) writing
poems or prose, including blogs (significant on
p = .01); (b) painting: drawing pictures or other fine art
activities (significant on p = .01); (c¢) DIY: do-it-yourself
(significant on p = .01); (d) drama: performing drama or
dance improvisation (significant on p = .05); (e) music:
composing music or music improvisation (significant on
p = .05). Surprisingly, producing original ceramics and
sculpture and any kind of inventing was not in correla-
tion with the ECI score. If we try to find any differences
between activities correlating and not correlating with the
ECI score, items (a) to (e) with an exception of (¢) are
similar in their creative artistic emphasis. On the other
hand, DIY abilities are distinctive in that the primary
motivation for their practice is oriented toward material
outputs for daily use. Let us briefly introduce the specific
status of DIY in the Czech post-communist culture.

DIY products are traditionally appreciated by the family
as well as by others in the Czech posttransitional society.
DIY abilities are usually useful at home when repairing
broken electrical appliances, furniture, by car maintenance
and at lots of amateur creative handicraft activities at home.
A significant part of the Czech population was used to
building their family houses alone or with the reciprocal
help of neighbors. This is partially a result of the burden of
40 years of communist totality (1948—1989), when particu-
larly DIY activities at weekend houses were the only way
of self-realization, while travel, not-officially approved
music, drama or literature was forbidden. DIY products
are usually made with high personal involvement and emo-
tional concern. Thus, the Czech historical context may
explain the relationship of DIY with ECI in the Czech
population sample.

On the other hand, producing original ceramics and
sculpture and any kind of inventing seem to be activities
not demanding high levels of EC. We believe that inventing
does not belong in the artistic area, although creativity must
be definitely present in the inventing process. However, it is
tenable to assume that inventing is much more dependent
on some types of cognitive creative abilities than on emo-
tional creative abilities.

This study has several limitations. The total number of
251 participants allowed us to apply statistical tests reason-
ably. However, when the participants were divided into
field of study categories, the load of arts and natural
science/medicine categories were disproportionate in com-
parison to the others. This fact was difficult for statistical
comparison of the mean ECI scores especially between the
two low numbered categories. Nevertheless, additional
nonparametric tests (Mann Whitney U and Wilcoxon W)
proved the difference between arts and natural science. In
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respect to the results, we propose for further research to
ensure a more balanced sample of participants to verify the
exceptional EC of arts students.

Furthermore, the influence of previous secondary school
teachers on the students’ choice of college majors was not
controlled in the present research design. It represents an
important factor that may be also included in the design
exploring the role of creative capacities in the choice of
college majors. Measuring preferences of secondary school
subjects as well as the popularity of the subjects’ teachers
could be a contributing for possible follow-up research on
EC and college majors in the future.
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Osobnostni dispozice pro proZivani studu a pocitii viny u Zaki/Zakyni ceskych

zakladnich $kol

Nasledujici vyzkum vznikl v rdmci rozsdhlé mezinarodni studie "Health and Health
Behaviour in School-Aged Children" (HBSC international survey), ktera je garantovana
Svétovou zdravotnickou organizaci WHO. Projekt HBSC je vyzkumna studie
kolaborativniho charakteru, komplexné¢ mapujici zivotni styl u Skolni mladeze a dalsi
aspekty chovani Skolni mléddeze s vazbou na jejich stavajici 1 budouci zdravi. Studie
vychazi ze stanoviska WHO, kterd uvadi, ze chovani a zivotni styl v dospélosti jsou
vysledkem vyvoje v détstvi a dospivani. Sledovani vyskytu riznych behavioralnich
a psychickych aspektt ovliviijicich zdravi u Skolni mladeZze je velmi dulezité z hlediska
vefejného zdravi, s vazbou na preventivni iniciativy v oblasti podpory zdravi. Ceska
republika se spolu s dalsimi 24 pfevazné evropskymi staty poprvé studie zu¢astnila v roce
1995, pticemz tento vyzkum se opakuje vzdy ve Ctyfletych intervalech. V ramci projektu
HBSC byl také vytvofen nastroj na méteni studu a pocitu viny s nazvem "Guilt and Shame
Experience Scale” (GSES, Malinakova et al., 2019), jehoz validizace na populaci
zakid/zakyni druhého stupné Ceskych zakladnich Skol byla pfedmétem nasi nasledujici

studie predkladané v této habilitacni praci.

Prozivani studu a pociti viny ve Skolnim prostiedi velmi Uzce souvisi
s tzv. socidlni uzkosti (Wu et al., 2021). Socidlni tzkost se vyskytuje u riznych druhti
vykonovych ¢innosti a podili se také na prozivani strachu ve Skolnim prostiedi
(Pavelkova et al., 2020). Emoce studu je spojena s piili§ vysokou zodpovédnosti za vlastni

vysledky, anebo se subjektivné konstruovanou nedtivérou ve vlastni schopnosti.

Stud i pocity viny jsou Casto vyvolavany socidlnim srovnanim studijnich vykont
v ramci tfidy. Kromé toho se ukazuje, Ze stud je vyznamnym medidtorem mezi socialni

tizkosti a Sikanou ve $kolnim prostfedi (Wu et al., 2021). Sikana narusuje vnitini
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psychickou rovnovahu a pocit bezpeci. Kromé toho vyvolava pochybnosti o vlastni osobé
i o socialnim okoli. Sikanovany jedinec mé tendenci piehodnocovat postoje vi¢i sobé
a pripisovat Sikanovani vlastni slabosti ¢i osobnim nedostatkim (Wu et al., 2021). Tyto
kognitivni procesy jsou spojeny také s prozivanim studu. Ve snaze zbavit
se nepiijemnych pocitl studu a hanby se Sikanovany jedinec Casto stahuje do ustrani,
ma tendenci izolovat se od ostatnich, ¢imz ale dlouhodob¢ posiluje svou socidlni izkost

(Wu et al., 2021). Proto je stud povazovan za mediator mezi socialni tizkosti a Sikanou.

Stud 1 pocity viny jsou moralni emoce spojené s porusenim vnitinich ¢i vnéjSich
norem a védomim, ze toto poruseni bylo vniméano socialnim okolim jedince (Dearing
et al., 2005). Hlavni rozdil je v tom, Ze pocit viny se tyka negativniho hodnoceni chovani
v konkrétni situaci a motivuje k napravé disledkti tohoto chovani (napiiklad k omluve,
k napravé Skody, Caprara et al., 2001; Stuewig et al., 2010), zatimco stud zahrnuje
negativni hodnoceni sebe sama a vyvolava spiSe touhu stdhnout se do ustrani, mimo

pozornost ostatnich (Kemeny et al., 2004; Tracy & Robins, 2004).

Co se situacniho kontextu tyce, nelze jednoznacné diferencovat, ve kterych
situacich se vyskytne pocit viny a ve kterych stud, nicméné Ize zde vysledovat rizné
tendence. Pocity studu se objevuji v situacich, kdy se jedinec dopusti spolecensky
nevhodného chovéani, pfi poniZeni zplsobeném ze strany socidlniho okoli anebo
pfi diskrepanci mezi skutecnym a idedlnim ja (napf. stud, ktery je vyvolan negativnim
hodnocenim vlastni télesnosti). Naopak pocity viny se Castéji objevuji v situacich
narusujicich konvencni o¢ekavani v oblasti chovani ¢i v pfipadé neuspéchti ve Skole nebo
v praci (Tangney, 1995). Je tfeba zdlraznit, ze jen malo udalosti vyvolava u lidi pouze

jednu z téchto moralnich emoci. Velmi Casto se stud a pocity viny objevuji soucasné.

Nasledujici studie pfedstavila validizaci nové vytvoieného nastroje "Guilt

and Shame Experience Scale" (GSES) na populaci zakt/zakyni c¢eskych zakladnich skol.
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Na této studii jsem participoval jako posledni autor a supervizor. Mé&l jsem proto
na starosti odborny dohled, a krom¢ toho jsem napsal Cast Introduction, podilel
se na finalizaci textu rukopisu a zapracovaval pripominky oponentti v prub¢hu recenzniho

tfizeni. Celkovy podil participace na ptipraveé studie byl 30% z celkového objemu prace.
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Abstract: The Guilt and Shame Experience Scale (GSES) is a new, brief self-report instrument for
assessing experiences of guilt and shame. It includes two distinct scales: feelings of shame and
feelings of guilt. The present report focuses on results from a final validation study using a nationally
representative sample of 7899 adolescents (M age = 14.5 + 1.1 years, 50.7% boys) who participated in
the 2014 Health Behavior in School-aged Children study. For factor analysis, the dataset was divided
into two groups. One group (n = 3950) was used for the Exploratory Factor Analysis (EFA) and the
second (1 = 3949) for the Confirmatory Factor Analysis (CFA). The EFA results in a one-factor model of
the GSES scale, while the CFA suggests a two-factor solution mirroring two scales, feelings of shame
and feelings of guilt. Both models have a good fit to the data, and the scale also showed high internal
consistency (Cronbach’s alpha = 0.89). A nonparametric comparison of different sociodemographic
groups showed a higher disposition for experiencing guilt and shame among girls, students of
the ninth grade, and religious respondents. A comparison of the results to previously published
results obtained from adults indicates that adolescence is a developmental period involving low
differentiation between moral emotions like guilt and shame compared with adulthood. Moreover,
positive association with religious attendance shows a need of addressing these issues in a pastoral
care setting.

Keywords: GSES; guilt; shame; psychometric evaluation; adolescents; religious attendance

1. Introduction

Guilt and shame are complex, self-conscious emotions linked to one’s responsibility of meeting
social standards and rules [1]. The research of these emotions is exceptionally important, because their
experience has been found to be related to various health-related aspects of quality of life. Shame was
found to be significantly related to depressive symptoms and cognitions [2] and also interlinked
with the occurrence of different forms of abuse, emotional neglect, hostility, problematic alcohol
and drug use, eating disorders, nonsuicidal self-harming, and repressed anger in adolescents [3-5].
Shame also partially mediated the positive relationship between distorted obsessive-compulsive
beliefs and depression [6]. Additionally, shame-proneness impaired empathy, which may result in
various interpersonal difficulties [7]. In contrast to shame, guilt seems to be a relatively benign emotion
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when experienced alone, but becomes maladaptive when being excessive, ruminative, and fused with
shame [8,9]. Taken together, the above-outlined negative health outcomes of shame highlight the
importance of further research on guilt and shame in the field of public health (see also [10,11]).

To begin with, let us have a closer look at differences in definitions of guilt and shame.
Both emotions are experienced when a person violates some moral or social norms, while realizing
that this transgression is noticed by other people [8]. However, shame and guilt are distinct emotions
with different implications for motivation and adjustment [3]. Guilt is concerned with the negative
evaluation of a specific behavior in a particular situation, resulting in a desire to confess, apologize,
and repair [12]. In contrast, shame involves the negative evaluation of the self and elicits a desire to
vanish or escape [12]. In other words, guilt is a negative feeling much more related to the specific event,
rather than to the self. In contrast, shame involves a global negative feeling about the self in response
to some misdeed or failure that is often triggered by a social event in which a drop of personal status
or feelings of rejection are perceived [3,13].

Some factors have already been associated with a higher disposition for experiencing feelings
of guilt and shame in adolescents, for example, gender [14], childhood maltreatment [15], parenting
style [16], or bullying [17]. However, we could presume that other factors will also be involved,
including religiosity and spirituality. This presumption can be supported by a previous study reporting
that religious scrupulosity was negatively associated with one’s well-being [18] and that the higher
levels of religious participation in early adolescence could result in a higher moral sensitivity, which can
consequently contribute to feelings of guilt regarding everyday transgressions [19].

The growing need for creating a more solid scientific background in this area also stresses the key
importance of having valid instruments suitable for this kind of research. At this moment, there are
three types of self-report measures of guilt and shame available: scenario-based, adjective-based and
statement-based measures. Scenario-based measures ask participants to read hypothetical scenarios
and select how they would most likely act, think, and feel from a given set of responses. Examples
of scenario-based measures are, the Test of Self-Conscious Affect—3 (TOSCA-3) [20] or the Guilt
and Shame Proneness scale (GASP) [21]. Scenario-based measures are relatively time-demanding as
they require the detailed reading of a hypothetical scenario by participants. Thus, their use in large
population or epidemiological surveys is obviously limited. Furthermore, Cohen and Wolf [21] pointed
out that the TOSCA-3 has some limitations, for example, that emotional and behavioral responses to
transgressions are confounded in the items’ focuses.

Adjective-based measures, for example, the Personal Feelings Questionnaire-2 [22], are based
on participants’ rating of the frequency of experiencing guilt and shame. The participants are asked
questions like “Indicate to what extent you feel this emotion” and are provided with particular adjectives
representing specific discrete emotions, for example, guilt and shame. Adjective-based measures have
been criticized because of the detachment of guilt and shame from the specific contexts in which
they occur and with no reference to the specific features of these emotions, that is, phenomenological,
motivational, and behavioral features [23].

Statement-based measures ask participants to rate how much they agree with a statement
describing the experience of shame and guilt. The Brief Shame and Guilt Questionnaire for Children
(BSGQ-C) [24], the Adolescent Shame-Proneness Scale (ASPS) [25], or the State Shame and Guilt
Scale (SSGS) [26]—a 15-item self-report scale of “in-the-moment (state) feelings” of shame, guilt,
and pride, which is also available in a shorter 8-item version [23]—are examples of statement-based
measures. However, these measures have certain disadvantages, like a focus only on shame (ASPS),
on the child population (BSGQ-C), or limitations concerning the item structure (SSGS), that is, the use
of brief phenomenological descriptions of shame and guilt, where the statements are relatively
general “(e.g., I feel small”, “I feel humiliated, disgraced”) and lack a deeper contextualization of
discrete emotional experiences. Therefore, in order to further explore the psychological mechanism of
self-conscious emotions and promote a more appropriate assessment of them, an improved measure of
guilt and shame is needed.
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The Guilt and Shame Experience Scale (GSES) [27] is a recent statement-based measure of guilt
and shame consisting of eight items. This questionnaire is based on items describing the experience of
guilt and shame in a more detailed and contextualized manner (e.g., “I blame myself for things that
other people do not think of”, “I feel the need to explain or apologize for the reasons for my actions”,
or “I'm losing hope that I will ever be a good person”). The GSES was validated on the adult Czech
population with very good psychometric results [27] and could thus represent a useful and easy-to-use
measure of guilt and shame. However, so far, no validation has been done on the adolescent population.
Therefore, the main aim of the present study was to assess the psychometric characteristics of the GSES
and to obtain reference norms in a representative sample of Czech adolescents. Moreover, given the
above-mentioned research gap in associations of guilt and shame with adolescent religiosity, religious
attendance and importance of faith were also considered in the present study.

2. Materials and Methods

2.1. Participants and Procedure

A nationally representative sample of Czech adolescents was gathered through the 2018
Health Behavior in School-aged Children (HBSC) study. This international study examines health
and health-related behavior and socioeconomic determinants in children in 48 European and
North American countries. In order to achieve representativity of the sample and in line with
the HBSC study protocol, schools were first stratified by region, school size, and type of school (primary
schools vs. secondary schools). Consequently, 227 schools were randomly selected from each quota
and contacted. Of these schools, 7 refused to participate (i.e., the school response rate was 97%) and
were substituted by nearby schools of similar size in their close neighborhood. In the next step, classes
from the 5th, 7th, and 9th grades, which are in general corresponding to the age categories of 11-,
13- and 15-year-olds, were randomly selected, one class from each grade per school. Thus, between
May and June 2018, we obtained data from 13,885 pupils (response rate 86.4%). The most frequent
reasons for nonresponse were illness (8.87%) or other reasons for absence (4.18%), and only 84 children
(0.5%) refused to participate in the survey. Of this sample, 238 questionnaires were excluded because
of the problems with internal consistency and due to missing responses to key questions. Above that,
another 270 respondents were excluded because their age lay outside the age range of the specific class.
Thus, the sample involved 13,377 respondents.

