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Effects of Situationally Induced Affect
on Boys' Generosity Toward Peers

CHAPTER I

INTRODUCTION

In their day-to-day interactions with peers and

others, children both give and receive concrete (e.g.

toys, food) and intangible goods (e.g. praise, informa-

tion). In addition, they are often asked to make judge-

ments about how much they or another should give or

receive of available goods, and whether particular allo-

cations are fair. These processes are addressed by

exchange theories (e.g., Homans, 1961; Adams, 1963; Wal-

ster, Walster, and Berscheid, 1978). Research within

the perspective of these theories has given some under-

standing of the developmental course of actions and

judgments involving exchanges. Another relevant body of

literature exists, however, which has not been well

integrated with the material on social exchange. This

material concerns the role of affect on behavior. In

particular, there is a growing body of research concern-

ing the effects of affect on generosity.

The purpose of this study was to investigate the

effect of mood and equity treatment on generosity judge-
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ments. The affective state of children was first mani-

pulated by having the children hear a happy or sad

story. Children then received more, less, or the amount

of payment they expected for playing a game. Finally,

children were given an opportunity to share the re-

sources they had earned with others who would not be

given the opportunity to play the game.

The following predictions were made: 1) There would

be a main effect for affective state with boys who expe-

rienced a postive mood donating significantly more than

those whose affective states were negative. 2) There would

be a main effect for amount of reward received. Children

who were overpaid would donate the most to a non-playing

peer, while children who were underpaid would donate the

least. 3) There would be a significant interaction

effect between affective state and amount of reward. In

general, negative mood should depress generosity espe-

cially in the underpaid and fairly rewarded conditions.

This prediction is graphed in Figure 1.



Positive Mood 0-0
Negative Mood-

Under- Proper Over-
Paid Paid Paid

3

Figure 1. Predicted donation rates for mood and equity
conditions.
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CHAPTER II

REVIEW OF LITERATURE

Social Exchange: Equity Theory

The exchange of both tangible and intangible goods

is addressed by Equity Theory (Walster, Berscheid & Wal-

ster, 1970, 1973; Walster, et. al., 1978). This theory

assumes that in a relationship (including short term

interactions), people constantly make assessments of all

involved parties' outcomes and rewards, including their

own, in terms of the inputs and investments of each

(Walster, et. al., 1978; Shaw & Constanzo, 1982). Equity

involves a perceived state of equilibrium where one per-

son's rate of rewards to their investments is equal to

the reward/investment ratio of the other person in the

relationship.

Equity theory has four basic propositions (Walster,

et. al., 1978). The first is that humans are selfish

creatures and can be generally relied on to attempt to

secure for themselves maximum rewards (Walster, et. al.,

1973). However, if each individual pursued their own

desires at will, others would suffer. The second propo-

sition of Equity Theory states that in order to maximize
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the benefits to the greatest number of people a system

of equitable rewards and costs has evolved and can be

applied to each member of the social unit. The group

can maintain equitable behavior through the use of re-

wards and punishments for equitable or inequitable be-

havior.

Societies may differ in their determination of what

is equitable and how equity will be maintained. This

same subjectivity applies also at the individual level

(West & Wicklund, 1980). Because people wish to gain

rewards and avoid punishment they act according to soci-

ety's rules. People learn "the most profitable way to be

selfish is to be 'fair'." (Walster, et. al., 1978,

p. 15). The realization that violations of others de-

servingness threaten the predictability of the norm en-

courages self-protection by safeguarding the deserv-

ingness of others (Long & Lerner, 1974). Because in-

equitable behavior may be caught and punished the safest

behavior is that which gains appropriate rewards, i.e.

equitable behavior. However, not all inequitable be-

havior is discovered and punished. In those cases the

individual gains rewards for his inequitable behavior

from an unsuspecting society as well as the rewards

gained from his equitable behaviors. According to Equity

Theory, equitable or inequitable behavior will prevail
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depending on which will secure the greatest benefits

relative to cost.

A third proposition of Equity Theory indicates that

inequity leads to distress in the participants. The

greater the inequity the greater the distress in the

relationship participants. Those who receive more re-

ward become distressed due to, a) fear of the others

retaliation and b) self-concept distress from knowing

one has violated an internalized rule. The victim who

perceives himself to recieve less reward tends to be

more distressed by the inequity than the harmdoer. The

victim usually experiences anger in such a situation and

may demand compensation or retaliate against the other.

Because the inequitable situation is so distressing

there will be attempts by the participants to eliminate

the distress through behaviors that will restore equity.

According to the fourth proposition of Equity Theory,

equity may be restored by restoring actual or psycho-

logical equity. The exploiter may restore actual equity

by compensation of the victim, retaliation, or self-

deprivation, while psychological equity may be restored

by blaming the victim, minimizing the victim's suffer-

ing, denying responsibility for the act or offering an

apology. The victim may attempt to restore actual equi-

ty by demanding compensation or by retaliating, while
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restoring psychological equity involves changing beliefs

in order to justify the inequity. For example, victims

may attempt to convince themselves that they really were

not a victim, that the exploitation did bring about

benefits to them, that the exploiter will sometime,

somehow and by someone get what they really deserve, or

that the exploiter actually deserves the benefits re-

ceived. While several restoration techniques may be

employed by a participant at the same time in the cate-

gory of compensation or justification, people tend not

to employ compensation and justification simultaneously

as these techniques have been found to be negatively

related; the more one compensates the less justification

is employed and vice versa (Walster, et. al., 1978).

Developmental Research on Equity

Reward allocation behavior progresses from self-

interest, to equality, and then to equitable reward

distribution with increasing age (Hook & Cook, 1979;

Major & Deaux, 1982; Keil & McClintock, 1983). Prior to

age six years the child does not consider the input

ratios of participants and allocates outcomes based on

self-interest or equality. There is a shift at approxi-

mately age six years from equality to equity (Major &

Deaux, 1982). From about age six to thirteen years
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"ordinal equity" is the predominant basis of reward

allocation. There is a rank ordering of individual

inputs with an understanding that those with greater

inputs should get more rewards but the rewards are not

directly proportional to inputs (Hook & Cook, 1979).

