POSITIVE EMOTIONS
&
LEARNING IN ORGANISATIONS

Harry Papantonopoulos

Doctorate of Business Administration
2009



To my kids, Maria Alexia & Nicholas

and to my wife Maria.



Contents

Document |
Document |1
Document 111
Document IV
Document V

Document VI

Definition and Mapping of Research Questions
Literature Review

Interpretative Research

A Report on a Piece of Structured Research

A Thesis

A Discussion on Personal Development over
the Duration of the Programme



DOCUMENT I

DEFINITION AND MAPPING OF RESEARCH
QUESTIONS

POSITIVE EMOTIONS
&
LEARNING IN ORGANISATIONS

HARRY PAPANTONOPOULOS

Paper submitted in part of fulfillment of the requirements of the Nottingham
Trent University for the degree of Doctorate of Business Administration
Supervisors: J. Stewart

C. Athanassoulis

NOTTINGHAM BUSINESS SCHOOL

May 19", 2003



Table of Contents

FOreWOId ...cveeiieeiiiiiiiiieieneertncttneetnneeteneesensseressssensesensssennsssansssanssssnnnns 3
ReS@arCh Area c...cvveiieeiieiieniieiiieiiieiiiiiieiieeeteeteniteeitsesseessensssesssnsssnsssnsss 4
JUSHIfICALION ..iiiiiiiiiiiiiiiiiiiiiccnrcrrr e 6
The Research qUESHONS .....cciiiiiiiiininuntttniiiiieeenrreeeee e 7
DOCUMENLE 3 ..ottt e e e et e e e e s ta e e e eeataeeeesataeeeeeasbeeeesssseeeeassseeesnssseaaannes
DOCUMENL 4 ...ttt rre e et e et e e st e e ssbeeetbeesaseeesssaeassseesssaeassseesssseessseeassaeesssenns
DOCUMENLE 5 ..ottt e e e et e e e estaeeeesstaeeeeassbaeeeessssaeeesssseassassssessassseeesanes
Literature OVeIVIEW . civueiiieeiiieuirienieraniereaisssssssssssssnsssssssssasssssssssssssssnssss 9
EIMOTIONS ..uviiiciiieciite ettt e et e et e e et e e eabeeetbeesabaeestbaeestbeesabaeessseeensseesssesensseessreean
LLCAITINE ...veiviieiiieiie ettt ettt e et e et e et e e beeesbeesbe e baesaeesseessaessseasseasseesseeseessseesseessessseans
Emotions and learning in OrganiSations ............cceeeueerierierieerieeieeseeeeeeseesseesseeseeeseesseesseeseeens

The research ProCess.....ueiiiiiiiiiiiiiiininniniiiieeeeeeeeeeeee 17
Methodology .....eeeiieiiiiiiiiiiiiiiiiiiiiirecccc e 18

DIOCUINIENT 3 ..ottt saesseesssaesnesssessssesssssssnsssnnnnnnnnnnnnnnnnnnns

DIOCUIMENT 4 ..ottt e e e e e e ettt eeee e e e e e eea i eeaseeeeeesaaaaaesesessesannaesaaees

DOCUMENE 3 ..ottt
Case STUAY APPTOACH........iieieiie ettt ettt e st e ettt et e e e eeeeneens

QUESTIONIAIIES ....c.vveeeevieeeereeeeteeeeetteeeteeeetreeeteeeetseeeeareseesseeesseeesssesensseseaseseassesesseeesesensseessesanes



FACE 1O TACE INEETACTIONS ...eeeeeeeeeeeeeeeeeeeee e e en 20

Nl S 0101 o AT 21
DOCUIMENLE 4 ...ttt ettt ettt e bttt ettt sae et e e e e beessaeembeebeenbeesaneeas 21
Survey —based apProach..........ccoceiiiiiiiiiiii e 21
Structured QUESTIONNAIIES ......ccvvieeeeeiiieeeeiieeeeeciteeeeeeiteeeeeeteeeeeeereeeeeeteeeeeetaeeeeeeseeeeeereeeeennes 21
Use Of NON — PATAIMEITIC TESTS ....eeuvieiieieieiie et eriie ettt et eeee et et eeteeteesseesneesnseenneesnneenseenneas 22
DOCUIMENE 5 ..ottt ettt ettt ettt e sat e et e bt e s bt e s aee et e enbeenbeesanenas 22
Semi StrUCtUIEd INEETVIBWS .....couiruiruiriirtirtentitetent ettt ettt ettt ettt sttt st eae e s ees 22