Data were gathered through online surveys. Instructions were given by trained administrators
with no teachers present in the classroom in order to reduce response bias. Respondents had one school
lesson (45 minutes) to complete the questionnaire. The GSES questionnaire was administered only to
adolescents from the 7th and 9th grades, that is, to 8997 respondents. Furthermore, questionnaires
lacking an answer on any of the GSES items were excluded. This led to a final sample of 7899
respondents (mean age = 14.5, SD = 1.1, 50.7% boys).

Participation in the survey was anonymous and voluntary. The Czech legislative system does
not require written informed consent for participation in questionnaire surveys. Thus, we obtained
the consent from the school management of all participating schools. Consequently, the school
management informed the parents of the pupils in advance, and they could decide if their child would
not participate in the survey. Moreover, participation in anonymous questionnaire surveys is covered
by a so-called “general consent” that the Czech schools collect from the pupils’ parents/legal guardians
at the beginning of each school year. The study design was approved by the Institutional Research
Ethics Committee of the Faculty of Physical Culture, Palacky University Olomouc, with the reference
No. 9/2016. The survey was conducted under the auspices of the Ministry of Education, Youth and
Sports of the Czech Republic and the World Health Organization Country Office in the Czech Republic.
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2.2. Measures

The original GSES was presented by Malinakova et al. [27]. This research tool was developed
following the review of relevant literature and consultations with professionals in the area of
psychology and psychotherapy. In the original form, it contained 10 items. However, a psychometric
evaluation revealed better characteristics for an 8-item version, which was used in this research. It is a
self-assessment measure of one’s experiences of guilt and shame. The eight items are divided into a
guilt subscale and a shame subscale, each containing four items. Following the introductory question:
“To what degree do you agree with the following statement”, for each item, the respondents answer
questions using a four-point scale ranging from “not at all” (1) to “significantly” (4). The overall score
from the GSES is computed by summing the responses to all items, so it ranges from 8 to 32, with a
higher score corresponding to higher experiences of guilt and shame. The order of items was adjusted
according to recommendations of the original article [27]. The whole questionnaire is attached herein
as Supplementary File S1—the GSES scale.

Importance of faith was assessed by a single question: “How important is faith for your life?”,
which was introduced from Slovak HBSC studies. Possible answers ranged from “not at all” (1) to
“absolutely” (7). For the purpose of further analysis, the variable was dichotomized, so respondents
who scored higher than 4 points (“Neither important, nor unimportant”) were considered to be those
for whom faith is important.

Religious attendance was also assessed with a single question that has been used in the last two
Czech HBSC studies: “How often do you go to church or to religious sessions?”. Possible answers
ranged from “not at all” (1) to “several times a week” (6). Respondents who reported that they attend
religious sessions at least once a week (5 or 6) were considered to be attending.

Gender, age, and other basic sociodemographic characteristics were obtained by the questionnaire.

2.3. Statistical Analyses

All statistical analyses were performed in the statistical software R 3.6.0 (R Development Core
Team, Auckland, New Zealand) and IBM SPSS Statistics, version 21 (IBM, Armonk, NY, USA).
The distribution of individual items and the raw score were executed with histograms. Normality
of the data was tested with the Shapiro-Wilk’s test. Since the data was not normally distributed,
nonparametric methods were used for the statistical analyses. The correlation between the scale items
was evaluated with polychoric correlations. The Wilcoxon rank-sum test was used for comparison
of two groups (gender and grade differences, importance of faith). Comparison of multiple groups
(religious attendance) was done using the Kruskal-Wallis test (i.e., nonparametric ANOVA) with
Bonferroni correction.

For the purposes of factor analysis, the dataset (n = 7899) was split into two halves using a random
permutation of the respondents” order. Thus, two sets of data with almost the same characteristics
were created and further used: the first one (n = 3950) was used for Exploratory Factor Analysis
(EFA) and the second (n = 3949) for Confirmatory Factor Analysis (CFA). Several methods have been
used to determine the number of factors: the Kaiser (K1) criterion, scree plot, Parallel Analysis (PA),
and the Minimum Average Partial (MAP) test. The PA and MAP were based on a polychoric correlation
matrix using the R package random.polychor.pa. The PA was calculated by simulation of 1000 random
matrices of permutated data. The polychoric correlations were used in both the EFA and the CFA
analyses. In the EFA with oblique rotation (Oblimin), optimization was performed with the weighted
least squares method. Parameter estimation in the CFA was executed using the diagonally weighted
least squares method. The comparison of the nested CFA models was carried out with the scaled
difference chi-square test using the Satorra—Bentler (2001) approximation. For the EFA and the CFA
computing, the R Psych and R lavaan packages were used. Cronbach’s alpha and McDonald’s omega
coefficients were employed to assess the internal consistency of the scale.
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3. Results

3.1. Comparison of GSES Scores in Different Groups of Adolescents

The comparison of the mean scores of the whole GSES scale and its two subscales—shame and
guilt—between different groups of adolescents is presented in Table 1. Differences in the mean scores
within gender groups and grades were assessed with the Wilcoxon rank-sum test, while the importance
of faith in God and religious attendance were assessed with the Kruskal-Wallis test (nonparametric
ANOVA).

Table 1. Results of a nonparametric comparison of the mean scores of the Guilt and Shame
Experience Scale (GSES) and its subscales in groups of adolescents (Wilcoxon rank-sum test and
the Kruskal-Wallis test). The p-value refers to the comparison of all groups, whereas the relationships
given in brackets are the result of multiple group comparisons.

Comparison of Comparison of Comparison of

Variables GS?SS/)I €A GSES between Shar(nsijl\)/lean Shame between Gul(l;lg/;ean Guilt between
Groups Groups Groups
Gender
1. female 2.40 (0.77) 2.25 (0.81) 2.55 (0.84)
001 001 001
2. male 2.00 (0.73) p <000 1.85 (0.74) p <000 2.15 (0.81) p <000
Grade
1. seventh 2.18 (0.76) 2.04 (0.79) 2.32 (0.84)
s s =0.002
2. ninth 2.21 (0.78) ns 2.04 (0.81) ns 2.38 (0.86) p=000
Importance of Faith in God
1. Not important 217 (0.77) 2.02 (0.79) 2.32 (0.85)
001 001 001
2. Important 2.36 (0.78) p <000 219 (0.83) p <000 252 (0.84) p <000
Religious attendance
1. Not at all 213 (0.77) 1.99 (0.79) 0001 2.28 (0.85)
2. Seldom, rarely 2.33 (0.75) p < 0.001 217 (0.78) 1_2”*“ pee 249(082) p <0.001
3. Severaltimesayear 240 (074)  (1-2*%,1-3*%,  222(0.78) 1 e 2.58(0.83) (12, 1-3%,
4. Once a month 244 (0.67) 14 15, 2.24(0.79) A LS 63 (073) 14, 15
5. Once a week 237075  16™%26*)  219(080) 0 5_'62,3)6 © o 254(083)  1-6%%,2-6%)
6. Several times a week 2.65 (0.88) 2.55 (0.95) 2.76 (0.89)

Note: SD = Standard Deviation, *** p < 0.001, ** p < 0.01, * p < 0.05, n.s. = Nonsignificant.

The results shown in Table 1 indicate significant differences in the values of guilt and shame
between the various groups of adolescents. Girls reached significantly higher levels of both guilt and
shame than boys (p < 0.001, with the effect size of Cohen’s d and eta-squared being d = 0. 47-0.54
and e = 0.05-0.07, respectively). There was no significant difference found in shame between the
seventh and the ninth grades of school (age groups of 11 and 13 years old); the mean value of guilt was
found to be slightly higher in the ninth grade (p = 0.002, with low effect size of d = 0.07 and e = 0.001).
Religious belief was associated with both subscales, guilt and shame. Those adolescents who reported
that faith in God was not important at all scored significantly lower in guilt and shame than all other
adolescents (p < 0.001, effect size: d = 0.16-0.18, e = 0.006-0.008). Analogously, those adolescents
who never go to church had significantly lower values of guilt and shame than all other adolescents
(p < 0.001, effect size: d = 0.27-0.29, e = 0.019-0.021).

3.2. Psychometric Properties

3.2.1. Verification of Factor Structure

A total of three datasets were used for the statistical analyses: the whole dataset (n = 7899);
and two subsets of the whole dataset obtained by a random permutation of the respondents’ order,
which was then split into two halves (the first used for EFA, n = 3950, the second used for CFA,
n = 3949). The descriptive statistics of the three datasets are presented in Table 2 and show that the
characteristics of the three data sets are very similar.
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Table 2. Descriptive characteristics of the three datasets used for the analyses. The two smaller datasets
were created from the whole set of data by a random permutation of the respondents’ order and then
dividing the permuted dataset into two halves.

Whole Dataset 1st Half 2nd Half
Variables ole Latase of Permuted Data of Permuted Data
n % n % n %
Total 7899 3950 3949
Gend female 3895 49.31 1964 49.72 1931 48.90
ender male 4004 50.69 1986 50.28 2018 51.10
Grad seventh 4007 50.73 1985 50.25 2022 51.20
rade ninth 3892 4927 1965 49.75 1927 48.80
Not at all 5903 74.73 2947 74.61 2956 74.85
Seldom, rarely 1105 13.99 552 13.98 553 14.00
Several times a year 323 4.09 164 4.15 159 4.03
Religious attendance ~ Once a month 112 1.42 62 1.57 50 1.27
Once a week 273 3.46 136 3.44 137 3.47
Several times a week 152 1.92 79 2.00 73 1.85
Missing data 31 0.39 10 0.25 21 0.53
mean (SD) 17.56 (6.19) 17.61 (6.21) 17.51 (6.17)
GSES scale raw score  median 17 17 17
min—-max 8-32 8-32 8-32
IQR 25%-75% 13-22 13-22 13-21

Note: SD = Standard Deviation, IQR = Interquartile Range.

The correlation between the individual items of the GSES scale in the whole dataset was medium
to high, with values of 0.32-0.65 (see Table 3). Thus, Oblimin rotation was used in the Exploratory
Factor Analysis (EFA).

Table 3. Polychoric correlation coefficients between GSES scale items in the whole dataset.

Item 1 2 3 4 5 6 7 8
1 1.000
2 0.494  1.000
3 0.483 0.554  1.000
4 0478 0.647 0.579 1.000
5 0.437 0317 0452 0.402 1.000
6 0.515 0512 0545 0.580 0523  1.000
7 0.491 0403 0550 0481 0563 0.608 1.000
8 0.477 0491 0477 0526 0405 0571 0526 1.000

In the first dataset with n = 3950, there was only one eigenvalue greater than one; the parallel
analysis suggested the extraction of two factors, while the MAP method recommended the extraction
of one factor. Therefore, a single-factor model and a two-factor model of the GSES scale were examined.
The baseline conditions for using factor analysis [28] were met by the statistically significant result
of Bartlett’s test of sphericity (x*(28) = 14,818.2; p < 0.001) and the value of the Kaiser-Meyer-Olkin
criterion > 0.8 (KMO = 0.91). The results of EFA on the matrix of polychoric correlations are presented
in Table 4. The first two eigenvalues are 4.77 and 0.30, and the first component describes 59.7% of the
variability in the data, while the second describes only 3.7% of the variability. Moderate-to-high factor
loadings arise for all items in the one-factor model of GSES; all items show a satisfactory communality
h2 and a satisfactory correlation with the raw score. In the two-factor model, item 6 incorrectly loaded
on the shame factor, and items 1 and 8 had double loadings on both factors. The guilt factor thus
consisted of only two items. All items showed a satisfactory correlation with the raw score. According
to the EFA results, the single-factor model of the GSES scale performed better.
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Table 4. Item analysis and factor structure of the GSES scale using exploratory factor analysis.

One-Factor Model Two-Factor Model Item Analysis

Shame Communality . Communality Correlation with
Item and Guilt h? Shame  Guilt h? Mean D RS without Item

I feel guilty, even
though I do not
know exactly where
it is coming from.

0.74 0.55 0.47 0.33 0.55 1.9 091 0.64

If I do anything
wrong, [ have to
think about it all the
time.

0.74 0.55 —-0.04 0.93 0.82 2.6 1.02 0.64

There are moments
3 when I would rather 0.79 0.63 0.50 0.35 0.62 25 1.07 0.69
sink without trace.

When I do
something wrong, I
feel an exaggerated
feeling of guilt.

0.79 0.63 0.27 0.62 0.68 25 1.04 0.70

I am losing hope that
5 Iwill ever be a good 0.69 0.48 0.80 -0.07 0.57 1.8 1.02 0.58
person.

I blame myself even
for things that other
people do not think
of.

0.84 0.71 0.65 0.24 0.70 22 1.07 0.74

I experience
7 moments whenI 0.80 0.65 094  —0.08 0.79 1.9 1.05 0.69
cannot even look at

myself.

I feel the need to
explain or apologize
for the reasons of my
actions.

Eigenvalue 4.77 4.77 0.30
% variability 59.7 59.7 37

Note: SD = Standard Deviation, RS = Raw Score.

0.76 0.58 0.49 0.33 0.57 22 1.04 0.66

3.2.2. Confirmatory Factor Analysis

The second half of the permuted data (1 = 3949) was used for the CFA analyses. Table 2 shows the
descriptive characteristics of the dataset. The CFA was based on the matrix of polychoric correlations.
Two models were verified (see Table 5)—the original two-factor model presented in Malinakova et al. [27]
and the single-factor model acquired in the EFA. In the single-factor model with all eight items, the loadings
were moderate to high (with values of 0.70-0.83). The model showed a good fit to our data, with acceptable
values for all monitored parameters. In a two-factor model, the shame factor contained items 1, 3, 5, and 7,
and the guilt factor comprised items 2, 4, 6, and 8. In this two-factor model, the loadings were slightly
higher than in the single-factor model (with values of 0.71-0.84). The model showed a good fit to our data,
comparable to the single-factor model. However, the scaled difference chi-square test resulted in p < 0.001,
which shows the two-factor model explained the data significantly better.

In order to enhance the power of the tests, all of the following analyses were performed on the
complete dataset (n = 7899).

3.2.3. Reliability

The internal consistency analysis of the whole eight-item GSES questionnaire resulted in a Cronbach’s
alpha of 0.89 (95% CI 0.89-0.89). When the scale was divided into two subscales, the Cronbach’s alpha
values were 0.80 (95% CI 0.79-0.80) for the shame factor and 0.83 (95% CI 0.83-0.84) for the guilt factor.
McDonald’s omega coefficient for the whole scale reached 0.92. These values indicated that the GSES
scale acquires a sufficiently high reliability in the population of Czech adolescents.
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Table 5. Parameters of the confirmatory factor analysis, the one- and two-factor models of the

GSES scale.
One-Factor Model Two-Factor Model
CFA Item Loadings Error Variance Loading Shame Loading Guilt Error Variance
1 0.714 0.490 0.729 0 0.469
2 0.778 0.394 0 0.786 0.350
3 0.786 0.382 0.806 0 0.498
4 0.826 0.318 0 0.835 0.321
5 0.696 0.515 0.708 0 0.382
6 0.829 0.313 0 0.840 0.303
7 0.807 0.348 0.824 0 0.294
8 0.736 0.459 0 0.744 0.446
Model Fit 1-Factor Model 2-Factor Model
Chi-square 554.1 (df 20) 491.6 (df 19)
p-value < 0.001 < 0.001
CFI 0.993 0.994
TLI 0.990 0.990
RMSEA 0.082 0.079
SRMR 0.050 0.047

Note: CFA = Confirmatory Factor Analysis; CFI = Comparative Fit Index; TLI = Tucker-Lewis index; RMSEA = Root
Mean Square Error of Approximation; SRMR = Standardized Root Mean Square Residual.