While individual or group equity can be brought about by

external events it is presumed that increasing sociali-

zation will internalize it (Shaw & Constanzo, 1982).

A review of thirty-one allocation studies by Keil

and McClintock (1983) suggests that by age eight years

proportional equity is understood by at least a majority

of the children if there is a one-to-one match between

inputs and resources. When a one-to-one match is not

possible children tend to use ordinal equity or equality

rules to make allocation. The use of proportional equi-

ty as the predominant means of allocating resources

occurs at about age thirteen (Hook & Cook, 1979; Keil &

McClintock, 1983). Knowledge and use of allocation

rules appear to be closely linked to cognitive-numerical

development (Krebs, 1982; Major & Deaux, 1982; Keil &

McClintock, 1983).



Situational and Personal Factors
Which Influence Rewards to Others

Mood
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Mood has been shown to be a powerful factor influ-

encing altruistic behavior. Studies on the effects of

mood in adults show that situations/tasks producing a

positive mood state result in a significant increase in

generosity toward others (Berkowitz & Conner, 1966;

Isen, 1970; Isen & Levin, 1972).

With children the same pattern is observed, that

is, there is a positive relationship between generosity

and positive affect. The direct manipulation of chil-

dren's mood state by task success has been found to

increase generosity. Staub (1963) found fifth grade

children were more generous with their resources when

they won a game then when they failed or were average

performers. Isen, Horn, and Rosenhan's (1973) work with

first through fourth graders also found an increase in

generosity with task success. In a competitive task

children who were winners donated more than those chil-

dren who lost or tied in the game (Barnett & Bryan,

1974) .

Not only has mood generated by direct experience

been found to influence a child's mood and subsequent

behavior but affect generated by having the child imag-
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ine or reminisce about an affect-laden event will in-

fluence behavior. Moore, Underwood and Rosenhan (1973)

asked 7 and 8 year old children to think about events

that resulted in happy, sad, or neutral moods. Children

who thought about happy events were found to be more

generous with resources toward peers who would not be

given the opportunity to be involved than those in

either the sad or neutral conditions. These results

were replicated by Underwood, Froming and Moore (1977)

and again by Froming, Allen and Underwood (1983), demon-

strating the effect of positive affect on generosity and

the tendency for children's generosity to increase with

age. In addition, studies by Long and Lerner (1974),

and Miller and Smith (1977) investigated over-, under-,

or proper-payment for tasks. It can be argued that

those children who were overpaid were experiencing posi-

tive affect while the proper-paid and underpaid sub-

jects were experiencing neutral and negative affect. In

both studies the. children who were overpaid were more

generous with resources than in the other conditions.

In general, conditions that produce positive affect in

the individual tend to consistently increase altruistic

behavior in both adults and children (Krebs, 1970; Cial-

dini, Kenrick and Baumann, 1982).

In adults, negative mood states have been found to
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produce an increase in generosity (Cialdini, Darby &

Vincent, 1973). Transgressions are thought to produce a

negative state. Cialdini and his colleagues propose a

Negative State Relief Model (Cialdini & Kenrick, 1976;

Kenrick, Baumann & Cialdini, 1979) which postulates that

an individual will attempt to reduce the negative affect

through performance of behavior that is self-grati-

fying and works to relieve transient negative mood

states in the same manner that other mood strengthen-

ing experiences will. In.this model altruism is seen

as hedonism in that the altruistic behavior produces

positive gains for the benefactor and the recipient. The

potential benefactor's distress seemingly acts as a moti-

vator to generous behavior. Walster, et. al., (1973)

also address "equity distress" as a motivator of be-

havior. Thus, with adults both positive and negative

moods increase generosity and produce a U-shaped curve

for mood and generosity.

Negative moods in children do not follow the adult

pattern. For children the pattern is reversed. Children

have been found to be least generous when in a negative

mood state. In females, the pattern begins to become

similar to adult behavior at approximately the twelfth

to thirteenth year. With males behavior becomes adult-

like between the ages of thirteen to fifteen years old
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(Cialdini & Kenrick, 1976; Cialdini, et. al., 1982).

Work by Isen and her colleagues (Isen, et. al., 1973,

first and third studies) involved mood manipulation of

children by producing winners and losers in a game

situation. Those who failed the game donated less to

charity than did the winners and the controls. Also

studied were the effects of observed versus unobserved

failures. Children who were unobserved failures donated

less than those children who failed the task and were

observed. Barnett and Bryan's (1975) study with chil-

dren in a competitive situation who were losers found

that children who lost were less generous with their

resources. Children who are asked to reminisce or think

sad thoughts have been found to be less generous than

those children thinking neutral or happy thoughts

(Moore, et. al., 1973; Rosenhan, Underwood and Moore,

1974; Cialdini & Kenrick, 1976; Underwood, et. al.,

1977). Therefore, it would appear that the relationship

between mood and children's generosity is generally

linear in nature. Studies by Moore, et. al., (1973)

and Underwood, et. al., (1977) involving situations

where children were asked to think about positive, nega-

tive, or neutral events found positive thoughts resulted

in the most generosity, negative thoughts the least

amount of generosity, while children thinking neutral
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thoughts gave more than in the negative but less than the

positive conditions.

There appears to be some exceptions to the above pat-

tern of generosity. Staub's (1963) study with fourth and

fifth grade children found that a failure situation pro-

duced greater generosity in the younger children than in

same aged controls. Isen, et. al.'s (1973) studies found

that if the child was aware that the experimenter knew of

his failure on a task there was a tendency to give more

of one's resources than if the failure was unobserved.

It was postulated that the child was engaging in "image

repair". Kenrick, et. al. (1979) also observed an in-

crease in generosity in negative mood children when pub-

licly observed. It was proposed that the mood effects

brought about by failure could be repaired by behaving

generously and receiving recognition for that behavior.

The focus of a child's negative thoughts also

influences generosity. When children were asked to re-

late a sad experience they or another child had had,

self-focus resulted in decreased generosity while an

other-focus increased generosity (Barnett, King and Ho-

ward, 1979). Barnett, Howard, Melton, and Dino (1982)

had high and low empathic children discuss a sad or

neutral incident involving themselves or another child.