Setting & refleXivVity...ccuerrrrueeiiiiiiiiiieeiiitieeeccreeee e 23

) 0 1o 24

S (3 (3 ol 1 PPN 25



Foreword

This document aims to confront an area of research interest, the justification of it and a research
plan detailing the research questions, methodology and methods for the three empirical docu-
ments, which represent the subsequent pieces of work required over the three years of the pro-
gramme. In addition, we identify and briefly analyse various academic fields that might be appro-

priate to the topic.

The process of writing a research project proposal as requested seems structured and positivistic
in nature. However is very difficult to plan and prepare a complete and precise proposal for the
three documents to follow at the present document, as the research findings will guide us to every
step, since we do not know from the beginning, but only hoping to be able to demonstrate accura-
cy or not of our writings as the project matures. At the same time, this structured and positivistic
nature proceeds to be simultaneously interpretative in practice due to the fact we are capable of
producing only interpretations of the expected way that the research will chase and every plan
bases on interpretations prior to test the plan empirically. Therefore, in writing the research pro-
posal, we have followed a rather phenomenological approach, which is subject to advance and

transform as the empirical research advances and we go deeper in reviewing the literature.



Research area

The main theoretical inspiration of the research project is the positive emotions theory, first intro-
duced, by Fredrickson in 1998. The theory is been referred to as the "broaden and build” theory of
positive emotions. In general, this theory asserts that when people experience positive emotions
(i.e. love, interest, joy, contentment etc) they improve and enrich the alternative thoughts and ac-
tions they are capable of, when facing life difficulties. Not only do positive emotions like joy, in-
terest, and contentment share the feature of broadening one’s momentary thought — action reper-
toire, but they also share the feature of building one’s personal resources, ranging from physical
and intellectual resources to social resources(Fredrickson 2000). Individuals become able to

broaden their field of action and they easily find solutions to problems.

Fredrickson with Levenson (1998) noted that negative and positive emotions are not isomorphic
in this regard. While negative emotions block certain behaviour and reactions, positive emotions
tend to liberate people and aperture a wide range of alternative actions and behaviours. According
to this theory positive emotions employ people to a mental, social, psychic and emotional ‘broad-
ening’ procedure, which results in increased understanding, better synthetic ability, innovative
thinking, willingness to explore the unexplored, willingness to try, and aptitude of acting over dif-
ferent perspectives. Experiencing positive emotions, results in obtaining resources and capabili-
ties, which last. Another essential point in Fredrickson’s theory is the “"'upward spiral’’ phenome-
non, which is the long-term result of experiencing positive emotions and broadening. Broadening
helps individuals to experience positive emotions in a repetitive process, through life. Addition-
ally positive emotions help people to cope with negative deteriorating consequences of negative
emotions. This is called the ""undoing hypothesis’". It practically means that, individuals could be
motivated from a positive emotion to overpass negative situations by finding alternative solutions

or by developing new capabilities and skills.

If positive emotions relate to increased creativity, problem solving, coping, optimism and well-
being, this makes us believe that they also closely relate to learning ability and even affect learn-
ing in the organisational context. Learning is a competence that all organisations should develop.
According to Chris Argyris, (1999) the better organisations are learning, the more likely they are
to detect and correct errors and the more likely they are to be innovative and proactive. Following
the results from Argyris research in organisational learning, we could try the following parallel-
ism; As Individuals, organisations seem to have most difficulties in learning when problems are
unsolved and situations are threatening. This is exactly the point where they need learning more.