4. Discussion

The aim of this manuscript was to psychometrically assess the characteristics of the GSES
scale on a representative sample of Czech adolescents. With regards to the sociodemographic
comparison, girls showed a significantly higher disposition for experiencing guilt and shame than boys,
and ninth-grade students reported a higher disposition for feelings of guilt than seventh-grade
students. Adolescents who reported that faith is not important for them and nonreligious respondents
achieved significantly lower scores in both the guilt and shame subscales. With regard to psychometric
evaluation, individual items of the GSES scale were mostly moderately correlated. The EFA suggests a
single-factor solution, while the CFA prefers a two-factor model. However, both one- and two-factor
models showed a good fit with the data. A reliability analysis showed good internal consistency for
both the whole scale as well as for the subscales separately. These findings partly correspond to those
of a national representative adult Czech sample [27].

Very interestingly, compared to the original study performed on an adult sample, where the
two-factor structure fit the data [27], the present study on adolescents found a good fit with the data for
both one- and two-factor models. This difference may be explained by a possible low differentiation
between the experience of guilt and shame in the period of adolescents. For adolescents, it may be
more difficult to distinguish slight differences between feelings following their own misconduct in a
particular situation following the effort to repair this misconduct (i.e., guilt) and feelings following a
misdeed or unwanted faux pas involving desire to vanish or escape (i.e., shame). Adults can be expected
to have more personal experiences with guilt and shame due to their higher age. Therefore, adults can
be hypothesized to have a better ability to distinguish between guilt and shame. More research is
needed in this field, especially longitudinal studies.

Regarding the higher levels of perceived guilt and shame among students of the higher grade,
our findings are in line with a number of studies that identified age as an important covariate in guilt
and shame analysis. Our findings differ from those of Gambin and Sharp [29], who reported a negative
correlation between age and feelings of guilt and shame; however, these authors analyzed substantially
smaller samples with a prevalence of women and a broader age range, which could have influenced
the results. On the other hand, our findings resonate with research on emotional regulation showing
exaggerated responses to emotion in mid-adolescents (age 15 to 18) compared with younger and older
individuals [30].
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Furthermore, our finding of a higher disposition for experiencing feelings of guilt and shame in
girls is in line with the findings reported in the original article describing the psychometric analysis of
the GSES on an adult national Czech sample [27], and is also in line with recent findings on adolescent
samples, which reported that compared to boys, girls showed a higher disposition for experiencing
shame [31], guilt [29], or both of these emotions [14]. A possible explanation could be associated with
social roles, as women are usually expected to be more nurturing and empathetic [32]. In the sample of
older adults, women were found to show greater levels of shame (specifically behavioral and bodily
shame) and lower levels of self-esteem than men [13]. Moreover, the gender differences found could
also be associated with the developmental trajectories of adolescent negative emotional experiences,
as Maciejewski and van Lier [33] described that girls reported more sadness in general and experienced
steeper declines in happiness compared with boys.

Adolescents who in our study reported that faith is important in their life and regularly attended
religious services showed higher levels of both guilt and shame. There are only a few studies that
have thus far examined this relationship, and their results are mixed. While the findings of the present
study are in accordance with those on a national adult Czech sample [27], they contrast with the results
of others showing that thoughts of God did not increase feelings of guilt [34] or the independence
of guilt from religious worship [35]. The explanation for this discrepancy seems to be complex.
Peterman and LaBelle [19] suggest that higher levels of religious participation in early adolescence
could result in a higher sense of personal responsibility and a higher moral sensitivity, which can
consequently contribute to feelings of guilt regarding everyday transgressions. This may also be
related to a higher perfectionism among religious individuals, as described by Crosby and Bates [36].
However, these researchers also distinguish between adaptive and maladaptive experiencing of both
religiosity and perfectionism. Moreover, a higher perfectionism might be a way to deal with scrupulous
fears, which have already been associated with anxious attachment to God [37]. Thus, it seems that
also the nature of one’s religiosity/spirituality plays a role. Indeed, research has already showed that
increased intrinsic religiosity was related to decreased maladaptive perfectionism and consequently to
a lower negative affect, while increased extrinsic religiosity increased maladaptive perfectionism [38].
Thus, it seems that a more subtle distinction regarding respondents’ religiosity and spirituality needs
to be considered in future research.

In our study, we also found a good internal consistency for both the whole scale as well as
for the subscales separately, though the individual items of the scale were mostly only moderately
correlated. These findings suggest that the GSES scale represents a short, reliable instrument covering
different aspects of the experiences of guilt and shame. This combination makes the tool suitable for
implementation into larger surveys, for which classical scenario-based measures are not convenient.
Moreover, the scale shows some advantages also when compared to other available statement-based
measures, that is, it covers both the guilt and shame aspects and could be used for both the adult and
adolescent populations.

4.1. Strengths and Limitations

This study has several important strengths, the most important of which is the large representative
sample of adolescents with a high response rate and the use of the well-established HBSC methodology.
It is also the first validation of the instrument on an adolescent sample and thus offers a new tool for
surveys aimed at this age group. A limitation might be that our findings are based on adolescent
self-report, which can be inaccurate or influenced by social desirability. Another limitation is a lack of
other similar studies, which did not allow for a more detailed comparison. A third limitation is the
cross-sectional design of the study, which does not allow us to come to conclusions on causality. A last
limitation is a potential decrease of the power of the study regarding sociodemographic differences in
religiosity due to a loss of participants.
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4.2. Implications

Our findings showed a high prevalence of feelings of guilt and shame among adolescents,
which suggests that it might be important to address such feelings in a more systematic work with this
age group. Thus, improved knowledge in this area would be beneficial, for example, for pedagogists,
psychologists, and psychotherapists as well as professional workers in adolescent leisure-time centers.
These professionals should be able to understand the differences between guilt and shame and to
appropriately distinguish adequate feelings of guilt following a specific misbehavior from a more
generalized mixture of guilt and shame that is influencing a whole self-image of an adolescent.
They should further implement methods supporting a development of a healthy self-esteem. Moreover,
religious educators should be aware that certain forms of religious teaching might be supporting
feelings of shame and exaggerated feelings of guilt.

The results of the analyses confirmed the good psychometric characteristics of the GSES on an
adolescent representative sample and suggest that it is a suitable tool for measuring these experiences
in adolescents. Future research will repeat these analyses on an adult representative sample in order
to gain prevalences for mutual comparison. Longitudinal research would be suitable for a better
understanding of the developmental aspects of guilt and shame.

5. Conclusions

Significantly higher levels of both shame and guilt were observed in girls compared with boys,
in students of the ninth grade compared with those of the seventh grade, and in religious adolescents
compared with nonreligious ones. Satisfactory results of psychometric analyses show that the GSES is
a simple, reliable tool that can be used to analyze feelings of shame and guilt in adolescents.

Supplementary Materials: The following are available online at http://www.mdpi.com/1660-4601/17/23/8901/s1,
Supplemenaty File S1—the GSES scale
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Dispozi¢ni strategie zvladani stresu u Skolni mladeZze

Prvni ze dvou nasleduyjicich studii je vystupem grantového projektu Grantové agentury
Ceské republiky s nazvem "Strategie zvladani stresu ve vyznamovém prostoru emoci"
(406/09/0294), ktery byl realizovan v letech 2009 az 2011. Tento vyzkumny projekt
vychazel ze syntetického teoretického pojeti prozivani stresu a emoci, které predstavil
Richard S. Lazarus ve své monografii "Stress and Emotion: A New Synthesis" (1999).
Lazarus dirazn¢ odmitd separaci prozivani stresu a emoci, a dokonce ji povazuje
za negativni dusledek frakcionalizace psychologie. Podle néj je prozivani a zvladani
stresu zce svazano s prozivanim emoci a naopak (k tomu téz Stuchlikova, 1996). Lazarus
chdpe zvladani stresu jako integralni soucast emocniho vzruSeni. Zvladaci procesy
se objevuji pfi emoCnim prozivani, pomahaji regulovat jeho prubéh anebo nckdy
1 vychozi podminky, které emoci vyvolaly. Stres, emoce a zvladani jsou chapany jako
komplexné provazané psychické jevy, které sdili mnoho spole¢nych ryst, v¢etné jejich
spolecnych dopadii na subjektivni psychickou pohodu a zdravi jedince (Lazarus, 1999).
Lazarus dokonce navrhuje, Ze pro nékteré diskrétni emoce by se mohl zacit pouzivat
termin "stresové emoce" (stress emotion). Konkrétné v tomto smyslu zmiinuje hnév,
zavist, tzkost, pocit viny, stud a smutek. Také Sirti¢ek et al. (2011) upozoriiuji na to,

Ze negativni emoce jsou uzce propojeny s prozivanim stresu.

Pro Skolni prostiedi je vyzkum strategii zvladani zatézovych situaci velmi dilezity
(napt. Kohoutek & Rehulka, 2011; Mare$, 1999; Rehulka & Rehulkova, 1998;
Urbanovska, 2009). Skolni prostfedi klade na ziky/zakyné velké mnozstvi tukold
a pozadavk, které mnohdy ptresahuji jejich skute¢né schopnosti a moznosti (Urbanovska,
2006). Snaha vyhovét témto pozadavkiim muze u Skolni mladeze vyvolat nadmérnou
stresovou zatéz, ktera predstavuyje 1 vyznamné riziko pro jejich duSevni zdravi

(Urbanovska, 2006). Mares (1999, s. 231) definuje Skolni zatéZovou situaci jako "aktualni
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nebo jen potencialni situaci, kterou Zak sam povazuje za neprijemnou, ndarocnou, obtizné
zvladnutelnou, pripadné situaci, kterda jej ohroZuje nebo je pro néj (somaticky
¢i psychosocidlne) nebezpecnd". Osobnost zaka/zakyné je jednim z dilezitych faktorti
ovliviiujicim subjektivni prozivani stresu ve vztahu k pozadavkim Skolniho
i akademického prostiedi (Kifeménkova et al., 2020). Osobnostni dispozice pro efektivni
zvladani stresu mohou redukovat rizikové dopady Skolnich zat€zovych situaci a jsou tak
soucasti celkové odolnosti (resilience) zakt/zakyni vici stresu (Lackova, 2014; Lackova
etal., 2019).

Nasledujici dv¢ studie predkladané v této habilitacni préci piispivaji k poznani
v oblasti strategii zvladani stresu a zatéZovych situaci v kontextu pedagogické
psychologie. Prvni studie (Balcar et al., 2011) méla za cil validizovat dotaznik Strategii
zvladani stresu — SVF 78 (Janke & Erdmannova, 2003) na populaci studentli/studentek
ceskych vysokych skol. Dotaznik SVF 78 je vicedimenziondlni sebeposuzovaci inventar
zachycuyjici dispozi¢ni tendence pro nasazeni rtznych zpasobli reagovani na stres
v zatézovych situacich. PGvodni verze dotazniku SVF 78 obsahuje 13 subskal:
Podhodnoceni, Odmitani viny, Odklon, Nahradni uspokojeni, Kontrola situace, Kontrola
reakci, Pozitivni sebeinstrukce, Potfeba socidlni opory, Vyhybani se, Unikova tendence,
Perseverace, Rezignace, Sebeobvinovani. Cilem na$i nasledujici studie bylo ovéfit
faktorovou strukturu tohoto osobnostniho inventidfe. Na pfipravé této studie jsem
se ucastnil jako spoluautor, participoval jsem na tvorb¢ koncepce celkového vyzkumného
designu projektu GA CR "Strategie zvladani stresu ve vyznamovém prostoru emoci"
a také na finalizaci textu tohoto rukopisu. Celkovy podil participace na ptipravé studie

byl 30% z celkového objemu préce.

Druhé z nasledujicich studii (Trnka et al., 2016c) je piehledova studie zamétujici

se na strategie zvladani stresu u skolni mladeze v kontextu rizikového uZzivani
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informacnich technologii. Pfehledovd studie Dockalové et al. (2021) ukazala,
ze problematické uzivani internetu souvisi se socialni Uzkosti a s nizSi zivotni
spokojenosti. Studie Petrové a Plevové (2019) na vzorku moravskych studentd/studentek
zékladnich a stfednich Skol zase odhalila riizna rizika uzivani internetu, mimo jiné i to,
ze se vice nez polovina zaku setkala v minulosti s kyberSikanou. Pravé strategie zvladani
stresu v souvislosti s kyberSikanou byly i hlavnim tématem nasi nasledujici ptehledové
studie (Trnka et al., 2016c¢), ktera méla za cil integrovat dosavadni vyzkum v této oblasti
u zakt zékladnich, stiednich a vysokych skol. Zaméfili jsme se zejména na integraci
zjisténi tykajicich se toho, jaké strategie zaci/zdkyné a studenti/studentky pro zvladani
stresu vyvolaného kyberSikanou vyuzivaji (souhrn téchto zjisSténi nabizi Tabulka 3).
Realizaci této studie jsem mél na starosti jako prvni autor. Pfipravoval jsem celkovy
design studie, provedl vyhledavani a vybér prameni, napsal ¢asti Introduction, Methods,
Discussion a c¢astecné i Results, finalizoval text rukopisu, zajistoval podani rukopisu
do casopisu, komunikoval s redakci a zapracovaval piipominky oponentii v pribéhu
recenzniho fizeni. Celkovy podil participace na pfipravé studie byl 90% z celkového

objemu prace.
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HOwW MANY WAYS TO DEAL WITH STRESS?
STRESS COPING FACTORS IN THE SVF 78

Karel Balcar,” Radek Trnka, Martin Kuska

Science and Research Department, Prague College of Psychosocial Studies, Prague, Czech Republic

Abstract

Coping strategies belong undoubtedly to the most relevant variables for human performance and
health. The Stress Coping Style Questionnaire SVF 78 has previously received critical remarks for the
lack of theoretical foundations and unclear interrelationships between included strategies of coping.
The present study verifies the factor structure of SVF 78 using exploratory factor analysis in a sample of
187 Czech undergraduates. Four common factors were extracted, interpreted and compared with the 3-
and 5-factor solutions of the same data and with other studies analyzing local versions of the SVF
Questionnaire in other countries. The results support methodological usefulness of using common
factor scores instead of only empirically constructed stress coping questionnaire scales, particularly for
research purposes.

Key words: stress coping; coping styles; factor analysis; SVF Questionnaire

INTRODUCTION

“Stress” has become a rallying cry of the modern psychology and psychosomatics. The
antidote against its presumably destructive powers is called “coping”. Coping denotes the
psychological operations, both conscious and non-conscious, that a person applies to manage
the demands of a stressful situation or event. The coping operations comprise cognitive,
emotional, behavioral and physiological processes actualized in various combinations that
are selectively and purposively effective in alleviating the person’s acute or chronic overload
with the demands he or she is not able to master at the time using only his or her habitual
skills (cf. Cohen et al., 1995). Consequently, regardless of the original nature of the stressor
(the “thing that interferes with an important personal goal” — Rubin, Peplau & Salovey, 1993),
the state of overload — the “strain” — always includes as its most remarkable feature intense
emotional arousal.