They found that when asked to dwell on the sad other,
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children who were highly empathic were more generous than

low empathic children.

Empathy/Role Taking

Empathy, an affective mirroring of another's experi-

enced emotions based on the other's situation or affective

display, is distinguished from role-taking which involves

accurately comprehending (cognition) what the other is ex-

periencing (affectively, cognitively, and/or perceptually)

but does not require the actual mirroring of the other's

affective condition (Perry & Bussey, 1984).

The ability to empathize or experience emotions of

the potential recipient is a factor in helping behaviors

(Aronfreed, 1968). Hoffman (1975) believes that both em-

pathy and role-taking abilities must be present within an

individual to motivate altruistic behavior. Aroused em-

pathy will not lead to altruistic behavior unless the per-

son is able to take the other's role and realizes it is

the situation that is promoting the affective reaction.

While an understanding of the situation will help one to

understand another's reactions, activated altruistic be-

havior depends on the observer imagining how it would

feel to be in the situation himself. Role-taking

ability tends to relate positively with prosocial be-

havior (Perry & Bussey, 1984). The empathically aroused
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child may give aid to alleviate mutual distress or bring

vicarious pleasure (Barnett, 1982). Selman (1976) sug-

gests that children seven years and older can take the

role of another and imagine the role taking experiences

of another. They can appreciate another's perspective

and emotional state and can see how altruistic behavior

will affect both the other and themselves as well. Youn-

ger children are hampered by egocentrism and centration.

While they probably can see how their actions would make

another feel better they are unable to see how their

actions will also affect their own mood state.

Affect and Equity

According to Graziano (in press), theories of equity

stressing a cognitive-mechanical approach to justice and

deservedness may be only partially effective in explain-

ing and predicting equity behavior. The tendency for

humans to make equity judgements exclusively through the

computation of inputs and outcomes would appear to be

both narrow in focus and simplistic in explaining complex

social behavior. While the ability to reason effectively

is important in making equity judgements the contribution

of mood state must also be equally considered. Graziano

has suggested a four stage/sequential model of equity

decision-making which emphasizes both !'cold" cognitions
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and "hot" affective elements. Hedonic relevance of the

situation for the individual will determine how strongly

each element contributes to the judgement of deserved-

ness. While some situations will be decided on quickly

and possibly without much thought, other situations with

high hedonic relevance may involve a longer interval to

arrive at a decision after much weighing of both cogni-

tive and affective elements.

According to Masters, Carlson, and Rahe (1985)

Equity Theory has been a highly accepted explanation for

children's self-gratification or generosity. However,

evidence has shown that affective states do influence

children's resource allocation behavior. While the

consequences of comparing one's outcomes to the outcomes

of others may be behavioral, cognitive or affective in

nature, there has been little research concerning the

role of affect in equity behavior. Yet, equity may be

influenced by the interaction of the three consequences

of comparison individually or in combination.

The Masters, et. al., (1985) study investigated the

affective results of social comparison with first and

second grade children. Children were observed for af-

fective reactions after inequities were established by

the over- or underpayment of a subject relative to a

peer companion for task behavior. Subject children ex-
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pressed sadness when they received less than their peer

and happiness when they received more. When the first

situation in a multiple comparison sequence resulted in a

positive inequity favoring the subject, a postive mood

occurred and self-gratification was decreased regardless

of the subsequent experience and affect. Negative in-

equities, regardless of their position in the two-part

sequence, resulted in the subject's decreased generosity

to others. Masters, et. al. (1985) suggest that models

of equity must also take into account both the affective

reaction and sequence of experiences to understand net

equity or inequity. Children's behavior in the study did

not reflect the equity maintenance motive that has been

postulated by others. It would seem, as Graziano (in

press) has indicated, that cognitions about equity are

not the sole factor influencing reward distribution but

that equity decisions are also impacted by affective

states. Masters, et. al. (1985) have also suggested that

pattern plays a role in multiple comparison resource

distribution studies.
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RESEARCH AND DESIGN PROCEDURES

Method

Subjects

18

Thirty-onel third and nineteen fourth grade male

children participated in this study. The participants

all attended an elementary school in a small University

community. Parental permission letters (See Appendix C)

were sent home with all third and fourth grade boys.

Each child was randomly assigned to either the "happy"

or "sad" story condition and then to a condition where

they were overpaid, underpaid or properly paid for their

participation in a simple ring toss game.

Apparatus

The apparatus used in this study was a modified

ring toss game. It consisted of a natural wood board

(91.44 cm x 10.16 cm x 3.81 cm), with three painted

dowels whose exposed heights and diameters were 16.5 cm x

1.27 cm (red); 24.13 cm x 2.54 cm (yellow); and 31.75 cm

x 3.81 cm (blue). The dowels were placed 40.64 cm apart.

Three sets of three rings were constructed with inside
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diameters measuring 4.44 cm, 7.62 cm, and 12.70cm. These

were made from black, plastic, .64 cm diameter rope. The

peg board was placed 91.5 cm away from a parallel 45.72

cm throw line with the red peg on the left side.

Procedure

The subject was brought to the testing room by one

of two female assistants (See Appendix D for complete

instructions). Prior to taking the child to the

testing room the Assistant introduced herself to the

subject and then asked the child if he wanted to ac-

company her to a room and play a game. Upon entering

the testing room the Assistant introduced the child to

the Experimenter. The child was then asked to be seated

at a small table and asked if he would like to play a

game. The Experimenter explained to the child that she

was conducting a test of a new version of a ring toss

game.

The Experimenter then indicated that she had to go

into the next room to prepare the game. While she was

busy the child was asked to listen to a recorded story

accompanied by a picture book (See Appendix E). During

the story period the child heard a short story, of

approximately 5 1/2 minutes, that was concerned with

either sad or happy events. At the end of the story,
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the Assistant entered the room and conducted an assessment

of the child's mood state. The Assistant then brought

the child to the second room and left him there with the

Experimenter who conducted the ring toss game.