In that situation they need to be open with individual members that do not fear to express their
4



view, that are capable to create teams, which have increased understanding and innovative think-
ing. Positive emotions help individuals’ to "'liberate’’, to think revolutionary and to choose the
finest solution from a range of alternatives. Jones and Hendry (1992), cited in Argyris (1999),
state that learning focuses on managing personal change and self-assessment, and the whole or-
ganisation is committed through personal development. According to them, people give priority to
society’s welfare. This could be paralleled with Jonathan Haidt (2000) essay with reference to the
positive emotion of elevation which is about increasing one’s desire to affiliate with and help oth-
ers and, it provides a clear illustration of a part of Fredrickon’s broaden and build theory of posi-
tive emotions, according to which positive emotions may also produce optimal functioning in the
organisations. Individuals who are receiving good deeds feel grateful, those witnessing good
deeds feel elevated and those doing good deeds feel pride, creating a chain of increasing organisa-

tional impact and prosperity.

Reflecting on the above ideas, we conclude that whenever individuals experience positive emo-
tions, they develop strong social, mental, emotional resources, they increase their personal respon-
sibility, and their ability to think energizing alternatives, and they take better-balanced and in-
formed choices. Therefore, we believe that a relation between positive emotions and learning ex-

ists, and the first induces and sustains learning in the organisational environment.

There is interplay between emotions and learning. As learning relates to all prototype emotions,
the interaction should be complex. The four most common emotions - appearing in most of theo-
rists’ works- are fear, anger, sadness and joy. These emotions relate directly with learning. Up to
now research in educational pedagogy is concerned about emotions and their affect on learning.
However, none of the existing frameworks seems to address positive emotions as a basic set to

learning in organisational context.



Justification

Positive emotions and learning in Organisations, is of interest to the researcher as a researcher and

as a practicing professional, and to all of the following:

!

The academic community

!

Professional associations and trainers and developers
' Managers and organisations

The need for doing research comes from the incomplete knowledge for the bonding of positive
emotions and learning in organisations, as an outcome of personal pursuit towards the exploration
of the organisational optimal functioning. Complementary the human nature compulsive need for
growth as well as common interest for society’s good and welfare are important motives for doing

research (Antonacopoulou and Gabriel 2001).

As an outcome of positive emotions, learning is the final objective for various reasons; learning
can improve the quality of life of the learner, learning can improve an individual’s contribution to

society, and learning can increase involvement, participation and achievement (Jessup 1997).

As Argyris (1999) affirms, success in the market place is increasingly depending on learning.
However, most of the organisations do not know how to learn. They intrinsically misunderstood
what learning is all about and they tend to either define learning too narrowly as problem solving
in the external environment forgetting the inside, or tend to support learning by the introduction of

motivational schemes and employee commitment programs.



The Research questions

Document 3

In the first stage is necessary to map the range and complexity of views and positions that people

take on positive emotions and learning.

e We need to identify what wide-ranging behaviours and actions are relating to the creation
of positive emotions.

e We need to identify what different interpretations of events guide people to feel positive
and what working experiences make them develop / have positive emotions.

e Can positive emotions be expressed on purpose and can be controlled by individuals in the
organisational environment? (Due to the fact some behaviours are attractive because of
their ability to induce positive feelings, these may be on purpose exercised by individuals
in the organisational context) It is at the other hand, that the organisational rules require
individuals to display positive emotions (Abraham 1999).

Conversely, it is necessary in that stage, to grasp people’s view of the organisations structures and
processes as well as to identify the political processes and politics in the organisation we examine,
to understand and identify any existence of presuppositions concerning cultural and social factors,

and their relation to structural issues (These factors may impinge the research problem).

Document 4

After having identified behaviours and events that guide people feel positive as well as working

experiences that make them develop / have positive emotions we need to search for:

Recurrent patterns and associations between experiencing positive emotions and a consignment of
areas those seem to be relative, by the literature, as learning inhibitors and enablers in organisa-

tions.

Ability to adapt to changes

Learning ability and facilitation processes

Job satisfaction and motivation

Team formation and team work

Support from peers and management (compassionate acts)

Effective problem solving

O O 0O 0O 0O o o

Creativity, Innovation and ideas generation



We will also research other aspects like security and self-esteem development in relation to posi-

tive emotions.