The various ways of coping are first acquired through (mostly non-conscious) learning
experiences (Janke & Erdmannova, 2003, p. 7-8), that are — as any personal traits — modified
by the constitutional biological, psychological and social qualities or tendencies in the person.
Then, other ways of mastering the stress events may be (consciously) learned and practiced
to be applied either voluntarily or habitually for better results. It is not feasible for a person to
deliberately choose his or her coping response to each one of the stress situation encountered.
Therefore, the ways of coping elicited have a tendency to be repeated and to acquire the
nature of a habitual response or strategy — that of a “coping style”, that becomes part of his or

*Correspondence to: Karel Balcar, PVSPS, Hekrova 25, 149 00 Praha 4, Czech Republic. E-mail:vyzkum@pvsps.cz
Received November 5, 2010; accepted December 6, 2010; Act Nerv Super (Praha) 53(1-2), 27-34.
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her personality structure and is conceived as a trait (Lazarus, 2006, 103-110). Different
persons have different degrees of inclination toward different styles of coping that are shared
within the human species generally and within the particular culture in particular. Some of
the styles prove to be more and other ones less beneficial either in general or with regard to
different circumstances.
As both the clinical and theoretical knowledge shows, the stress-coping strategies belong
undoubtedly to the most relevant variables for human performance and health (Rubin,
Paplau, & Salovey, 1993; for a very representative review see Adler et al., 2003). Therefore,
also the efforts to map them and to assess their prevalence led to the construction of quite a
few diagnostic instruments that rely mostly on the subject’s reporting his or her habitual
reactions to stressful events. Out of them, only the Stress Coping Style Questionnaire SVF 78
is standardized for the Czech cultural background (Janke & Erdmannova, 2003). Its
construction is based on some very general theoretical assumptions:
1. The changes in a person’s state under stress are active responses aimed at restoring the
foregoing psychological a somatic state of equilibrium.
2. The ways a person reacts to stress are conceived as habitual personality traits that are
stable across time (“time constancy”).
3. The ways of a particular person’s responding to stress are relatively independent of the
kind of the stress situation (“situation constancy”).
4. The ways a particular person uses while coping with stress are relatively independent of
his or her kind of specific reaction elicited by the stress (“reaction constancy”).
5. Using correlational analysis it is possible to distinguish a number of relatively mutually
independent was of coping with stress (“multidimensionality”).
6. The stress-coping styles used are not predetermined in any decisive manner by other
personality characteristics.
7. As a questionnaire, the SVF assumes that a person is aware of his or her stress-coping
strategies to the extent that it is possible to ask him or her using verbal techniques.
As to its contents, the coping styles assessed with the particular propositions are not theory-
derived but rather inductively assembled using people’s descriptions, categorization, and
item-analysis. Therefore, this questionnaire has previously received critical remarks for the
lack of specific theoretical foundations and unclear interrelationships between included
strategies of coping (e.g., Krohne, 1996, p. 385). Therefore, the reassessment of the factor
structure seems to be desirable for the current discussion. The present study aims at verifying
the factor structure of SVF 78 in the Czech milieu.
There seems to be a gap between what people do and what the stress coping theory predicts,
namely, the two hyper-strategies of “problem-focused” and “emotion-focused” coping
(Lazarus, 1999, pp. 114-116). Building a two-way bridge between theory and observation in
this case involves, on the one hand, constructing theory-derived psychometric instruments,
and on the other hand, searching for the theory-predicted concepts via factor analysis of the
empirically constructed stress-coping scales. To contribute to this endeavor is also the goal of
the present study.
Nowadays, not many psychometrists would endorse R. B. Cattell’s half a century old radical
dictum: “Factors [to be discovered by factor analysis] are influences” (e.g., Cattell, 1965, p.
369). It is generally preferred to call factor analysis just a “data reduction” technique.
Nevertheless, we may suppose that there is a set of relatively independent influences at work
in producing observed or reported stress coping reactions in people. A sound factor
analytical procedure may, therefore, well be expected to arrive at factor solutions actually
reflecting their nature and interrelations.
The following analysis contributes to such efforts to detect empirically and mathematically
well founded links between theory and observation, using factor analysis of “observables” to
support or to dispute theoretical expectations. To this, we undertook a factor analytic study
of the internationally recognized stress-coping styles measure indicated. This enables us to
obtain a particular factor resolution reflecting the structure of psychological agents affecting
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the various ways of coping in our sample, and to compare it as well with analogous results
arrived at in similar investigations abroad.

METHOD

The Czech version of the German Stress Coping Style Questionnaire SVF 78 (Janke &
Erdmannova, 2003; Janke & Erdmann, 2002) was administered to 187 undergraduate
students. The sample consisted of 85 males and 102 females in the age range 19 to 34 years,
with a mean of 22.6 and a standard deviation of 3.2.

The questionnaire consists of 78 items, each completing the common introductory sentence:
“When I have been upset by anybody, disturbed by anything, or somehow thrown off
balance, ...”, with a preprinted predicate, e.g., “... I tell myself, “It is not that bad’.” The
respondent evaluates each assertion as it applies to him/herself according to the probability
of that reaction, using a 5-point scale, ranging from “Not at all” to “Very likely”.

The 78 items are grouped by 6 to make up 13 scales, each representing a particular way of
reacting to a stressful event: Play down, Guilt denial, Substitutional satisfaction, Situation
control, Reaction control, Positive self-instruction, Need for social support, Active avoidance,
Flight tendency, Rumination, Resignation, Self-accusation. The internal consistencies of
individual scales in the Czech standardization intervene between 0.77 and 0.94 Cronbach
alpha.

The scores obtained form a table of 187 by 13 and, as such, they were correlated and
processed utilizing the SPSS 14.0 (2005) Factor Analysis program with the Direct Oblimin
rotation, resulting in a factor pattern to be interpreted.

RESULTS

First, a component analysis revealed the following eigenvalues succession — Table 1.

Table 1. Principal components extracted

Component Initial Eigenvalues
Total Variance % Cumulative %
1 3.44 26.4 26.4
2 2.60 20.0 46.4
3 1.67 12.8 59.3
4 1.18 9.0 68.3
5 0.88 6.8 75.1
6 0.79 6.1 81.1
7 0.56 4.3 85.4
8 0.45 3.5 88.9
9 0.39 3.0 91.9
10 0.36 2.8 94.7
11 0.35 2.7 97.4
12 0.28 2.1 99.5
13 0.06 0.5 100.0

Note. Small discrepancies between the individual and cumulative percentage columns are due to rounding.
This is also shown in the scree plot obtained — Figure 1.
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Figure 1. Scree plot with the scree-test line.

Applying both commonly used criteria — Kaiser-Guttman’s eigenvalue > 1, and Cattell’s
graphical “scree-test” (Guttman, 1955; Kaiser & Dickman, 1959; Cattell, 1966) as the cut-offs,
we arrived at a 4-factor solution as analytically the most suitable one. For comparison
purposes, we also performed and interpreted the analyses for 3- and 5-factor solutions as
well. Factor pattern matrices of the solutions are shown in the Table 2. For interpretation and
comparison purposes, we take into account only the loadings exceeding the value of + 0.40,
i.e. e., corresponding to at least 16 % of common variance in correlational analysis. We call
them “salient loadings” and use them to define the respective factor.

Further, we proceed with the content interpretations of the 4-factor solution:

Factor 1 is marked by salient negative loadings on the scales “Play down” and “Guilt denial”,
and by salient positive loadings on the scales “Need for social support”, “Flight tendency”,
“Rumination”, “Resignation”, and “Self-accusation” (the latter four labeled by the SVF
authors “negative coping strategies”, tending to increase the stress experienced instead of
decreasing it).

We interpret this factor accordingly as the “Breakdown of psychological defense”( or, at its
opposite pole, “Effective psychological defense”). The persons scoring high on this factor
seem to be unable further on to attenuate the stress experienced by utilizing the defensive
“denying” strategies, and tend on the one hand to look up to outer help, on the other one to
still more amplify their stress by giving over to the self-torturing activities of wishing to fly
away from the situation, by ruminating about the situation, giving up and accusing
themselves for its occurrence.

Factor 2 is marked by salient positive loadings on the scales “Situation control”, “Reaction
control”, “Positive self-instruction” and “Active avoidance”.
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Table 2. SVF 78: three-, four-, and five factor solutions*

3-f solution: 4-f solution: 5-f solmtion:
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* For reading convenience, loadings smaller than 0.40, i.e., corresponding to less than 16 % of the variance in
common, are left out, and the zeros in the loading values presented are omitted.

We interpret this factor accordingly as the “Active problem confrontation”. The persons
scoring high on this factor seem to attempt to master the situational causes of stress by own
voluntary efforts, supporting him/herself with positively motivating self-instructions to it.
Factor 3 is marked by salient positive loadings on the scales “Distraction from the situation”,
“Flight tendency”, “Substitutional satisfaction”, and “Avoidance”.

We interpret this factor accordingly as the “Active situation avoidance” in both the
psychological as well as physical sense. The persons scoring high on this factor seem to
attempt to attenuate the stress experience by turning away or fleeing away from the
frustrating situation to “safer places” for satisfying their frustrated needs and protecting
themselves from eventual perils.

Factor 4 is marked by salient negative loadings on the scales “Substitutional satisfaction”,
and “Need for social support”, and by a salient positive loading on “Play down”.
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After reversing the signs of its loadings for easier comprehension, we interpret this factor
accordingly as the “Psychological compensation”. The persons scoring high on this factor
seem to attempt to attenuate the stress experience by turning to others or to surrogate
resources for satisfying their frustrated needs, markedly lacking the capacity to defensively
minimize the impact of the situation by “playing down” its seriousness.

DISCUSSION

Comparison with other attempted solutions

Factor 1 in the 3-factor solution is, in its pattern of salients, almost identical with that in the 4-
factor solution “Breakdown of psychological defenses”. In the former, still the “Need for
social support” is loaded by it, which in the latter one this “moves” to the Factor 4
“Psychological compensation” as one of its salient constituents. In the 5-factor solution, the
psychological defenses of “Playing down” and “Guilt denial” fade away to contribute to
other factors, leaving the Factor 1 therein a pure “Negative coping styles” factor.

Factor 2 in all the solutions contains its “Active problem confrontation” triad of “Situation
control”, “Reaction control”, and “Positive self-instructions”, combined with the “Active
avoidance” in the 4- and 5-factor solutions. In the 3-factor solution, the “Active avoidance”
does not reach our limit of salience and contributes to the next factor only.

Factor 3 is in its pattern of salient loadings fully identical in the 3- and 4-factor solutions in its
“Active situation avoidance” meaning. In the 5-factor solution, it is only partially reproduced
in the form of rather an “Active psychological situation avoidance” factor, with somewhat
diminished loadings of the “Active avoidance” and “Flight tendency” (0.39 and 0.27
respectively) that already fall somewhat bellow our cut-off salience value.

Factor 4 interpreted here as “Psychological compensation” is in the 4-factor solution an
additional factor comparing to the 3 factor solution, and is partially reproduced as factor 4 in
the 5-factor solution. Therein, the lack of the “Play down” strategy looses its salience
dropping to 0,38, leaving as salients only the “compensatory” strategies of turning to need
satisfaction either to substitutes or to others.

Factor 5 appearing, naturally, only in the 5-factor solution, is in this case a clear “Guilt
defense” factor, loading positively the “Guilt denial” and negatively the “Self-accusation”
scales. These loadings contribute in the 3- and 4-factor solutions (and the “Self-accusation” in
the 5-factor solution as well) already to the most robust Factor 1 “Breakdown of
psychological defense”. Its appearance in this solution suggests relative discreteness of the
combined guilt denying and guilt self-attributing apart from other psychological defensive
strategies.

It is evident that in all the factor resolutions examined the factor composition is fairly similar
which gives credibility to eventual conclusions deduced therefrom. Looking for the
theoretically traditional search for the “Problem-focused” versus “Emotion-focused” coping
strategies, the empirically derived factors present a somewhat more complicated but
generally not incompatible structure. This may be shown on the preferred 4-factor solution.
The “Problem-focused coping” has its counterpart in the Factor 2 “Active problem
confrontation”, wherein the “Situation control” and “Reaction control” loadings are the
markers by exceeding the value of 0.90, and the other two salients, “Positive self-
instructions” and “Active avoidance” may be well conceived of as eventual parts of the
problem solution.

On the other hand, the “Emotion-focused coping” fills most of the remaining factors. In its
purest form, it may be seen in the Factor 1 “Breakdown of psychological defense” (or, at its
polar quality, “Effective psychological defense”).

The remaining two factors, Factor 3 “Active situation avoidance” and Factor 4 “Psychological
compensation” may possibly be regarded as mixtures of both Problem-focused and Emotion-
focused ones. Whereas the “Distraction (of attention)”, “Play down (the problem)” and the
“Flight tendency” seem to be rather “emotion-focused”, the “Active avoidance” may be seen
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(at least in some situations) as an attempt at problem solving. The “Substitutional
satisfaction” as well as “Need for social support” may serve both aims, depending on the
nature of the frustration or threat encountered.

To the general composition of the set of “stress coping styles” in the SVF 78 it may be
critically commented, in accord with the previously brought in critique on the lack of
theoretical foundations, leading to the fact that the interrelationships between these coping
strategies often remain unclear and, occasionally, they may form not real alternatives but a
chain of interdependent reactions displayed subsequently at distinct time points during a
stressful encounter. The structure of factors found in our study does, to some extent, support
this critique. At the same time, in terms of the factors defined, it may offer a bridging
alternative sought for.

Stress coping factors in other SVF studies

The SVF 78 is an abbreviated version of the SVF 120 (Janke, Erdmann, & Kallus, 1985) which
included 6 more coping style scales. Factor analyses of the SVF were performed on both
versions.

Busjahn et al. (1999) in their SVF 120 study extracted 6 common factors. However, on
psychometric grounds, they also chose only the 4-factor solution for interpretation. They
arrived at the following factors: 1 “Defense”, 2 “Emotional coping”, 3 “Substitution”, and 4
“Active coping”, that are rather consistent with the factors found in the present study.

Both Weyers et al. (2005) analyzing the SVF 120, and Janke & Erdmann (2002) analyzing the
SVF 78 arrived at 5 distinct coping style factors. According to the SVF 78 study, there is fair
although not perfect agreement between most of their factors and the factors found in the
present study. Their Factors I and III together are a clear counterpart to our Factor 1
“Breakdown of psychological defense”; their Factor II corresponds to our Factor 2 “Active
problem confrontation”. Some dissimilarity, however, shows between their remaining
Factors IV and V and our Factors 3 “Active situation avoidance” and 4 “Psychological
compensation”, which is to be attributed to the psychological characteristics of the samples
compared.

Finally, the principal component analysis of the SVF reported by Krohne (1996, p. 385)
yielded three well-defined factors, while three additional factors referred to less
circumscribed areas. The three main factors could be interpreted as “Emotional distress and
resignation”, “Active control attempts”, and “Cognitively avoidant reappraisal”. It may be
noted that the factor interpretations mentioned fit very closely with the factors of
“Breakdown of psychological defense”, “Active problem confrontation”, and “Active
situation avoidance” respectively that were found in the present study.

The present factor analytical study conducted for the first time with the SVF 78 stress coping
style scales in a Czech sample shows from good to moderate agreement with earlier analyses
performed on other versions of this instrument in other studies. This supports the credibility
of the results obtained and, at the same time, allows for taking into account some differences
concerning scale interrelations in our sample.

Uses of the SVE 78 questionnaire

Both our analyses and the clinical experience accumulated with the Czech version of the
SVF 78 supports the usefulness of this method also in various fields of psychological
assessment practice where the coping with stress is an issue. The individual person’s scale
profile comparative interpretation may show his or her particular stress-coping strengths and
risks as far as the self-disclosure in the answers provided is valid. This is usually the case in
situations where conscientious cooperation in responding is not burdened with a threat to
the subject, that may occur in (not recommended) uses of the questionnaire in, e.g., personal
selection procedures. There is no control scale to assess the degree of the social desirability
tendency taking effect in the testing under such circumstances. In counseling or therapy
settings, the original scale-based scores display sufficient credibility and usefulness for
diagnostic purposes, although due to their conceptual promiscuity they do not allow for a

33

84



Activitas Nervosa Superior 2011, 53, No. 1-2

causal dynamic interpretation — this is to be completed by a clinically oriented exploration.
The T-score norms published in the Czech manual are thus adapted from abroad studies and
call for confirmation, although there is no reason to doubt their general transferability within
the Mid-European cultural milieu.

On the other hand, we are aware of limitations to using just short individual questionnaire
scales for personality and stress research purposes. For this we recommend, based on our
own results as well as on those of other investigators” analyses, to use factor scores from one
of our factor solutions presented in this study as more reliable and theoretically better
interpretable variables. The choice preferred on the factor analytical grounds is that of the
four-factor solution. However, as to the theoretical grounds and purpose of the eventual
study, also the 3- or 5-factor solutions may show of advantage. Such application of the results
obtained in this study is desirable at least in theoretical research, though not necessarily in
psychological practice.
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Abstract

Objectives Problematic computer use is the use of com-
puter technology that may be health-endangering and may
cause immediate or later negative physical or psycho-
logical health outcomes or disturb well-being in users. The
main purpose of this study was to review current empirical
research on coping strategies which adolescents apply in
the context of problematic computer use and the coping-
relevant impacts of problematic computer use.