The child was told that he would receive some (5, 10

or 15) prize chips just for playing the game and that the

prize chips could be turned in later for small prizes.

The child was given the three smallest rings, then the

middle sized rings and finally the three largest rings to

try. At the completion of the game the Experimenter told

the child that she had several questions to ask him

about the game and then gave the child the 5, 10, or 15

prize chips promised. After a brief delay the Experi-

menter excused herself from the room on the pretense of

retrieving the game questions inadvertently left in an-

other room. Prior to leaving the Experimenter gave the

child 10 prize chips regardless of how many he was pro-

mised.

In the over-reward condition, children were told

they would receive 5 prize chips (and received 10), in

the equitable condition, children were promised 10 prize

chips (and received 10), and in the under-reward condi-

tion, children were promised 15 prize chips (but received

only 10). Thirty seconds after the Experimenter left the

room the Assistant entered, assessed the child's mood



21

state and then indicated to the child that some third (or

fourth) grade boys at the school would not be able to

play the game. A small box, labeled "Tokens for Other

Boys" and containing 10 prize chips was placed on the

table. The child was told that he could give some of his

prize chips to non-playing peers by putting any number of

his tokens into the box. The rest of the tokens could be

used later to trade in for prizes. The Assistant ex-

plained that the Experimenter would return in a minute

and then left the room.

After one minute the Experimenter returned with the

game questions. For those children who were underpaid,

the Experimenter indicated that a mistake had been made

and gave the child 5 more chips. All children were then

asked several questions about the game. The child was

then brought back into the first room and told that he

could exchange his prize chips for small prizes. The

Experimenter exited the room. The Assistant helped the

child redeem his tokens for small prizes.. The Assistant

asked the child if he had donated some of his chips and

his rationale for donating or not donating. He was then

asked to keep the game a secret from his classmates and

then escorted back to his classroom by the Assistant.
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CHAPTER IV

PRESENTATION AND ANALYSIS OF THE DATA

Preliminary Analyses

Reliability. For all children a visual assessment

of mood was made by an assistant after the child heard

the mood-inducing story (Mood 1) and again after the

child received payment for participating (Mood 2). The

child's mood was rated as very happy (5), somewhat happy

(4), no observable mood (3), somewhat sad (2), or very

sad (1). For 17 (34%) of the assessments, two assis-

tants individually recorded the child's mood. Inter-

rater reliability was assessed by calculating a Pearson

product-moment correlation between the ratings of assis-

tant 1 and assistant 2 for Mood land also between

assistant 1 and assistant 2 for Mood 2.

Significant positive relationships were observed in

inter-rater reliability for Mood 1, r = .983, 2 < .001,

and for Mood 2, r = .988, E < .001.

Manipulation Check. In order to assess whether the

happy and sad stories had the intended effect on mood, a

2 X 2 X 3 analysis of variance (ANOVA) was performed on

assessments of mood after the stories (Mood 1). Factors

in the ANOVA were type of mood-inducing story (sad, hap-
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py), grade (third, fourth), and equity condition (under-

paid, properly paid, overpaid).

There was a significant main effect for type of

story (manipulated mood) on observed mood, F(1,38) =

8.86, E < .005. Children who heard a sad story were

observed to have a more negative mood (M = 2.70) than

the children who heard a happy story (M = 3.39).

This effect, however, was qualified by a significant

two-way interaction between story (manipulated mood) and

grade, F(1,38) = 5.65, E < .05. These means are pre-

sented in Table 1. The happy and sad stories produced

corresponding moods in the third grade boys. The sad

story produced a corresponding mood in the fourth grade

boys, however, the happy story did not produce an ob-

served corresponding mood. Thus, the observed effect of

story on mood occurred primarily for the third graders.

There was no difference between the moods of the fourth

graders who heard the sad story and the fourth graders

who heard the happy story.

In addition to these effects, there was also a

significant two-way interaction between equity condition

and grade on mood after hearing the story, F(2,38) =

3.75, E < .05. These means are presented in Table 2.

Post-hoc analyses indicated that the only significant

difference was between third graders who were underpaid
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Table 1

MEAN RATINGS OF MOOD FOR THIRD AND FOURTH GRADE BOYS WHO

HEARD A SAD OR HAPPY STORY

Grade

Type of Mood-Inducing Story

Sad Happy

Third

Fourth

2.65a 3.79

2.80a 2.79a

Note. Ratings of mood could range from 1 to 5, with 1
being very sad, 3 neutral, and 5 very happy. Means not
sharing a common subscript, are significantly different
at 2. < .05 by Duncan's Multiple Range Test.
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Table 2

MEAN RATINGS OF MOOD AFTER MOOD-INDUCING STORY FOR THIRD
AND FOURTH GRADE BOYS WHO WERE LATER ASSIGNED TO
DIFFERENT EQUITY CONDITIONS

Grade

Third

Fourth

Future Equity Condition

Underpaid Properly Paid Overpaid

2.50a 3.30ab 3.64b

3.00ab 2.67ab 2.67ab

Note. Ratings of mood could range from 1 to 5, with 1
being very sad, 3 neutral, and 5 very happy. Means not
sharing a common subscript, are significantly different
at p < .05 by Duncan's Multiple Range Test.
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and third graders who were overpaid. These Differences

were not expected and, in fact, there should have been

no differences for the equity condition because children

were randomly assigned to conditions and the manipula-

tion for the equity condition had not yet occurred when

mood was first assessed. These differences can only be

due, therefore, to unfortunate randomization and the

small sample size. Overall, it would appear that condi-

tion randomization was complete.

In addition to the ANOVA, a point-biserial correla-

tion was calculated to determine the degree of relation-

ship between story and mood. There was a significant

correlation between the type of story listened to and the

assessed mood after the story, r (49) = .346, E < .01.

Tests of Predictions

Donation of Prize Tokens to Peers. In order to

assess whether or not the manipulated mood and equity

treatment had an effect on the boys' generosity, the

number of prize tokens donated to anonymous peers was

analyzed in a 2 X 2 X 3 ANOVA. Factors in the ANOVA

were the same as in previous analyses.