Document 5

In the last part of the project, we will try to search the "How"’, therefore the questions will be

qualititative in essence.

e How positive emotions lead to and contribute to learning — ways in which positive emo-
tions facilitate or inhibit learning in organisations.

e How and if positive emotions produce learning and as a result contribute to the optimal
functioning in organisations

e How Learning sustains as a positive emotions learning experience.



Literature Overview

Emotions

Our examination in the literature about emotions, discloses a definitional confusion. The terms
emotion, affect, feeling, mood, are defined and used with the same way or in many instances seem
to be contradicting. However, in the following pages, we are trying an attempt of presenting the
emotions from the major perspectives in literature and at the end; we are defining the working

definition of emotion, which we follow in the current research project.

An emotion is a psychological state or process that functions in the management of goals. It typi-
cally elicits, by evaluating an event as relevant to its goal. It is positive when the goal is advanced
and negative when the goal hindered. According to Frijda (1987), the core of an emotion is readi-
ness to act in a certain way. Emotions can interrupt ongoing action and can prioritise certain kinds
of social interaction. Frijda (1987) articulates that emotion is a psychological construction consist-
ing of several aspects of components, like the component of cognitive appraisal or evaluation of
stimuli and situations; the physiological component of activation or arousal; the component of
motor expression; the motivational component, including behavioural intentions or readiness; and
the component of the subjective feeling state (Frijda 1997). Emotion according to De Rivera
(1997) cited in Antonacopoulou and Gabriel (2001), treats as a psychological state related to in-
stinct, as a perception of value in response of a particular reading of a situation and as transforma-
tion. Ortony and Turner (1990) cited in Lundberg (2001) accept that there is no generally accepted
classification of emotions, and Lazarus (1991), believes that rather there is an over plethora of
classifications each emphasizing the relationship with some specific theory. Lundberg (2001), ac-
cepts as true that the basic terminology of emotions is decidedly muddled; and he divides emo-
tions into two specific phenomena affective reactions and mood, which he distinguish from each
other in terms of intensity, persistence and diffuseness. According to Fredrickson (2000) the emo-
tion is a multidimensional reactionary inclination towards a stimulus that arises in regular periods.
The presence of the emotion is the starting point, in which the cognitive attainment follows, or not
with the subjective understanding of the emotion by the individual. The individual reacts with a
form of reaction in various levels: i.e. Gnostic, physiognomic, expressive, neurological, physical,
experiential, etc. The emotion is a form of reaction to environmental changes. If any stimulus ex-
1sts but there will be no reaction to that stimulus, then we have absence of emotion. As Fredrick-
son (2000) theorises and in concluding of the above, emotion is a response, is a reaction and in

particular is a psychic reaction towards a stimulus.



Emotions should not be associated with affect that is a relative emotional aspect. Affect incorpo-
rates in emotions and gives emphasis in the emotions. However, affect is more general in nature
and does not necessarily come from a specific stimulus. Affect has limited intensity and lasts

longer than emotions, which have much higher intensity, but last for a shorter period.

The core theory of Fredrickson in which we consent is contrary to the basic principle of the cur-
rent bibliography concerning emotions, according to which emotions defined as presuppositions
to specific action and are the basic influence of our actions. That definition refers to the negative
emotions. Negative emotions are driving individuals to exclusive and specific actions. Fredrick-
son stated that this definition is single-dimensional, and we should apply it only to negative feel-
ings; due to the fact, this definition does not cover emotions, which are multi dimensional and

lead in alternative actions as positive emotions do.

Learning

Psychology is the study of thinking, feeling (emotions), perceiving and acting. In recent years it
has become increasingly clear that neither the psychology of the emotions, nor the psychology of
perception, nor social psychology can be studied without considerable attention to processes like
remembering, reasoning, calculating, classifying, deciding, etc, that are all topics of cognitive
psychology (Harre 2002, p. 1). Cognitive psychology is mainly concerned with thinking. Is an at-
tempt to study cognitive phenomena, like the way physical sciences study the material phenome-
na. The scope is to give attention to the internal mental processes of the individual. Therefore,
what remains unobservable, what is going on inside the brain is what intrigues us most, in the area

of learning.