Methods An integrative review of empirical studies using
the Web of Science, Google Scholar, reference lists and
forward tracking was conducted. Of the 404 articles iden-
tified, 28 peer-reviewed, full-text articles that directly
addressed coping in relation to problematic Internet use,
computer overuse and cyberbullying were included in the
review.

Results This review identified the structure of specific
coping strategies related to problematic computer use as
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well as the general patterns of relationships between re-
viewed instances of problematic computer use, situational
coping and dispositional coping.

Conclusions Instrumental action and talking with others
were the most frequent strategies used by adolescents to
cope with cyberbullying. The structure of the coping
strategies related to problematic Internet use and computer
overuse is highly differentiated, revealing a new and
promising area for future research.

Keywords Computer use - Coping - Adolescence -
Adolescents - Resilience

Introduction

Despite the advantages that the Internet and computers
bring to today’s young generation, health-endangering
aspects of frequent computer use have also been reported
by scholars during the last two decades. Frequent computer
use has been associated with both negative physical and
psychological health outcomes (e.g. Hakala et al. 2006;
Brenner 1997; Subrahmanyam et al. 2001; Iannotti et al.
2009; Nuutinen et al. 2014). Nevertheless, the frequency of
computer use is still increasing, especially in children,
adolescents and young adults (Tran and Ciccarelli 2012;
Subrahmanyam et al. 2000; Hakala et al. 2006; Witt et al.
2011). For this reason, it is imperative to think about ef-
fective ways of recognising, preventing and reducing the
negative health outcomes of computer use in the young
generation.

When attempting to explore the negative physical and
psychological health outcomes of computer use, various
kinds of health-endangering computer uses may be ob-
served. Problematic computer use is the use of computer
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technology that may be health-endangering and may cause
immediate or later negative physical or psychological
health outcomes or disturb well-being in users. It covers
plenty of areas, for example, (1) dependence on contact
with computers or other computer-related technology,
causing an excessive portion of time each day being spent
in interaction with computers or other computer-related
technology, for example, Internet addiction, heavy com-
puter use, computer overuse (e.g. Hetzel-Riggin and
Pritchard 2011), (2) maladaptive cognitions associated with
computer use, for example, obsessive thoughts about
computer use (e.g. Davis 2001), (3) stress or negative
emotional states experienced when person is using a
computer or imagining future computer use, for example,
technophobia, technostress, computer anxiety (e.g. Wilfong
2006) and (4) negative communication, threatening and
bullying via the online virtual environment, for example,
cyberbullying (e.g. Callaghan et al. 2015; Spears et al.
2015).

Adolescents’ and university students’ use of computers
and electronic communication far exceed computer use in
adults (Kuntsche et al. 2009). For this reason, more and
more recent studies have been interested in computer ad-
dictions or problematic Internet use in youth (e.g. Hetzel-
Riggin and Pritchard 2011; Rasmussen et al. 2015;
Velezmoro et al. 2010). High dependency on the Internet
may even be a risk factor for thoughts about committing
suicide in the future. Adolescent Internet addicts had sui-
cide ideation four times higher than non-addicts in a study
by Kim et al. (2006).

Overuse of computers, Internet addiction (Chou 2001)
or exposure of the body to electromagnetic fields (R66sli
2008) cause serious negative health outcomes, especially
in the long-term perspective. Subrahmanyam et al. (2000)
reviewed the effects of home computer use on children’s
physical, cognitive and social development. Frequent
computer use and playing computer games were associ-
ated with an increased risk of obesity, hand injuries, the
triggering of epileptic seizures, changes in heart rate,
feelings of loneliness, depression and decreased family
communication. Playing violent computer games was
linked to aggressive thoughts, hostility and less pro-social
behaviour.

Blehm et al. (2005) pointed out a variety of ocular
symptoms related to computer use. Computer vision syn-
drome covers eye strain, tired eyes, irritation, redness,
blurred vision and double vision. Special attention was also
given to neck pain relating to computer use (see Green
2008 for a review). Also, the sedentary behaviour that
accompanies computer use has a secondary impact in the
form of lack of physical activity, which represents a
negative factor influencing, for example, increased risk of
obesity (Escobar-Chaves and Anderson 2008).

@ Springer

The question is how are children, adolescents and young
adults able to cope with modern computer technologies in a
healthy manner (Brod 1982; Riedl 2012)? Ways of coping,
or coping strategies, are recognisable action types, hence,
the behaviours, cognitions and perceptions people engage
in when actually contending with stress (Skinner et al.
2003). They represent sets of basic adaptive processes that
intervene between the stress and its psychological, social
and physiological outcomes. Effective coping has positive
short-term effects on the resolution of the stressor as well
as long-term effects on mental and physical well-being
(Skinner et al. 2003).

Individual coping strategies are described in the com-
prehensive review of Skinner et al. (2003). The authors
provided a category system that covers all of the coping
strategies investigated in previous research. They started
with 400 lower order ways of coping (Table 3; Skinner
et al. 2003), and the analysis resulted in a category system
including 12 higher order families of coping strategies:
problem-solving, information seeking, helplessness,
escape, self-reliance, support seeking, delegation, isolation,
accommodation, negotiation, submission, opposition (Fig-
ure 4; Skinner et al. 2003). Each of these higher order
families includes three or four specific coping strategies.
Forty-one specific coping strategies were specified in this
conceptual study. It is beyond the scope of the present
study to describe all of the coping strategies here, but the
reader may find their detailed characteristics in the study of
Skinner et al. (2003).

Coping skills are tightly inter-related with the resilience
of the individual. Resilience is a key factor for successfully
facing many health-endangering factors accompanying the
period of adolescence (e.g. Veselska et al. 2009). Effective
coping represents one of the factors supporting high ado-
lescent resilience (Fergus and Zimmerman 2005) and
consequently also positive adolescent adjustment and
development.

Aside from coping with actual stressors, or “situational
coping” (Rovira et al. 2005; Carver and Scheier 1994),
there are also more general dispositions to react in par-
ticular ways when encountering a stressful life event. These
dispositions are called dispositional coping (Carver and
Scheier 1994). Current empirical findings indicate that
dispositional coping strategies are predictors of Internet
addictions (Milani et al. 2009) and problematic Internet use
(Hetzel-Riggin and Pritchard 2011).

Despite the significance of coping skills for the re-
silience and health of the young generation, to our
knowledge no review on coping related to the various
aspects of problematic computer use has yet been pub-
lished. Therefore, the main task of the present review is to
summarise the existing knowledge on coping strategies
which adolescents apply in the context of problematic
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computer use and, further, the coping-relevant impacts of
problematic computer use. We will focus our attention on
instances where computers represent a direct source of
stress perceived by adolescents consciously as well as on
the relationship of problematic computer use with the
dispositional coping skills of adolescents. In other words,
we will explore coping in the context of problematic
computer use, including outcomes of computer use that are
perceived as stressful, but also the coping-relevant impacts
of computer use working without awareness. The main
goal of the present integrative review is to bring together
results from different fields of research and to integrate
them into a coherent and comprehensible framework. Such
integration of knowledge aims to provide the principal
groundwork for the development and implementation of
effective public health interventions for the future.

Methods

The initial literature search was completed in March 2014.
Manuscripts published between 2000 and 2014 were ac-
cessed via the Web of Science and Google Scholar
electronic databases. Recently published reviews related to
coping with various aspects of problematic computer use
were scanned in the preparatory and conceptual phases of
this review. This initial search was focused on the current
state of the art, and the purpose of this initial search was
also to verify if the field chosen for the present review is
not currently being covered by any other review paper.
Based on this preparatory search, peer-reviewed literature
providing empirical evidence from January 2000 to March
2014 was retrieved using a standard search strategy based
on the keywords: coping, computer use, Internet use,
technostress, technophobia, cyber-specific coping, screen-
based, sedentary behaviour, cyberbullying, computer
anxiety. More specifically, a series of individual searches
was conducted using various combinations of three or four
keywords from the above-mentioned list with logic op-
erator “AND”.

A total of 404 articles were identified, and the titles and
abstracts were scanned for relevance. The first degree of
article filtration was based on the titles and publication
type. Meeting abstracts were excluded in this phase. Fur-
ther, abstracts from relevant articles were analyzed as a
second degree of filtration. The search was primarily fo-
cused on empirical studies involving adolescents or
university/college students. Articles that did not directly
address coping or consequences for coping correlates in
any aspect of computer use were excluded. One article was
excluded due to its insufficiently described methods. Taken
together, the selection criteria for inclusion of studies were:

— Publication type = peer-reviewed, empirical research
papers with adequate methods.

— Year of publication = from 2000 to March 2014.

— Population sample = adolescents or university/college
students.

— Presence of variables relevant to the scope of the
review.

Tracking reference trees “forward” and “back” was
conducted in the next phase of the review process. This
means that reference lists of the retrieved manuscripts were
scanned for relevant sources and these sources were later
retrieved. “Forward” tracking was conducted with the
“Times cited” tool provided by the Web of Science. The
retrieved manuscripts were searched for on the Web of
Science and studies that cited them were scanned for
relevance using the “Times cited” tool. The relevant
sources were then retrieved. There were no additional in-
clusion or exclusion criteria due to the limited number of
articles that addressed this topic.

Results
Overview of the literature

There are limited numbers of published articles discussing
the interrelations of computer use and coping skills
(Fig. 1). Information from the same study that was reported
in more than one publication was treated as one observa-
tion. The outcomes were classified into three categories:
computer use and dispositional coping skills, coping and
cyberbullying, and coping with computer anxiety. These
categories were not created on a pre-determined conceptual
framework but were allowed to emerge from the data in the
course of review procedure. The main results within each
category are presented in the following sections.

Computer use and dispositional coping skills

The relationships between Internet use and coping styles
preferably used by adolescents were investigated by nine
studies (Hetzel-Riggin and Pritchard 2011; Li et al. 2009,
2010; Milani et al. 2009; Gemmill and Peterson 2006;
Deatherage et al. 2014; Smith et al. 2007; Baker and Moore
2008; Mitchell et al. 2009; Table 1).

Three studies found correlations between Problematic
Internet Use (PIU), which imply items like overuse,
problems with family or friends, problems with daily
obligations, problems related to interactions with people
online, upset or concern about own Internet use and online
behavioural concerns (Mitchell et al. 2009), and coping
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Articles identified in databases related
to coping with various aspects of
problematic computer use

N = 404 Articles excluded due to inappropriate
[ population samples, publication type, or
N2 irrelevance to the scope of the review

Articles relevant from abstract N =375
screening
N=29
Articles excluded due to insufficiently

\L described methods

Articles included for coding and analysis

N=1

N =28

|

, l

Computer use and
dispositional coping skills
N=9

Coping and cyberbullying

Coping with computer anxiety

N=17 N=2

Fig. 1 The database search strategy and data management

Table 1 Main findings involving computer use and dispositional coping skills [Australia (2004-2007), China (2007-2009), Italy (2008), Turkey

(2014), United Kingdom (2007), USA (2005-2013)]

Study Target population Number of Main findings
participants
Baker and More (2008) Young new Myspace.com 134 Blogging was associated with dispositional coping style

users

Deatherage et al. (2014) University students 267

Gemmill and Peterson University students 299
(2006)

Hetzel-Riggin and Pritchard University students 425
(2011)

Li et al. (2009) University students 654

Li et al. (2010) University students 660

Milani et al. (2009) Adolescents 98

Mitchell et al. (2009) University students 563

Smith et al. (2007) University students 179

Use of Internet for coping enhanced experience of stress

Use of technology for coping enhanced experience of stress
Dispositional coping style enhanced the risk of PIU

Dispositional coping style correlated with PIU
High effortful control enhanced maladaptive cognitions
Dispositional coping style enhanced the risk of PIU

Dispositional coping was associated with problematic online
experiences

No relationship between subjective computer experience and
dispositional coping style

styles, especially the avoidant coping style (Hetzel-Riggin
and Pritchard 2011; Li et al. 2009; Milani et al. 2009).

Hetzel-Riggin and Pritchard (2011) investigated the role
of psychological distress, body esteem and coping style in
predicting problematic Internet use (PIU). Wishful thinking
was associated with an increased PIU in men and an in-
creased focusing on the positive (emotional coping).
Decreased use of tension reduction (emotional coping) was
associated with PIU in women. All three of these coping
styles can be considered emotional coping styles.

The relationship between PIU, interpersonal relation-
ships and coping strategies were also investigated in the
study of Milani et al. (2009). They examined preferred
cognitive strategies for coping with problematic situations
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using four subscales: active coping strategy, support,
avoidant and distract coping strategy. The avoidant coping
strategy was a negative predictor and the active coping
strategy was a positive predictor of Internet addiction. They
concluded that “adolescents with poor interpersonal rela-
tionship and a predisposition for adopting an avoidance
coping strategy are at a greater risk of developing PIU”
(Milani et al. 2009, p. 683).

PIU and its relationship to coping style and stressful life
events were examined in the study of Li et al. (2009). They
found significant correlation between stressful life events,
avoidant coping and PIU and that coping style is a mediator
between stressful life events and PIU. Students with higher
PIU scores used more avoidant coping styles and less
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problem-solving styles than students in the non-PIU group
(non-problematic Internet users).

Tension reduction behaviour (emotion-focused coping
strategy) was examined in relation to the index of prob-
lematic online experiences (I-POE) in the study of Mitchell
et al. (2009). Their I-POE was used in the study of
Deatherage et al. (2014), which examined coping styles
and their association with perceived stress. Avoidant-e-
motional coping was positively and active-emotional
coping was negatively associated with perceived stress and
time since stressful adverse life events occurred. Problem-
focused coping was not associated with perceived stress.
This means that students using the Internet for coping and
using an avoidant coping strategy experienced higher
levels of stress than those who use the Internet for en-
hancing their lives.

Coping style and its relationship with computer expe-
rience was also explored in the study of Smith et al. (2007),
but this time it was used rather for evidence of validity of
the instrument they had developed. Smith et al. (2007)
developed the subjective computer experience scale
(SCES) and tested the validity of the SCES by negligible
correlations between the SCES and MBSS (Miller be-
havioural style scale, Miller 1987), which measures
dispositional coping style and classifies individuals ac-
cording their coping style as monitors and blunters. They
found no relationship between subjective computer expe-
rience dimensions and dispositional coping style.

Blogging could be considered as a special kind of In-
ternet use, and its association with coping styles was
investigated in the study of Baker and Moore (2008).
Bloggers used more self-blame and venting, and they felt
themselves to be more stressed than non-bloggers.

Coping is implicitly considered in the research of Li
et al. (2010), which examined the relationship of tem-
peramental effortful control, maladaptive cognitions,
stressful life events and their impact on problematic In-
ternet use. Those with high levels of effortful control
developed maladaptive cognitions about the Internet and its
role in managing stress and their negative emotions less
likely, because they could use more positive coping styles.

The Internet represents a source of stress, but it can be
also used for coping with stress. For example, Gemmill and
Peterson (2006) assessed perceived stress and its relation to
use of technology, disruptions from technology and the
extent to which it occupied time. Using technology for
communication to cope with stress was a predictor of
perceived stress and problems with disruptions.

As seen above, coping strategies relating to problematic
computer use are highly differentiated, and it is hard to
make generalizations. The differentiation of these strate-
gies, however, pointed to the complexity of the
phenomena. Problematic computer use actually covers

many areas and aspects. For these, it is not surprising that
researchers used high amount of instruments to access the
different domains of problematic computer use.