It was predicted that there would be a main effect

for affective state with those experiencing a positive

mood donating significantly more than those boys whose
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affective state was negative. There was no significant

main effect for mood (F < 2.00).

A second prediction was that there would be a main

effect for equity condition in amount donated. Boys who

were overpaid were expected to donate more to a non-

playing peer, while those who were underpaid would donate

the least. There was no significant effect for equity

condition (F < 1.00).

While predictions were not made regarding a main

effect for grade it should be noted that there were no

significant differences in amount donated by third and

fourth grade boys (F < 1.00).

A third prediction was that there would be a sig-

nificant interaction between affective state and the

amount of reward received. In general, a negative mood

should depress generosity, especially in the under-paid

and properly paid conditions. There was a marginally

significant three-way interaction between mood, equity

condition, and grade (F(2,38) = 2.73, E = .078. These

means are graphed in Figure 2. The graph would tend to

indicate that donation amounts for third and fourth grad-

ers who heard the sad story were about the same, not

varying greatly in donated amount over all equity condi-

tions. Fourth graders who heard the happy story and were

underpaid donated an average of five tokens while the
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5

4

1

0

Happy Story
3rd Graders 0-0
4th Graders 4 -4

Sad Story
3rd Graders -
4th Graders -

Under- Proper Over-
Paid Paid Paid

Figure 2. Mean donation rates for third and fourth
grade boys according to mood and equity condition.



29

third graders who heard the happy story and were under-

paid donated less than one token on the average.

Mood after Payment. In order to assess whether the

equity condition (underpaid, properly paid, overpaid) had

an effect on mood, a 2 X 2 X 3 ANOVA was performed on the

assessments of mood after the child was paid (Mood 2).

Factors in the ANOVA were the same as in previous

analyses. There were no significant main effects or

interactions (all F's < 2.00). The children, regardless

of the payment condition, were generally rated by the

observer as having a neutral facial affect. These means

are presented in Table 3.
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Table 3

MEAN RATINGS OF MOOD AFTER PAYMENT FOR THIRD AND FOURTH

GRADE BOYS

Story Equity Condition Grade Mean

Sad 3.04

Underpaid 3.11

Third 3.20
Fourth 3.00

Properly paid 3.00

Third 3.00
Fourth 3.00

Overpaid 3.00

Third 3.17
Fourth 2.67

Happy

Underpaid

Properly paid

Overpaid

3.13

2.75

Third 2.80
Fourth 2.67

3.43

Third 3.50
Fourth 3.33

3.25

Third 3.00
Fourth 3.67

Note. Ratings of mood could range from 1 to 5, with 1
being very sad, 3 neutral, and 5 very happy.
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CHAPTER V

DISCUSSION

The purpose of this study was to investigate the

effect of affect and perceived equity on third and

fourth grade boys' behavior toward peers. A happy or

sad story was used to manipulate the child's affective

state. The child was then promised a specific payment

for his participation in a simple game. However, the

actual payment the child received was more, less, or the

same as promised. This created an equitable situation

(amount paid was amount promised) or inequitable situa-

tion (amount paid was more or less than amount prom-

ised). The child was then given the opportunity to

share resources with non-present peers who were unable

to play the game.

The mood manipulation stories had the desired ef-

fect on the third grade boys, however, they had an

observed effect only for the sad story on the fourth

grade boys. Fourth grade boys who heard the happy story

had observed mood ratings almost identical to those who

heard the sad story. The fourth grade boys' scores on

both stories were closer to a neutral affective state

than those of the third grade boys.
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There are several possible reasons for these find-

ings. First, cultural pressures to suppress extreme

emotional responses may be more fully socialized in the

fourth grade boys causing them to inhibit more socially

visible reactions (Ausubel, 1958; Freedman, Loring, &

Martin, 1967). Second, with maturity children learn to

vary the intensity of their response to excitants. Old-

er children's response repertoires become increasingly

graduated allowing a more appropriate response intensity

for each situation encountered (Ausubel, Sullivan &

Ives, 1980; Kagan, 1978). Finally, with age, the events

in a child's world become more commonplace. Although

the child is more responsive to subtle excitants and

therefore reactive to an increasing number of events,

the child is also simultaneously becoming desensitized

to other stimulants. To help interpret the world the

child has an increasing number of experiences available

as references. With critical ability and more self-

control, older children become less emotionally aroused

by previously experienced provocative stimuli (Anderson,

1950; Lacey and Vanlehn, 1952; Kagan, 1978). Thus, the

observed mood in the fourth graders may have been less

affected by the manipulation and/or it may have been

less easy to detect. Unfortunately, there is no way to

judge which interpretation is correct.
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It was predicted that boys' who experienced a posi-

tive mood would donate more of their resources than

those who experienced a negative mood. Although the

results were not significant, boys who heard the sad

story donated fewer tokens than those who heard the happy

story. This is consistent with results of past studies

of children's generosity and mood state (e.g. Staub,

1968; Moore, et. al., 1973; Rosenhan, et. al., 1974;

Underwood, et. al., 1977). Failure to obtain signifi-

cance may have been due to the study's small sample size.

A main effect was predicted for the amount of

payment received. It was anticipated that children who

were overpaid would donate the most to a non-playing

peer, while underpaid children would donate the least.

This prediction was not supported; a significant effect

for equity condition was not obtained.

The final prediction was that an interaction be-

tween affective state and equity condition would occur.

It was believed that negative mood would depress gener-

osity, particularly in the underpaid and properly paid

conditions. A marginally significant interaction did

occur between mood and equity condition, but this inter-

action also included grade. Fourth graders who heard the

happy story and were underpaid donated an average of five

tokens while the third graders who heard the happy story
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and were underpaid donated less than one token. The

fourth graders were apparently following a more adult

pattern of maintaining a positive mood threatened by

underpayment by donating in order to feel good about

themselves (e.g. Cialdini, et.. al., 1973; Walster, et.

al., 1973; Cialdini and Kenrick, 1976; Kenrick, et. al.

1979) .