Additionally, it is necessary to examine all the major schools of psychology in order to identify
the major schools of thought that have influenced the development of theories of learning (Stewart
cited in Leopold 2002). For behaviourist psychology, learning is an attempt to explain the totality
of human behaviour. The proposition is that human behaviour is learned; therefore, learning is the
explanation of human behaviour. (Jim Stewart cited in Leopold, 2002). That theory been origi-
nated by Skinner (1953), is based upon the idea that learning is a function of change in behaviour.
Changes in behaviour are results of an individual’s response to a stimulus that occur in the envi-
ronment. A response produces a consequence. When a particular stimulus - response pattern is
been reinforced, the individual becomes conditioned to respond in a certain way. Behaviour in-
itially reinforced will reoccur, intermittent reinforcement is very effective; and responses reinforce

easily when information presented is in small amounts. Secondary conditioning is developing by
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the fact that reinforcements generalize across similar stimuli (Skinner 1953). The difference of
that operant conditioning to other forms of behaviourism is that the individual can emit responses
instead of only bring forth responses due to an external stimulus. The work of Thorndike (1913)
represents the original stimulus — response framework of behavioural psychology. Thorndike
(1913), states that learning is the result of associations forming between stimuli and responses.
The theory suggests that learning requires practice and rewards, stimulus — response connections
can form a grouping together, and intelligence is a function of the number of connections learned.
Transfer of learning occurs because of previously encountered situations and depends on the pres-
ence of identical elements in every learning situation; however, transfer is always specific, never
general (Thorndike 1913). In later versions of his theory, the concept of belongingness is intro-
duced, connections are more readily established and the person perceives that stimuli and res-
ponses go together. The fact that stimulus — response connections can chain together, of
Thorndike theory, is closely represented in Gestalts theory, where the focus was the idea of group-
ing; i.e.: characteristics of stimuli cause us to structure or interpret a visual field of a problem in a
certain way (Wertheimer 1992). The primary factors that determine grouping are proximity, simi-
larity, closure and simplicity. These factors called the laws of organisation and explained in the
context of perception and problem solving. The learner should be encouraged to discover the un-
derlying nature of a topic; disturbances are important stimulus for learning, and instruction bases
upon the laws of organisation. As we notice, although Gestalt theory applies to all aspects of

learning it is most directly applied to perception and problem solving.

A theory that spans both the cognitive and behavioural frameworks is the social learning theory.
The social learning theory of Bandura (1976) emphasizes the importance of observing and model-
ing the behaviours, attitudes and emotional reactions of others and encompasses attention, memo-
ry and motivation therefore; it improves upon the strictly behavioural implementation of modeling
by Miller and Dollard (1941). Social learning theory explains human behaviour in terms of conti-
nuous reciprocal interaction between cognitive, behavioural and environmental influences. Ac-
cording to this, individuals are more likely to adopt a modeled behaviour if it results in outcomes
they may value. Besides individuals are more likely to adopt a modeled behaviour if the model is
similar to the observer and has admired status, as well as the behaviour has functional value. As
the highest level of observation learning achieved, by organizing and rehearsing the modeled be-
haviour presented, the theory argues that any coding of the modeled behaviour into words, labels
and images results in better retention and effect in learning than simple observation. However, one
may argue that this theory, which is central to the idea of socialization, cannot reveal a true capac-

ity of learning to the individual in the organisational context, but rather shown as a behavioural
11