Coping and cyberbullying

As coping measures, seven studies used open-ended
questioning (Aricak et al. 2008; Dehue et al. 2008; Juvonen
and Gross 2008; Price and Dalgleish 2010; Riebel et al.
2009; Schenk and Fremouw 2012; Soldatova and Zotova
2013), five studies used self-reports focusing on coping
with cyberbullying (Accordino and Accordino 2011;
Machmutow et al. 2012; Spitzberg and Hoobler 2002;
Vollink et al. 2013a, b; Wachs et al. 2012), three studies
used self-reports focusing on relation of cyberbullying with
general dispositional coping skills (Hetzel-Riggin and
Pritchard 2011; Lodge and Frydenberg 2007; Palladino
et al. 2012) and two studies had qualitative designs (Parris
et al. 2012; gléglové and Cerna 2011; see Table 2 for de-
tails). First of all, we will focus our attention on studies that
provided their participants with the possibility of describ-
ing any ways of coping with cyberbullying.

Six studies used questions (Aricak et al. 2008; Dehue
et al. 2008; Juvonen and Gross 2008; Price and Dalgleish
2010; Riebel et al. 2009; Schenk and Fremouw 2012) and
one study (Soldatova and Zotova 2013) used quantitative
face-to-face interviews, so it shares the principle of open-
ended questioning with the above-mentioned quantitative
studies. The occurrences of various coping strategies with
cyberbullying reporting by participants are summarised in
Table 3. Talking with various non-relative others was re-
ported in all seven studies as well as problem solving via
some types of instrumental actions, such as block the un-
wanted message, change username, or switch off the
computer. Also, aggression to, direct confrontation, bar-
gaining with the provoker and escape tendencies using
behavioural avoidance were quite common. Adolescents
and university students only rarely reported maladaptive
coping strategies like rumination, helplessness, blame self-,
or social-withdrawal.

Three studies using self-reports provided their par-
ticipants with a broad range of general coping strategies
with cyberbullying (Machmutow et al. 2012; Véllink et al.
2013a, b; Wachs et al. 2012). One self-report study was
focused more specifically on social support-seeking
strategies (Accordino and Accordino 2011), which is rea-
sonable, because social support positively influences
adolescent health and life satisfaction (e.g. Abel et al.
2011; Kolarcik et al. 2012). Machmutow et al. (2012)
employed a list of 14 specific coping strategies with cy-
berbullying based on previous adolescents’ reports of
successful coping strategies for cyberbullying. For the
clearer analytical purposes of this review, these strategies
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Table 2 Characteristics of empirical studies focused on coping in
relation to cyberbullying (Australia [2006-2009], Czech Republic
[2010], Germany [2007-2011], Italy [2010-2011], Russia [2012],

Switzerland [2010-2011], The Netherlands [2006], Turkey [2006],
United Kingdom [2012], USA [2001-2011])

Study Target population Number of Measurement of coping Dispositional coping
participants with cyberbullying measurement

Accordino and Accordino (2011) Adolescents 124 Self-report X

Aricak et al. (2008) Adolescents 269 Open-ended X

Dehue et al. (2008) Children 1211 Open-ended X

Juvonen and Gross (2008) Adolescents 1454 Open-ended X

Lodge and Frydenberg (2007) Adolescents 652 X Self-report
Machmutow et al. (2012) Adolescents 835 Self-report X

Palladino et al. (2012) Adolescents 375 X Self-report
Parris et al. (2012) Adolescents 20 Qualitative X

Price and Dalgleish (2010) Adolescents 548 Open-ended X

Riebel et al. (2009) Adolescents 1987 Open-ended X

Schenk and Fremouw (2012) University students 856 Open-ended X

§léglové and Cernd (2011) Adolescents 15 Qualitative X

Soldatova and Zotova (2013) Children and adolescents 1025 Interviews X

Spitzberg and Hoobler (2002) University students 235 Self-report X

Vollink et al. (2013a, b) Adolescents 325 Self-report Self-report
Wachs et al. (2012) Adolescents 518 Self-report X

X Not measured in the particular study

are re-sorted in terms of higher order coping categories
proposed by Skinner et al. (2003) as support seeking
(distant advice 4+ close support), self-reliance (assertive-
ness), helplessness and  opposition  (retaliation).
Machmutow et al. (2012) found that frequently cyberbul-
lied adolescents were disposed to use opposition and partly
support seeking (only close support) more often than other
coping strategies to cope with cyberbullying. Cyber vic-
timisation was more strongly associated with depressive
symptoms when students reported low levels of social
support. Therefore, it seems that higher levels of social
support buffer in part the negative impact of cyber
victimisation.

Similarly, Wachs et al. (2012) transformed the initial 11
self-reported items referring to coping with cyberbullying
to three general dimensions: cognitive-technical coping,
aggressive coping and helpless coping. Adolescents with
aggressive coping were less likely to be cyberbullied,
whereas adolescents with cognitive-technical coping
strategies were more likely to be a victim of cyberbullying.

The study of Vollink et al. (2013a) brought interesting
findings about the relations between coping with cyber-
bullying and the dispositional coping strategies of early
adolescents. General avoidance coping, general coping
through emotional expression and general depressive cop-
ing all correlated positively with cyberbullying-specific
depressive coping. The more cyberbullying victims em-
ployed depressive or avoidance coping or coping through
emotional expression in daily life, the more they used
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depressive coping to deal with cyberbullying. Further,
seeking social support as a means of coping with cyber-
bullying was significantly related to optimistic coping and
palliative coping. Thus, the more the victims use optimistic
or palliative coping to deal with daily stress, the more they
are inclined to seek social support for coping with
cyberbullying.

When measuring dispositional coping skills, Palladino
et al. (2012) found that a decrease in disposition to use
avoidance predicted a greater reduction in cyber vic-
timisation. On the other hand, problem solving was found
to be a mediator of the positive change in cyber vic-
timisation. Based on coping dispositions, Lodge and
Frydenberg (2007) identified two high-risk groups of ado-
lescents that were more prone to experience cyberbullying
behaviours. This was the case of girls using the appre-
hensive and avoidant style of coping and boys using active
seeking of relaxing diversions and the apprehensive style
of coping.

This subsection shows various aspects of coping with
cyberbullying. When summarizing the results of studies
with open-ended questions, participants reported coping by
instrumental action and talking with others in all of the
studies (see Table 3). Instrumental action is a behavioural
activity focused on problem solving (Skinner et al. 2003).
This frequently reported strategy is likely to be an effective
way of coping with cyberbullying, because of its problem-
oriented character. It is also apparent that adolescents want
to share the problem of being cyberbullied with others via
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Table 3 Occurrences of coping strategies in reaction to cyberbullying reported by participants in studies with open-ended questions [Australia
(2009), Germany (2007), Russia (2012), The Netherlands (2006), Turkey (2006), USA (2005-2011)]

Family of coping Aricak Dehue Juvonen and  Price and Riebel Schenk and Soldatova and
et al. (2008) et al. (2008) Gross (2008) Dalgleish (2010) et al. (2009) Fremouw (2012) Zotova (2013)

Problem-solving

Instrumental action (4 (4 (4 v (4 (4 v
Escape

Behavioural avoidance X X v v (4 v v

Wishful thinking X X X X X X 4

Substance use X X X X X v X
Opposition

Aggression X v X 4 v v X

Direct confrontation v X X 4 v X X
Negotiation

Bargaining (%4 X X X 4 X v
Support seeking

Family communication ¢ v X 4 X X X

Talking with others v 4 4 4 v 4 v
Isolation

Social withdrawal X X X X X v X
Accommodation

Ignore problem v (4 X X X X X

Acceptance X X X v X X X
Helplessness

Confusion X X X X v X X
Self-reliance

Emotional expression X X X X 4 X X
Submission

Rumination X X X X 4 X X

Blame self X X X X X X v

v Reported by participants of the particular study
X Not reported by participants of the particular study

communication. Other frequently reported strategies were
behavioural avoidance and aggression (reported in 4 stud-
ies, see Table 3).

Coping with computer anxiety

Some older studies focused on coping and computer
anxiety (e.g. Bowers and Bowers 1996), but only two
contemporary studies have explored the relationship be-
tween computer anxiety and coping in youth after 2000.
Thorpe and Brosnan (2007) compared people with a spider
phobia, computer anxiety and non-anxious people. Com-
puter anxiety was dependent on beliefs in coping ability,
and social, performance and test anxiety were related to
computer anxiety and avoidance. Respondents with com-
puter anxiety used avoidance more than non-anxious
respondents but less than arachnophobic respondents. This

is supported, for example, by the research of Brosnan et al.
(2012), who found that students with pathological levels of
Internet anxiety decreased their Internet usage during first
academic year.

Discussion

The present study reviewed empirical studies focusing on
coping in the context of problematic computer use in
adolescents and young adults. It covers issues involving
heavy computer use, overuse, PIU, computer anxiety and
cyberbullying. The reviewed empirical findings revealed
some general patterns of relationships between reviewed
instances of problematic computer use, situational coping
and personal dispositions to use specific coping style,
called dispositional coping. The results indicated the
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Fig. 2 Model of relationships
between problematic computer
use, situational coping and
dispositional coping

Dispositional
coping style

Risk of problematic Internet use

Effort to cope with
cyberbullying

Victim of cyberbullying \,/

following types of relationships, (1) personal dispositional
coping style predicts the risk of PIU (Milani et al. 2009),
(2) the use of computer-related technology for coping with
stress enhances the experience of stress (Gemmill and
Peterson 2006; Deatherage et al. 2014), (3) personal dis-
positions to use some kind of coping style influence the risk
of cyber victimisation (e.g. Lodge and Frydenberg 2007,
Palladino et al. 2012), (4) the experience of being cyber-
bullied stimulates the situational coping effort, i.e. the
effort to cope with being cyberbullied (e.g. Aricak et al.
2008), (5) the experience of being cyberbullied influences
the subsequent structure of coping, i.e. which coping
strategies one applies to cope with being cyberbullied
(Vollink et al. 2013a), (6) personal dispositions to use some
kind of coping style influence situational coping with being
cyberbullied (Vollink et al. 2013a), (7) computer anxiety
influences personal dispositions to use some kind of coping
style (Thorpe and Brosnan 2007), (8) subjective beliefs
about one’s own coping ability influence the experience of
computer anxiety (Thorpe and Brosnan 2007). Some of
these causal patterns are depicted in Fig. 2 for illustrative
demonstration of various relationships.

It is necessary to say that some types of relationships
have been only rarely studied by previous empirical re-
search and their approvals need further empirical evidence
and verifications. For this reason, the results of this review
are suggested to be a starting point for further investigation
and theoretical discussions. Extracting the above-outlined
general patterns of relationships is a first attempt to connect
various instances of problematic computer use with coping
processes. Therefore, a broader contextual embedding into
stress and coping theory on one hand and into health
psychology theory on the other hand is needed for the fu-
ture. Such theoretical developments would require a
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Using Internet for
coping

Enhanced experience
of stress

detailed and extensive elaboration that is far above the
main focus of the present review, but it would be
stimulating for some follow-up studies.

When turning our attention to coping-relevant impacts of
health-endangering computer use, the present review en-
riches the field by revealing the general structure of specific
coping strategies related to problematic computer use. The
presentation of most of these strategies is organised around
two main subsections, “Coping and cyberbullying” and
“Computer use and dispositional coping skills”. The specific
coping strategies that occurred in these subsections are
considered to be elements of the general structure of coping
relating to problematic computer use.

The results presented in the subsection “Coping and
cyberbullying” indicate that some coping strategies are
used more often than others (see Table 3). Participants
reported coping by instrumental action and talking with
others in all of the studies focused on cyberbullying, based
on open-ended questioning (Aricak et al. 2008; Dehue et al.
2008; Juvonen and Gross 2008; Price and Dalgleish 2010;
Riebel et al. 2009; Schenk and Fremouw 2012; Soldatova
and Zotova 2013). Also, behavioural avoidance and ag-
gression were quite commonly used to cope with
cyberbullying (Dehue et al. 2008; Juvonen and Gross 2008;
Price and Dalgleish 2010; Riebel et al. 2009; Schenk and
Fremouw 2012; Soldatova and Zotova 2013). However,
these results do not inform us about the effectiveness of the
reported strategies for coping with cyberbullying. Coping
strategies may be used, but the stress related to being cy-
berbullied may remain or be even strengthened via
maladaptive cognitive efforts which are related to psy-
chological malfunctioning (Hampel and Petermann 2006).

When searching for the effectiveness of coping strate-
gies to reduce stress, the meta-analysis of Penley et al.
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(2002) may be helpful for interpreting the results of the
present review in the context of health psychology. Penley
et al. (2002) conducted a meta-analysis determining how
different coping strategies are associated with health out-
comes. In the present review, the avoidant coping style has
been associated with higher levels of PIU, perceived stress
and a higher risk of Internet addiction and cyber vic-
timisation. Penley et al. (2002) pointed out that using the
escape-avoidance strategy was negatively correlated with
psychological health outcomes and not significantly cor-
related with physical health outcomes. These results
support the hypothesis that the avoidant coping style is not
effective for reducing stress related to cyberbullying or
PIU.

On the other hand, problem-solving may be assumed to
be an effective strategy for reducing or preventing cyber
victimisation as well as PIU and Internet addiction. Inter-
estingly, the meta-analysis of Penley et al. (2002) did not
reveal either a positive or negative correlation with health
outcomes. The authors explained this surprising result as
being due to insufficient statistical power to detect the
small correlation between this strategy and health out-
comes. They also pointed out that the adaptive or
maladaptive nature of problem-solving may depend on the
situational context.

When turning attention to the subsection “Computer use
and dispositional coping skills”, one can see that the struc-
ture of coping strategies related to PIU and computer overuse
is highly differentiated. Different coping strategies occurred
in the reviewed empirical studies, and they also played var-
ious roles in the study designs. Avoidant coping, wishful
thinking, focusing on the positive and decreased use of ten-
sion reduction were predictors of PIU or Internet addiction
(Hetzel-Riggin and Pritchard 2011; Li et al. 2009; Milani
et al. 2009). On the other hand, active coping was a positive
predictor of Internet addiction (Milani et al. 2009). In a
comparison of bloggers and non-bloggers, bloggers used
more self-blame and venting and felt themselves to be more
stressed than non-bloggers (Baker and Moore 2008). Par-
ticipants with high levels of effortful control were less likely
to develop maladaptive cognitions about the Internet and its
role in managing stress and their negative emotions, because
they could use more positive coping styles (Lietal. 2010). As
seen above, almost each study in this subsection was focused
on slightly different aspects of problematic computer use.
The high differentiation of coping strategies in their results
as well as the total number of studies reviewed in the present
study indicate that this field is a developing research area
enabling plenty of new, promising issues for future research.
Results of the present review indicate that coping in the
context of problematic computer use is a very complex
phenomenon that is still not sufficiently covered by current
research.

The structure of coping strategies related to outcomes of
problematic computer use provided by the present study may
be useful for clinical psychologists and counsellors treating
computer addicts or Internet addicts. The information taken
together in the present review brings better insight into com-
puter and Internet addictions and their relation to the coping
skills of adolescents. For example, some of coping styles were
reported to be predictors of PIU. This means that people using
particular coping strategies could develop PIU more likely
than others. It seems that especially emotional and avoidant
coping styles are predictors of perceived stress and PIU
(Hetzel-Riggin and Pritchard 201 1; Li et al. 2009; Milani et al.
2009; Deatherage et al. 2014; Smith et al. 2007). These find-
ings are very important, because they may help clinicians
identify clients that are more prone to cope ineffectively with
stress related to their Internet addictions. Focusing on personal
coping styles may therefore be of crucial significance for
therapeutic treatment dealing with negative health outcomes
related to problematic computer use.

Recommendations for public health intervention

The general focus in interventions on cyberbullying should
be given to the implementation of training programmes, for
example, within the primary and secondary school cur-
ricula. These training programmes would include the active
involvement of pupils, who could practise deciding how to
behave under certain situations, for example, when being
cyberbullied. The training should involve pupils actively,
for example, using non-standard educational approaches,
rather than passive reception of information.