Third grade boys who heard the happy story and were

underpaid donated the fewest tokens. Apparently, they

were attempting to preserve their happy mood by retain-

ing resources that were in their possession. In con-

trast to the fourth graders, they were not using the

donation of tokens as a means of making themselves feel

happy by giving to someone with less resources. Because

the third and fourth grade boys' pattern of donations

over all equity conditions does not resemble the pattern

expected from a pure equity theory approach, it is likely

that mood was also influencing the boys' behavior.

The results of this study would appear to generally

fit the findings of Masters, et. al. (1985) indicating

that negative mood states brought about by underpayment

had a cumulative effect and reduced children's generosity

to peers. The low donation rates for both third and

fourth grade boys who heard a sad story was likely a

result of the negative mood. This effect may also ac-
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count for the low donations by third graders who heard

the happy story and were underpaid. The negative cumula-

tive effect does not appear to account for the high

donations in fourth graders who heard the happy story and

were underpaid or the failure of third graders to have

high donation rates when in a happy mood and overpaid.

Perhaps a larger sample size would have made a difference

in donations in the respective conditions.

When one reviews the data in terms of directions and

differences between the two mood observations (after the

story and again after the child received payment) there

is a tendency for the moods observed the first time to

become more neutral at the time of the second observa-

tion. Several possible explanations may account for the

loss of the higher emotional intensities. While the

stories had an effect on mood, other related events may

have distracted the child from the feelings the story

generated. The child's playing the game may have pro-

duced other emotional responses. The affect established

by the story may have occurred due to sympathy for the

story's object and/or by a recollection of similar feel-

ings. However, playing the game may have stirred feel-

ings of a more immediate personal nature. While the

child was told he would receive payment for "just playing

the game", the child's personal interpretation of success



36

or failure may have generated a positive or negative

mood. The child, while not in competition with others,

may have been in competition with his own expectations of

success. The presence of the Experimenter may have rein-

forced the child's mood as she was witness to the child's

ring tossing skill. Another possible explanation for the

loss of emotional intensity may have been the child's

failure to count the number of tokens he had been given

and therefore he may not have realized he had been over-

paid or underpaid. While some of the children did indeed

report a shortage or excess in the number of tokens they

received some of the children did not. If the child did

not count his tokens the elapsed time from hearing the

story to receiving payment may have allowed the mood to

weaken.

The current study is a preliminary investigation

and further research is needed to assess the impact of

mood and equity condition on children's generosity.

One problem in this study was the assessment of mood.

Future studies might make use of videotape recordings

(as Masters, et. al. have done) and also self reports.

Efforts should be made to produce stories and game

situations of equal impact across situational and devel-

opmental levels.

Research investigating the effect of mood and equity
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on generosity should include more children of different

ages and sex. The effects of competitive and noncompet-

itive situations also require further investigation.

Multiple mood and/or multiple equity condition studies

will also provide valuable information. The understand-

ing of effects produced by variable weighting of mood

or equity condition must not be ignored.

The importance of the present study as well as

future research is the further expansion of our under-

standing of how cognition, affect, and the situation

interact to influence children's equity judgements and

behavior.
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FOOTNOTES

1Three subject's were dropped from the study due to

their failure to understand instructions.
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APPENDIX A

Approval From Oregon State University's Committee
for the Protection of Human Subjects

OREGCW STATE UNIYEPSITY

Committee for the Protection of Human Subjects

Chairman's Summary of Review

Title: Effects of SituatiOnallv Induced Affect on Boys' Generosity Toward Peers

Program Director: Reese M. House

Recommendation:

X Approval The informed consent forms obtained from
each subject need to be retained for the

Provisional Approval long term. Archives Division of the OSU
Department of Budgets and Personnel

Disapproval Service is willing to receive and archive
these on microfilm. At present at least,

No action this can be done without charge to the
research project. Please have the forms
retained in archives as well as in your files.

Remarks:

Redacted for Privacy
Date: 4 -- Signature

If the recommendation of the committee is for provisional approval or disapproval,
the program director should resubmit the application with the necessary correc-
tions within one month.
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APPENDIX B

Letter From the Assistant Superintendent of the
Corvallis School District to the Principal of Wilson

Elementary School

April 17, 1986

nan Hay, Prinripal
Wilson School

Dear Dan:

This letter will introduce Marilyn Palmer, who would like to do
research ar Wilson School using 4th and ith .rade bays in order
to atisfv di4sercation renuirementg.

While I have not read her proposal. I have discussed it with her.
She has permission to do the research provided you agree. If vou
have any question, please call me.

Sincerely,

Redacted for Privacy
Shirley A. (W.OdS

Assistant Superintendent

/pb

-----
CORVALUS

SCHOOL
DISTRICT

509.1

Excellence in
Education

Corvallis School District 509J Thomas D. Wogaman. Ed.D.. Superintendent
Administration Building 1555 SW 35th Street Corvallis. Oregon 97333 (503) 757-5811
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APPENDIX C

Parent Permission Letter

Yele e gam,
S OSC

A merged School serving Oregon State University and Western Oregon State College with graduate and undergraduate programs in Education.

To the Parents or Guardians of

April 24, 1986

Some of the boys from your child's class will soon be parti-
cipating in a research project which I will be conducting at
Wilson Elementary School. This letter is to tell you about this
project and ask your permission for your child to participate.

The study is concerned with children's interactions with
other children and decisions made as a result of the task situa-
tion. Children will play a game appropriate to their age level
and later be asked to make a decision regarding the allocation of
tokens earned in the game. Your child's name will appear only on
the data collection sheets of this study, and individual results
will not be reported in any way. Once results have been analyzed,
all individual information will be destroyed.

The research will take place in the school during school
hours and will require about 10 minutes of your child's time:
Your child's teacher will decide on an appropriate time for his
participation so that classroom instruction is not interrupted.
Your child may refuse to participate or may withdraw from this
project at any time if he wishes.

I think your son would enjoy participating in this project.
The information we gain from it will contribute to our knowledge
of children's interactions.

This study will be conducted by Marilyn Palmer, who is a
doctoral candidate in Education. If you have any questions con-
cerning this study, please call her (collect) at 371-6698 even-
ings. Regardless of whether you are willing or not willing to let
your child participate, please return the attached form.