The prevention of Internet addictions and computer
overuse should be based on creating new opportunities for
the greater involvement of children, adolescents and their
parents in leisure-time activities that do not include computer
use. The everyday frequency of computer use needs special
attention, because Internet addictions and computer overuse
are dependent on total time spent in front of the computer.

Gaps and future research

Actually, there are several unexplored fields that can be
inspiring for future research. For example, although com-
puter anger has been already discussed by Wilfong (2006),
no study has yet focused on coping with computer anger or
on the interrelation of computer anger with dispositional
coping skills. Similarly, despite the importance of the
problem, there are still only a few studies on coping with
computer anxiety (Bowers and Bowers 1996; Thorpe and
Brosnan 2007; Brosnan et al. 2012).

Furthermore, there is no research focused explicitly on
coping with physical stressors elicited by computers, such
as electromagnetic fields and so on. However, it is
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important to point out that such stressors are difficult to
approach empirically, because effects of these influences
work outside of consciousness. Individuals may experience
the secondary symptoms elicited by these stressors like
subjective feelings of exhaustion, irritation or depressive
moods, but they are often not able to link these negative
health outcomes with computer use.
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Obecna diskuze

Predkladana habilitacni prace predstavuje sadu studii zkoumajicich osobnostni dispozice
pro emocni prozivani. Prezentovana vyzkumnd zjisténi tak souhrnné piispivaji
k mapovani struktury osobnostnich dispozic zaki/zakyni a studentl/studentek ceskych
$kol, coZ je vzhledem ke "Strategii vzdélavaci politiky Ceské republiky do roku 2030+"

(Fry¢ et al., 2020), akcentujici rozvoj osobnich a socialnich kompetenci, velmi aktualni.

V ramci jednotlivych studii jsme se spolu se spoluautory rozhodli postupné
zmapovat rizné aspekty osobnostnich dispozic zakl(/zdkyni a studentl/studentek
s relevanci pro jejich emocni prozivani ¢i reakce. Vysledky naSich studii dohromady
poskytuji novou znalostni zakladnu obohacujici stavajici poznani v rdmci cCeské
pedagogické psychologie. Tato nova zjisténi, z nichz pfinegjmensim néktera z nich stoji
blize k oblasti zakladniho vyzkumu, mohou do budoucna slouzit i jako odrazovy mustek
k navaznému aplikovanému vyzkumu ve Skolach, pro obohaceni programi v oblasti

prevence, ¢i k vyuziti v oblasti pedagogicko-psychologického poradenstvi.

Co se ty€e koncepce této habilita¢ni préace, pii fazeni studii do stavajici skladby
jsem se rozhodl zacit nejprve teoretickym vymezenim problému emoci (Polackova
Solcova & Trnka, 2015) a poté zafadit studie prezentujici empirické vyzkumy s orientaci
na obecnéjsi dispozice pro emocni prozivani, tedy studii zkoumajici bazalni
konceptualizaci emoci (Trnka et al., 2016a) a studii zkoumajici dispozicni emocni
kreativitu studujicich (Trnka et al., 2016b). Poté jiz nésleduji studie prozkoumavajici
a pocitu viny (Malinakova et al., 2020) a dale studie zkoumajici strukturu osobnostnich

dispozic pro ruzné strategie zvladani stresu (Balcar et al., 2011).
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Ve studii Trnky et al. (2016a) jsme se zaméfili na vyzkum bazalni konceptualizace
diskrétnich emoci. Hlavnim divodem pro prozkoumani této oblasti bylo to, Ze emoc¢ni
koncepty jsou povazovany za zdsadni dispozi¢ni materidl pro uvédomovani vlastnich
emoci a interpretaci emoci ostatnich socidlnich aktért, napiiklad spoluzdkl ve tfide.
Pravé uvédomovani emoci ostatnich je vyznamnou soucasti socidlni senzitivity,
interpersondlni percepce a empatie, tedy kompetenci, jejichz rozvoj je piimo
doporuéovan "Strategii vzdélavaci politiky Ceské republiky do roku 2030+" (Fry¢ et al.,
2020). Bazalni konceptualizace diskrétnich emoci navic ovliviiuje i regulaci emoci,
protoze kvalitativni charakter konceptualni kategorie diskrétni emoce umoziuje jedinci
utvorit si zavéry o pravdépodobnych ptiindch této emoce, o jejim obvyklém prubehu
v Case, a stejné tak i o moznych zptsobech, jak regulovat jeji projevy a pribéh. Rozvoj
schopnosti sebepoznavani umoziujici reflexi a regulaci vlastnich duSevnich stavi
je rovnéz doporudovan ve vyse zminéném strategickém dokumentu MSMT, protoze
regulace emoci ve $kolnim kontextu ovliviiuje vyznamnou mérou celkovou kvalitu

vyucovaciho klimatu.

V dalsim empirickém Setfeni predstaveném v této habilitacni praci (Trnka et al.,
2016b) jsme se zaméfili na vyzkum dispozi¢ni emoc¢ni kreativity. Vyzkum emocni
kreativity se v soucasné dob&é dynamicky rozviji a néktera prvotni zjisténi z oblasti
pedagogické psychologie (Song, 2016) indikuji jeho vyznamnost v pedagogicko-
psychologickém kontextu. Vysledky nasi studie obohacuji stavajici poznani v této oblasti
a ukazuji, ze dispozi¢ni emocni kreativita ovliviiuje volbu vysokoskolského studijniho

oboru.

Ve studii Malinakové et al. (2020) jsme se zaméfili na prozkoumani osobnostnich
dispozic pro prozivani studu a pocitit viny. Tyto osobnostni dispozice jsou pro kontext

pedagogické psychologie velmi vyznamné, protoze prozivani studu a pocitll viny velmi
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uzce souvisi se socialni uzkosti ve Skolnim prostiedi (Wu et al., 2021). Stud je také
vyznamnym mediatorem mezi socialni tzkosti a Sikanou, nebot’ Sikanovany jedinec
ma tendenci prehodnocovat postoje vici sobé a pripisovat Sikanovani vlastni slabosti
a osobnim nedostatkiim, coZ zpétné posiluje jeho prozivani studu. NaSe studie pouzila
vlastni nastroj pro méfeni studu a pocitl viny a validizovala jej na populaci zakl/zakyni

ceskych zakladnich skol.

Sadu empirickych studii pfedkladanych v této habilitacni praci uzavird vyzkum
dispozicnich strategii pro zvladani stresu (Balcar et al., 2011). Z pohledu syntetického
teoretického pojeti prozivani stresu a emoci (Lazarus, 1999) je zvladani stresu integralni
soucasti emo€niho vzruSeni. Dispozi¢ni strategie pro zvladdani stresu jsou v kontextu
pedagogické psychologie velmi vyznamné, protoze efektivni regulace stresu zlepSuje
subjektivni pohodu studujicich a pfispiva tak k lepSimu vyucovacimu klimatu ve tfide.
Nase studie prozkoumala moznosti vyuziti Ceské verze testu osobnostnich dispozic
pro zvladani stresu SVF 78 (Janke & Erdmannova, 2003) a odhalila nékteré
problematické vlastnosti tohoto ndastroje pii pouziti u studentii/studentek ceskych

vysokych skol.

Souhrnné vysledky nasich studii predkladanych v této habilita¢ni praci poukazuji
na to, ze se osobnostni dispozice pro emocni prozivani skladaji z vétsiho poctu rtiznych
komponent, které maji svébytny charakter, nicmén¢ jsou vzdjemné provazany a dopliuji
se. Mnohakomponentové pojeti osobnostnich dispozic pro emoc¢ni prozivani umoziuje
vyzkumné pracovat s jednotlivymi slozkami pii soucasném piedpokladu mozného
vzajemného ovlivilovani. V kontextu pedagogické psychologie nékteré z nasich vysledkt
poukazujina to, ze v riiznych vyvojovych stadiich mize byt subjektivni diferenciace mezi

jednotlivymi komponentami rozdilna (naptiklad Zaci/Zakyné 7. a 9. tiid zakladnich Skol
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méli relativné malo diferenciovany moréalni emoce stud a pocity viny v porovnani

s dospélou populaci, Malinakova et al., 2019; Malinakova et al., 2020).

Nasledujici podkapitoly nabizeji parcidlni diskuze vybranych zjisténi nasich studii
s relevanci pro Sir$i badatelsky kontext pedagogické psychologie ¢i mozné vyuziti

Vv praxi.
Bazalni konceptualizace diskrétnich emoci u studentii/studentek ceskych vysokych skol

Vysledky nasi studie (Trnka et al., 2016a) nabizeji primérné hodnoty bazalni
konceptualizace diskrétnich emoci u studujicich na ¢eskych vysokych Skolach (normy
jsou ve studii prezentovany v Tabulce 1). Nastroj nové predstaveny v nasi studii lze
vzhledem k jeho jednoduché administraci vyuzit i v psychodiagnostice a pedagogicko-
psychologickém poradenstvi jako jednoduchy screeningovy ndstroj na méfeni kvality
bazéalni konceptualizace diskrétnich emoci. Vyhodou naseho néstroje je, ze postihuje
Siroké spektrum riznych diskrétnich emoci. Srovndni s primérnymi hodnotami
zjisténymi v nasi studii lze vyuzit napiiklad pro primarni detekci nékterych emocnich
problémi studujicich. Pro budouci vyzkum by bylo pfinosné realizovat dal§i normativni

studie, naptiklad na populacich zakli/Zékyni zdkladnich a stfednich skol.

Jak jiz bylo uvedeno vyse, efektivni regulace emoci je v kontextu pedagogické
psychologie velmi dalezita. NaSe studie (Trnka et al., 2016a) v tomto sméru nabizi nova
zjisténi tykajici se toho, které z 16 rlznych diskrétnich emoci cesti vysokoSkolsti
studenti/studentky povazuji za hufe regulovatelné. Jako hife regulovatelné byly
hodnoceny napiiklad smutek, strach, hnév, stud, pocit viny, zklaméni, zarlivost a nenévist
(Tabulka 1, Trnka et al., 2016a). Ve vsech ptipadech se jednd zaroveii o emoce vnimané
jako neptijemné. Negativni emoce zuzuji akcni repertoar jedincova mysleni (Mares,

2013; Stuchlikova, 2002) a jejich prozivani je Casto spojeno se silnou potifebou jejich
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regulace ve srovnani s emocemi vnimanymi jako pfijemné. Pro praxi je dileZité napiiklad
to, ze v kontextu vysokoskolského studia Ize ocekdvat zvySeny vyskyt nékterych z téchto
emoci v obdobi zkousek a v dalsich vykonovych situacich, napt. strach pted zkouskou,
smutek a zklamani po netspé€$né zkousce, ¢i stud a Zarlivost pfi srovnani s vykonem
ostatnich studujicich. V téchto vykonovych situacich Ize pifedpokladat, ze vySe zminéné
emoce mohou u nékterych studenti/studentek zuzit pozornostni rozsah a ovlivnit
tak negativné kvalitu jejich vykonu (Stuchlikova, 2002). Studujici s niz§i schopnosti
regulace téchto emoci pak mohou ve srovnani s ostatnimi studujicimi dosahovat horsich
studijnich vysledkt. Ucitelé v praxi mohou, naptiklad pomoci vhodné upravy formy
zkousSeni ¢i vykonové situace, Castecné vyskyt téchto emoci eliminovat a pfispét tak

k vyvazené&jSimu porovnani vykonu studentt/studentek v ramci studijni skupiny.

Vysledky nasi studie (Trnka et al., 2016a) dale ukazuji, ze ¢tyfi dimenze,
na kterych vysokoskolsti studenti/studentky hodnotili podnétova emocni slova, spolu
vzajemné nekorelovaly. Tyto vysledky indikuji, ze valence, intenzita emoc¢niho vzruseni,
subjektivné vnimana moznost kontroly a uZzite¢nost emoce jsou svébytnymi, na sobé
nezavislymi dimenzemi afektivniho prostoru jedince. V ramci psychologie emoci maji
tato zjiSténi vyznam pro dalsi rozvoj teorie afektivniho prostoru. V psychologii emoci
se doposud hojné¢ pouzival Russelliv teoreticky model emocnich dimenzi
(tzv. circumplex model, Russell, 1980) postulujici dvé latentni bipolarni dimenze
afektivniho prostoru, valenci (pfijemnost versus nepiijemnost) a intenzitu emocniho
vzruseni (aktivaci versus deaktivaci). Vysledky nasi studie vybizeji k budoucim diskuzim
o dostate¢nosti dvoudimenzionalniho chdpani afektivniho prostoru a o potencidlné mozné

vyssi komplexité bazalni konceptualizace emoci.
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Dispoziéni emocni kreativita a volba oboru pro studium na vysoké Skole

Emocni kreativita je osobnostni dispozice s potencidlem pro mozné vyuziti v rozvojovych
aktivitach, které by u zakd/zadkyni mély podporovat rozvoj osobnich a socialnich
kompetenci. Jednim z cilii "Strategie vzd&lavaci politiky Ceské republiky do roku 2030+"
(Fry¢ et al., 2020) je mimo jiné 1 rozvoj schopnosti sebepoznavani umoziujici reflexi
vlastnich duSevnich stavii. Pravé se sebepoznavanim vlastnich emo¢nich stavli emoc¢ni
kreativita velmi uzce souvisi, nebot’ jeji konceptualizace zahrnuje 1 autentické
uvédomovani prozivanych emoci. Emoc¢ni kreativita zahrnuje pfemysleni o svych
emocnich reakcich se snahou jim porozumét, reflexi minulych emocnich zazitkt s vazbou
na zvladani soucasnych emocnich problémi, ¢i tendenci zhodnotit intenzivni emoc¢ni
zazitek s odstupem (Averill, 1999). Stejn¢ tak souvisi emo¢ni kreativita i se socialni
senzitivitou, interpersondlni percepci a empatii, protoze zahrnuje naptiklad snahu
o senzitivni vnimani emoci ostatnich s vazbou na lep$i porozuméni svym vlastnim
pocitim, ¢i pfesvédceni o tom, ze zpisob emo¢niho prozivani a reagovani muze jedinci
napomahat ke zlepSovani mezilidskych vztaht (Averill, 1999). Z téchto divodi mize byt
konstrukt emoc¢ni kreativity velmi podnétnym pro budouci vyvoj aktivit na podporu

rozvoje osobnich a socialnich kompetenci u zaka/zakyni.

KdyZ obratime pozornost k diskuzi vécnych zjisténi nasi studie (Trnka et al.,
2016Db), je zajimavé, ze studenti/studentky umeleckych a humanitnich oborti vykazovali
vyssi dispozi¢ni emocni kreativitu ve srovnani se studenty/studentkami technickych,
ekonomickych, pfirodovédeckych a medicinskych obord. Tyto vysledky lze porovnat
a integrovat s vysledky studie Plhdkové et al. (2015), kterd zkoumala souvislost mezi
dispozi¢ni kognitivni kreativitou, obecnymi dimenzemi osobnosti NEO pétifaktorového
osobnostniho inventate (NEO-FFI) a typem studijniho oboru u student/studentek

¢eskych vysokych skol. Plhakova et al. (2015) zjistili, Ze studenti/studentky uméleckych
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obori méli ve Skale otevienost viici zkuSenosti vyznamné vys§i primérny skor
nez skupiny s orientaci na biologické a socidlni védy. Studenti/studentky uméleckych
obort vSak neméli ve Skéle otevienost vii¢i zkuSenosti signifikantné vyssi primérny skor
nez studenti/studentky s investigativni orientaci na exaktni v€dy. Tato zjis$téni jsou velmi
relevantni pro srovnani s rozdily v emocni kreativit¢ mezi studenty/studentkami riznych
vysokoskolskych oboril, protoze dispozi¢ni emoc¢ni kreativita korelovala pozitivné
s dimenzi otevienost vii¢i zkusenosti v pfedchozich zahrani¢nich studiich (Averill, 1999;
Ivcevic et al., 2007). Pfi sumarizaci vysledkt studie Plhakové et al. (2015) a nasi studie
(Trnka et al., 2016b) lze souhrnn¢ konstatovat, ze studenti/studentky uméleckych oborti
ceskych vysokych Skol maji vyssi dispozi¢ni emocni kreativitu a také vyssi dispozicni
otevienost vic¢i zkuSenosti, minimaln¢ Ve srovnani se studenty/studentkami

s investigativni orientaci na biologické védy.