Thank you for you cooperation.

Sincerely,

Dr. Reese House
OSU/WOSC
School of Education

Department or Counseling and Guidance
OSU Campus: Education Hall. Room 318 Corvallis. Oregon .7331 15031754-4317 v tty

WOSC Campus: Maaske Hall. Room 214 Monmouth. Oregon 47361 1503) 838-1220 Est. 444 v
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Check One: PLEASE RETURN THIS PART TO SCHOOL

( ) YES, my child may be in the project about children's
interactions.

( ) NO, my child may not be in the project about child-
ren's interactions.

Child's Name Teacher

Parent's Signature Date



48

APPENDIX D

Instructions to Study Participants

Assistant: Assistant brings child into room and

introduces child to Experimenter. " (child's name) ,

this is Marilyn, Marilyn this is (child's name)_, and

he is here to play the game."

Experimenter: "Hello (child's first name)

Let's go in here and sit down. I have some questions to

ask you before we begin. ( child's name)_, what is

your last name? How old are you? What is your

teacher's name? Would you like to play a game? I am

asking boys in your grade to help me try out a new ring

toss game and then tell me what they think of it. I have

to finish getting ready. While I am doing that I would

like you to listen to a story. The story is here on the

tape recorder, which I will start for you. Here is the

book to go with it. When the story is finished call me,

ok?

Assistant: When child calls the Assistant walks

in evaluates the child's mood and then escorts the child

into the next room. "Ok, (child's name) now I will

take you into the next room where Marilyn is waiting."

Experimenter: "Could I get you to stand right

about here (indicates a line on the floor)? This is a
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new ring toss game (pointing toward the pegs) and as you

can see it is different from most ring toss games. For

just trying out the game today I will give you (5, 10,

or 15) prize chips like this (shows child chips). These

are like money and can be used to buy some prizes when

you are through. The prize chips are just for playing

the game.

Everyone gets nine tries. First try the 3 little

rings (hands child the three small rings). Here's three

more that are a little bigger (hands child middle size

rings). And last try these rings that are bigger still

(hands child the three biggest rings). That was your

last throw. Now I would like you to sit down here

(indicates two child-size chairs) and I will ask you

some questions about the game and then give you the

(5, 10, or 15) prize chips I promised you." The

Experimenter searches briefly through a clip board with

papers on it. "I guess I have left the questions that I

wanted to ask you in the other room. While I am getting

them I will go ahead and give you the prize chips I

promised you (stands and hands the child 10 tokens)."

The Experimenter quickly leaves the room closing the

door on the way out.

Assistant: After the Experimenter has left the

room for 30 seconds the Assistant enters and explains
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the opportunity to donate. "Some of the boys in your

grade will not get to play this game. You may want to

give some of your prize chips to those boys so they can

buy some prizes, too. If you want to give some of your

prize chips to the other boys, you can put them in this

box (puts box on the table which contains 10 tokens).

We will give the prize chips in this box to the boys who

are not playing the game. Marilyn will be back in a

minute and then we will let you use your prize chips to

buy some prizes." The Assistant then leaves the room.

Experimenter: The Experimenter reenters the room

after 60 seconds and sits down at the table. For those

children who were underpaid - "I am sorry I just

realized that I gave you only 10 prize chips and I

promised you 15. Here is the other 5 (hands child 5

more tokens)." For the rest of the children - "Now I

will ask you about the game you played. First, did you

like playing this game? Do you think it was easy, just

about right, or too hard for you? Which peg was the

easiest to hit? Which peg was the hardest to hit? Ok,

now I will take you back out to the other room and you

can turn in your prize chips for prizes. (Assistant's

name) will help you with the prizes." Experimenter

leaves the room.

Assistant: The Assistant, 1) helps child redeem
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his tokens; 2) asks the child if he donated or did not

donate and why; 3) tells the child that other children

may play the game and in order to make it fun for others

not to tell about what they did; 4) child can tell their

parents if they want to. Then the Assistant thanks the

child for participating and escorts the child back to

his room.
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APPENDIX E

Mood Manipulation Stories and Accompanying Pictures

Negative Mood Manipulation Story

Reader: I'm going to tell you a story about a

little spotted puppy. I will tell you when to turn the

pages of the book. Please open the book to page one.

Once there was a little spotted puppy who lived in

Townsville with his mother and four brothers and sis-

ters. It was nice having all those brothers and sisters

because he always had someone to play with.

One day, while he was playing in the back yard, he

noticed that the fence was broken. The board had become

loose and now there was room enough for someone his size

to squeeze through.

"Gee, look at all the things I can see going on."

he said as he poked his nose through the hole in the

fence. "What an adventure it would be to explore the

world outside of our yard, let's go."

His brother and sister, with whom he had been

playing said to him, "No, mother would be angry with us.

She has told us that we must stay in the yard for now.

When we are bigger we can go outside on a leash."

"But think of all the fun and adventure we could



53

have. Besides, we wouldn't have to go very far just

down to the end of the fence." And with that remark he

quickly slid through the hole in the fence and ran to

the end of the fence.

"Come look, look at what I can see." he said to

his brother and sister who peeked thru the hole in the

fence. "Oh, come back." cried his sister. "You'll get

lost", said his brother.

But the little spotted puppy did not listen to

them. He was too busy looking, listening, and smelling

the things that were all around him. Without thinking

he walked further along the sidewalk.

Reader: Please turn to page two.

He heard noises in the yard next door. When he

looked he saw several children playing on a swing. But

when he walked into the yard, for a better look, a big

yellow cat jumped out from the bushes, arched its back,

hissed and then before the little spotted puppy could

move, it scratched his nose! "Yap" went the little

puppy and he ran quickly from the yard. "My nose, my

nose.", he cried, "It hurts."

While he sat on the sidewalk crying about his hurt

nose he heard the sound of a car coming down the street.

He looked up as the car went past him just in time to

see the tire hit a big puddle of water. Whoosh, all of
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a sudden he was covered with cold water. Now he was

wet, cold, and his nose still hurt.