V nasi studii (Trnka et al., 2016b) se dale ukézalo, Ze studenti a studentky
uméleckych oborit méli vyssi dispozi¢ni emoc¢ni kreativitu nez studenti a studentky
technickych, ekonomickych, a medicinskych obori. Naopak ve studii Plhakové et al.
(2015) se studenti a studentky umeéleckych obord, co se dimenze otevienosti vuci
zkuSenosti tyce, nelisili od studentl a studentek exaktnich véd. Tento kontrast je velmi
zajimavy. Je mozné, ze umélecka tvorba a studium uméleckych oborti oslovuje osobnosti
s vys8i dispozi¢ni emocni kreativitou, protoze umélecka tvorba Cerpa z emocionality
jedince (Slavik et al., 2013) a prozivani originalnich, neobvyklych emoci se projevuje
na vyssi originalité umélecké tvorby, kterd je pii studiu uméleckych oborit ocenovana.
Naopak studenti a studentky exaktnich véd mohou mit dispozi¢ni otevienost vici
zkuSenosti relativné srovnatelnou se studenty/studentkami uméleckych obort, protoze
otevienost vici zkuSenosti je v pétifaktorovém osobnostnim modelu (ve srovnani

s emoc¢ni kreativitou, které je souborem spise specifickych dispozic uplatiiujicich se pfi
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riznych tvurcich aktivitach) vice generalizovanou dimenzi osobnosti (van Broekhoven
et al., 2020) Tato piedbézna tivaha muze inspirovat zaméfeni moznych budoucich
badatelskych zadméra. DalSim podnétem mohou byt i vysledky zahrani¢nich vyzkumii.
Naptiklad studie provedend na vysokych Skolach v Némecku zjistila, ze studenti
a studentky umeéleckych oborl vykazovali vyssi otevienost vic¢i zkusenosti ve srovnani
se studenty/studentkami technickych, védeckych/exaktnich, a matematickych obort
(van Broekhoven et al., 2020). Autofi vSak poukazuji na to, ze i pies statistickou

vyznamnost, byly zjisténé rozdily relativné malé.

Studie Plhdkové et al. (2015) dale ukazala, ze vysokoskolsti studenti a studentky
s investigativni orientaci na oblast exaktnich véd méli signifikantné vyssi skory
ve Skdlach mechanické/védecké kreativity a "vynalezectvi" nez studenti/studentky
ostatnich obord. Studenti a studentky uméleckych obort zase skorovali vySe v oblasti
hudby a tvlrciho psani. Tyto vysledky jsou v souladu s naSimi zjiSténimi tykajicimi
se praktikovani volnocasovych kreativnich aktivit u studenti a studentek ceskych
vysokych skol. Vynalézani byla totiz jedna ze dvou kreativnich volno¢asovych aktivit,
ktera nekorelovala s dispozi¢ni emocni kreativitou (na rozdil od tviir¢iho psani, malovani,
skladani hudby, divadelni improvizace a kutilstvi, které s dispozi¢ni emocni kreativitou
korelovaly). Zda se tedy, ze védecka kreativita a vynalézani nevyzaduji emoc¢né-kreativni
dispozice, ale naopak vyzaduji kognitivné-kreativni dispozice pro feseni problémovych
situaci. Vyznam emocionality u studentti/studentek uméleckych obori naopak zdiiraziuji
vysledky studie Furnhama a Crumpa (2013), kde studenti a studentky uméleckych oboril
vykazovali vyssi vrelost, senzitivitu a otevienost ke zméné¢ v porovnani
s vysokoskolskymi studenty/studentkami védeckych/exaktnich obort, ktefi vykazovali

vyssi svédomitost vic¢i pravidlim a vyssi perfekcionizmus. VySe diskutovani témata
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naznauji mozné ubirdni navazného budouciho vyzkumu v ramci pedagogické

psychologie, ktery mohou vysledky zminénych studii inspirovat.
ProZivani studu a pocitii viny u Zaki/Zakyni druhého stupné zdakladnich $kol

Jak jiz bylo uvedeno vySe, pocity studu a viny se Casto ve Skolnim kontextu objevuji
v souvislosti se Sikanou. V ramci vzdélavacich aktivit ve Skolach a v programech
se zaméfenim na prevenci Sikany by se zaci méli s charakteristikou téchto pocitl
seznamit, a to véetné jejich dynamiky v ¢ase a negativnimi dopady na pfehodnocovani
sebepojeti u Sikanovanych jedincii. Domnivam se, ze dobra informovanost v této oblasti
muze napomoci k lepsi regulaci téchto emoci u zak/zakyni, kteti se stanou (anebo se jiz
v minulosti stali) obéti Sikany. Sebeposuzovaci dotaznik GSES, ktery byl pouzit v nasi
studii (Malinakova et al., 2020), je kratky a jednoduchy na administraci, a proto jej lze
vyuzit i pfimo v ramci preventivnich programi se zaméfenim na Sikanu, napf. si Zaci
mohou tento dotaznik sami vyplnit a srovnat pro zajimavost svijj vysledek s primérnymi
hodnotami v populaci. Pro budouci vyzkum by bylo piinosné realizovat se stejnym
nastrojem dalsi validizacni studie, provedené napiiklad na populacich zakl/Zakyni

ceskych stiednich skol.

Zajimavym zjisténim na$i studie (Malinakova et al., 2020) je to, ze adolescenti
na urovni druhého stupné zakladni Skoly jesté nevykazovali jednozna¢nou diferenciaci
moralnich emoci studu a pocitl viny. Pro srovnéni, u populace dospélych byly subskaly
studu a pocitd viny plné diferenciovany (pii pouziti stejného méficiho nastroje
— viz vysledky nasi studie Malindkové et al., 2019). Samoziejmé, limitem obou téchto
studii je sebeposuzovaci charakter dotazniku GSES. Budouci studie by mohly
pii zkoumani diferenciace studu a pocitll viny vyuzit i dal$i nastroje, napiiklad nastroje

vyuzivajici evaluaci kratkych podnétovych situaci/piibéha.
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Pokud srovname vysledky studie Maliidkové et al. (2020) s vysledky vyzkumu
bazalni konceptualizace studu i pocitu viny u studujicich na ¢eskych vysokych skolach
(Tabulka 1 ve studii Trnky et al., 2016a), i zde je stale jeSté patrna pomérné nizka
diferenciace mezi koncepty studu a pocitu viny. Jak je vidét v Tabulce 2 studie Trnky
et al. (2016a), tyto emoce maji pii zohlednéni vSech ¢tyf hodnocenych dimenzi velmi
malou vzdjemnou konceptualni vzdalenost. Nicmén¢ piti zohlednéni hodnoceni v ramci
jednotlivych dimenzi (Tabulka 1 ve studii Trnky et al., 2016a) je u této vékové skupiny
studujicich jiz vidét diferenciace v dimenzich valence a intenzity emoc¢niho vzruSeni.
Vysokoskolsti studujici naptiklad hodnotili pocit viny jako pfijemnéjsi nez stud.
Co se ty€e hodnoceni intenzity emo¢niho vzruseni, byl stud naopak hodnocen jako

silnéjsi emoce.

Nizkou diferenciaci mezi pocity studu a viny Ize u adolescentti v obdobi puberty
interpretovat z pozice Eriksonovy teorie vyvojovych fazi osobnosti (1964, 1968).
Z tohoto pohledu se zaci druhého stupné zékladni Skoly nachézeji ve fazi hledani vlastni
identity pfi soucasném konfliktu s nejistotou ohledné vlastni role v riznych socialnich
skupinach. V tomto veéku hledaji dospivajici svou vlastni jedinecnou identitu a zaroven
prozkoumavaji a formuji své moralni postoje. Vyvojové procesy souvisejici s touhu
o pfijeti ze strany socialniho okoli doprovazi v této fazi zmateni, konflikty a nejasnosti
ohledné vlastni role ve spolec¢nosti (Erikson, 1964, 1968). Stud i pocity viny jsou moralni
emoce spojené s poruSenim subjektivnich ¢i socidlnich norem. Jejich relativné nizka
diferencovanost v obdobi adolescence muze souviset i s tim, Ze moralni postoje
a subjektivni moralni normy se prozatim utvafeji a nejsou v tomto véku jesté plné
zformovany. Je proto také mozné, ze diskrepance mezi subjektivné vnimanymi idealnimi
pozadavky na své vlastni chovani a chovanim o¢ekavanym ze strany spolecnosti jeste

neni v tomto véku jasné rozliSitelna. Mizeme se domnivat, Ze praveé chovani adolescent,
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narusujici konvenéni spoleCenska ocekavani (v tomto véku tak typické) ma za tkol
prozkoumavat hranice a kvalitativni charakter socidlnich norem. Zajimavym podnétem
pro budouci vyzkum by mohlo byt prozkoumani diferenciace mezi pocity studu a viny

u zakl/Zakyni prvniho stupné zakladnich skol.

Mezipohlavni rozdily v dispozi¢ni emocni kreativité a v osobnostnich dispozicich pro

proZivdni studu a viny

Ve studii Trnky et al. (2016b) vykazovaly studentky ceskych vysokych skol signifikantné
vysSi dispozi¢ni emocni kreativitu nez studenti Ceskych vysokych skol. Dale, ve studii
Malinakové et al. (2020) vykazovaly zakyné siln€j$i osobnostni dispozice pro prozivani
studu a pocitti viny v porovnani s zaky zakladnich skol. Obé tato zjisténi dohromady
poukazuji na hypoteticky celkové siln€jSi emocionalitu u divek, nicméné je tieba

prozkoumat i vysledky meta-analyz mezipohlavnich rozdili v téchto oblastech vyzkumu.

Nase meta-analyza vysledkii pfedchozich vyzkumii emocni kreativity (Kuska
et al., 2020) ukazala, ze zeny vykazovaly celkove vyssi dispozicni emocni kreativitu nez
muzi (celkové N = 3.555). VSechny studie zahrnuté v meta-analyze pouzivaly stejny
nastroj na méteni dispozicni emocni kreativity — tedy sebeposuzovaci psychometricky
dotaznik the Emotional Creativity Inventory (ECI; Averill, 1999). Zeny mély statisticky

vyznamng vyssi celkovy skor a 1 skory v ramci vSech tii subskal dotazniku ECI.

Vysledky meta-analyzy u mezipohlavnich rozdil v osobnostnich dispozicich
pro prozivani studu a pociti viny (Else-Quest et al., 2012) poukazuji konsistentné
s naSimi vysledky na to, ze zeny maji sklon k siln&Simu prozivani studu a viny.
Tato meta-analyza zahrnula jak pfedchozi vyzkumy méfici osobnostni dispozice

k prozivani studu a viny, tak 1 vyzkumy méiici aktualné prozivany stud a pocit viny.
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Validizace dotazniku osobnostnich dispozic pro zvldadani stresu SVF 78 na populaci

studentii/studentek ceskych vysokych skol

Psychometrické vlastnosti dotazniku SVF 78 (Janke & Erdmannova, 2003) uvadéné
v pivodnim manudlu pro ¢eskou verzi pochézeji z jediné némecké standardizacni studie
(Weyers et al., 2005) a byly ziskany na vzorku 246 osob (122 zen a 124 muzi) ve véku
20-64 let. Proto jsme se v nasi studii (Balcar et al., 2011) rozhodli validizovat ¢eskou
verzi dotazniku SVF 78 na populaci studentil a studentek ceskych vysokych skol.
Faktorové feSeni zjisténé v nasi studii se vSak odchyluje od struktury puvodni ¢eské verze
dotazniku SVF 78 (Janke & FErdmannova, 2003), kterd obsahuje 13 subskal:
Podhodnoceni, Odmitani viny, Odklon, Nahradni uspokojeni, Kontrola situace, Kontrola
reakci, Pozitivni sebeinstrukce, Potfeba socialni opory, Vyhybani se, Unikova tendence,
Perseverace, Rezignace, Sebeobviniovani. Binderova (2021) podrobuje dotaznik
SVF 78 kritice a upozorfiuje na to, Ze mezi jeho nedostatky patii nedostate¢né teoretické
z4zemi, absence popisu vyvoje metody, neprokdzana validita nastroje, absence ceskych
norem a nejasny vztah jednotlivych subskal dotazniku souvisejici s jeho faktorovou
strukturou. Celkové Binderova (2021) povazuje dotaznik v soucasné podobé
pro praktické vyuziti, napt. pro psychodiagnostické tcely, ¢i pro individualni diagnostiku
v oblasti pracovni psychologie, za nevhodny. Ze stejnych divodu nelze dotaznik SVF 78
doporucit ani pro psychodiagnostické¢ ucely v ramci pedagogicko-psychologického

poradenstvi.

I ptes tuto kritiku a odlisné faktorové feSeni dotazniku SVF 78 zjisténé v nasi
studii (Balcar et al., 2011) jsou moznosti jeho dal§iho vyuziti ve vyzkumu do budoucna
stale oteviené. Ve studii Plevové et al. (2019) byla Ceska verze dotazniku SVF 78 vyuzita
pro vyzkum dispozic pro zvladani stresu u 51 wucliteld/ucitelek (a zaroven

vysokoskolskych studentt/studentek kombinované formy pedagogického oboru). V této
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studii vykazovaly subSkély dotazniku SVF 78 dobré nebo velmi dobré reliability (Plevova
etal., 2019).

Limity

Limitem ptredkladané habilitani prace bylo pouziti psychometrickych nastroji
zalozenych na sebeposuzovani. V ptipad¢ studie Trnky et al. (2016a) byl dale problém
s grafickym zobrazenim ctyfdimenziondlnich dat ve dvoudimenziondlnim prostoru.
Ve stejné studii také nebyl zahrnut emo¢né-neutralni podnétovy materidl. Ve studii Trnky
et al. (2016b) nebyly sledovany nekteré proménné, které potencidlné mohly ovlivnit
volbu oboru vysokoskolského studia (dlouhodobé zajmy, oblibené predméty na sttedni
Skole atd.). Tyto limity predstavuji metodologické podnéty pro planovani budoucich

vyzkumnych zaméru.
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Zavér

Predkladana habilitacni prace predstavuje sadu studii zkoumajicich osobnostni dispozice
pro emocni prozivani, jejichz zjisténi souhrnné piispivaji k mapovani aktualniho stavu
struktury osobnostnich dispozic Zzakid/zakyni a studentd/studentek ceskych Skol.
V predkladanych vyzkumnych studiich byly nové zjistény napiiklad charakteristiky
bazalni konceptualizace diskrétnich emoci u vysokoskolskych studenti/studentek (Trnka
et al., 2016a), dale troven dispozic pro prozivani studu a pocitu viny u zakl/zakyni
zékladnich Skol (Malindkové et al., 2020), struktura dispozic pro zvladani stresu
u vysokoskolskych studentli/studentek (Balcar et al., 2011), a vliv dispozi¢ni emoc¢ni

kreativity na volbu oboru pro studium na vysoké skole (Trnka et al., 2016b).

Vysledky nasSich studii predkladanych v této habilitaéni praci celkoveé poukazuji
na to, ze se osobnostni dispozice pro emo¢ni prozivani skladaji z vétsiho poctu riznych
komponent, které maji svébytny charakter, nicméné jsou vzajemné provazany a dopliuji
se. Zjisténi prezentovana v této habilitacni praci obohacuji stavajici poznani v ramci ceské
pedagogické psychologie a mohou do budoucna slouzit i1 jako odrazovy mustek
k navaznému aplikovanému vyzkumu ve $kolach, pro obohaceni programi v oblasti

prevence, ¢i k vyuziti v oblasti pedagogicko-psychologického poradenstvi.
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