"I had better get away from the road where a car

may splash me again.", he said to himself. He walked

down the street to a vacant lot full of high grass.

"This would be a safer place than the sidewalk.", he

said. The grass was high and looked like he might find

an adventure walking through it.

Reader: Please turn to page three.

The spotted puppy had walked only a little way into

the grassy lot when all of a sudden there was a big

black dog laying in the grass chewing on a bone. "Get

out of here, puppy, this is my bone and my vacant lot.",

he growled. With that the big dog jumped up and chased

the little puppy all over the grassy vacant lot. Sev-

eral times the puppy tripped and rolled over and over,

and the big dog almost caught him. All of a sudden he

was out of the vacant lot running as fast as his little

puppy legs could carry him. The big dog quit chasing

him a short distance from the edge of the lot. But just

to make sure, the little puppy kept running for another

minute.

When he stopped he was so very tired, his feet hurt

from all the running, he was still wet from being

splashed, his nose where the cat scratched him hurt and
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now he was covered with dirt from falling.

Reader: Please turn to page four.

About that time he heard a whizzing sound and some-

thing hit the ground right beside him. "Boom" he looked

around and saw several boys running after him. They

were throwing rocks and sticks. The little puppy turned

and ran as fast as his little legs would carry him.

Down the street, quickly past the big grassy vacant lot,

down the sidewalk, and past the puddle. He looked back

and stopped. The mean boys were nowhere to be seen. He

had lost them.

It was time to go home, he did not want more adven-

ture. But wait, which way was home? In all the confu-

sion he didn't know which way to go. "Oh, no, I'm lost

and will never find my way back to my mother, or my

brothers and sisters." He sat down and cried and cried

and cried.

Reader: Now that the story is over call out that

the story has finished. Just say, "It's finished."

Please take the headset off and put them on the table

next to the tape recorder, someone will be with you in a

minute.
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Pictures which accompanied story used to induce a
negative mood state.

Original pictures 8 1/2" x 7" were separately mounted on
plain white construction paper and placed in a booklet.
Drawings are the original work of Dana Pierce.
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Positive Mood Manipulation Story

Reader: I'm going to tell you the story of a

little spotted puppy. I'll tell you when to turn the

pages. Please turn to page one.

The little spotted puppy had been lost for hours.

Crawling through the fence had seemed like a good idea,

but the adventure had quickly lost its fun. He thought

about all that had happened to him since crawling under

the fence. He had been scratched by a cat; splashed by

a passing car with cold, dirty water; chased by a big

black dog; and boys had thrown rocks and sticks at him.

He walked down the street. "I wonder", he thought to

himself, "how will I find my way back home?" Just about

that time he passed a big store. As he passed the door

a man called out to him. "Hey, little puppy you look

lost and hungry. I just happen to have a very nice dog

bone that is just the right size for a little fellow

like you." And with that remark he put down a big bone.

"Mmmm, that smells s000 good." thought the little puppy.

"Go ahead," said the man, "take it it's yours." Since

I'm a butcher I have lots of bones to give to nice

little dogs like you." So the little dog settled down

to chew on the bone. He chewed and chewed on his bone.

He liked the butcher, he was a very nice, kind man.

Reader: Please turn to page two.
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Later, the little spotted puppy was given a big

drink of cool water by the butcher. "Well, little

fellow," said the butcher, " you are sure welcome to

stay here with me. I'd like to have a little dog like

you around." The little puppy thought about it. The

butcher was nice.but the puppy thought "I'd rather be

back home with my mother and brothers and sisters." So

off the little puppy went in search of his home. "Bye."

said the butcher, as he waved to the puppy. "Come and

visit me sometime. I'll have another bone for you."

So the little puppy walked on. Later he came to a

vacant lot where some boys and girls were flying kites.

The little puppy sat down and watched the pretty kites

flying. Several kids came over and patted the little

puppy. "Gee," said one little girl, "I wish I had a

nice puppy like you." She sat down beside him and

patted him on his head. He liked that.

With all the excitement of the day and with his

tummy full, the little spotted puppy soon found himself

sleepy. The little girl said to him, "Little puppy, if

you fall asleep here, one of us might accidently step on

you while we are flying out kites."

Reader: Please turn to page three.

So she picked up the little puppy and took him over

to the side of the field and carefully placed him in a
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box. "There you are puppy, now you can take a nap and

no one will accidently step on you and when you wake up

you can watch us playing from the safety of the box.

The little puppy was very happy, he had found another

friend.

After he woke up from his nap the little puppy

decided that it was getting late. He still needed to

find his home. So off he went. The little girl waved

goodbye to him. "Bye puppy, come watch me fly kites

again some time."

As the little puppy walked down the sidewalk, he

spotted someone way down the street walking toward him.

As the person got closer the little puppy saw it was a

little boy who seemed to be carrying something in his

hand. "Oh, no", thought the puppy, "I hope this is not

one of those bad boys who threw rocks and sticks at me

before." Then he heard it. Softly, at first and then

louder . "Puppy, here puppy." All of a sudden the

little spotted puppy realized that the boy was not a

mean little boy but his own little boy who was out

looking for him. The little puppy let out two big puppy

barks, "Bark, bark (here I am)." and ran as fast as his

legs could go to his little boy. "There you are puppy."

said the boy. "I sure missed you." "And I missed you."

thought the puppy. "Look puppy, I have a new blue
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collar and leash for you. Now we can go exploring

together and you won't get lost."

Reader: Please turn to page four.

The little puppy snuggled into the boy's arms.

Maybe tomorrow he would take the little boy to meet his

new friends, the butcher, and the little girl with the

kite . but right now he was going home, ... no longer

lost.

Reader: Now that the story is over, please call

out that the story is finished. Just say, "It's finish-

ed." You can go ahead and take off your head set and

set it on the table next to the tape recorder. Someone

will be with you in just a minute.

Note. Stories used for positive and negative mood
manipulation are the original work of the author.
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Pictures which accompanied story used to induce a
positive mood state.
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Original pictures 8 1/2" x 7" were separately mounted on
plain white construction paper and placed in a booklet;
Drawings are the original work of Dana Pierce.