conformity of individual to models and norms, in order to be and remain accepted in the organisa-
tional environment. As the individual learns to behave in conformance with the norms of the or-
ganisation, he adopts behaviours — according to the operant conditioning- that receive positive
reinforcement. At the same time, he models self and influenced by the status of the person he im-
itates, therefore we may argue that he learns on purpose and learning is goal directed towards the
imposed by the organisation-modeled behaviour. That conclusion brings us closer to Tolman’s
(1948) theorizing of purposive behaviourism, which considered as the bridge between behaviour-
ism and cognitive theory. According to Tolman’s sign theory, an individual learns by pursuing
signs to a goal. For example, learning acquired through meaningful behaviour. The stimuli are not
connecting directly to a simple one to one connection with responses. Rather the incoming incen-
tives are worked over by the individual in a cognitive map of the environment, and as relation-
ships are identified and explored, finally responses are determined (Tolman 1948). Complementa-
ry to the work of Bandura on social learning is Vygotsky’s (1980) theoretical framework accord-
ing to which social interaction plays an important role in the development of cognition. Vy-
gotsky’s theory is an attempt to explain consciousness as the product of socialization. Key influ-
ences of this theory we also see in Situated learning theory of Lave (1988) according to which
learning occurs as a function of the activity, context and culture in which it occurs. Social interac-

tion is a key component again in situational learning.

The perceptual — cognitive view of learning focuses on what happens within the individual: mo-
tives, emotions, memory and cognition. Cognitive learning involves the selective interpretation of
perceptual data organized into new patterns of thoughts and relationships (Coffey 1994, p.82).
Gagnes (1985) cognitive learning theory suggests that different instruction is required for different
learning outcomes. Moreover, learning tasks for intellectual skills, can be organized in a hierarchy
according to complexity. In addition the theory outlines instructional events and cognitive
processes like attention, learning guidance, recall of prior learning feedback, etc, which should
satisfy or provide the necessary conditions of learning and operate for each learner in ways that
constitute the condition of learning. The operations that constitute those instructional events are
different for each different type of learning outcome. Therefore, the learning outcomes for each
individual are different and based on individuals motives and emotions, which influence what in-
formation individuals finally select. Partially in comparison to Gagne, Bruner (1996) theorises
that the learner selects and transforms information, constructs hypotheses, makes decisions, based
on a cognitive structure. The cognitive structure provides meaning and organisation to the indi-
vidual’s experiences, and allows the individual to interpret and go beyond the information given.

A remarkable learning theory that is contrary to behaviourist and cognitive theories about learning
12



is the experiential learning of Rogers (1994). Learning divides in cognitive and experiential. The
first one considered meaningless while the second considered as significant. The latter refers to
the applied knowledge and addresses the needs and wants of the learner. Experiential learning is
equivalent to personal change and growth. Simply stated, learning is facilitating when the learner
participates completely in the learning process, while he is maintaining control over its nature and
direction. Significant learning only occurs when the subject matter is relevant to learner’s inter-
ests. Furthermore, learning about new attitudes and perspectives that can be threatening to self is
best accumulating when external threats are at the minimum. At the same time, learning seems to

proceed faster when there is no threat for the individuals (Rodgers 1994).

Subsequently, it seems that what is important is to identify how people think, and locate the cog-
nitive rules of reasoning they use to design and implement their actions. If people are defending
their actions with a relative defensive reasoning, learning cannot happen, even for the most com-
mitted employees in the organisation. Teaching people how to reason about their behaviour and
think in new alternative ways, is a way of breaking the defences that block learning (Argyris
1999, p.128). In that way Argyris findings relate to the psychoanalytic accounts and the methods,
they use, in order to create different ways of thinking and consequently reacting to the individual.
The core tenet of psychotherapeutic approaches is that people’s reactions are products of the way
people understand the world and the reality around them. The common objective of all psycho-
therapeutic and psychoanalytic methods is to help individuals to examine carefully their way of
thinking, their ideas and their stereotypes generation, as well as to help them reconsider beliefs

and wrong views of their minds.

The need to encourage individuals within organisations to understand their emotions and to em-
ploy them constructively in their daily lives is one point on which psychoanalytic and other cur-
rent accounts of emotions converge. Supporting individuals in gaining emotional understanding of
themselves and others is a vital part of organisational learning in attempting to link emotions as a
facilitator of learning. Learning about one’s emotions provides a useful starting point for recog-
nizing what causes these emotions and how they may worked on, reconciled with and corrected.
This in itself is the first step to freedom - moving out - to a new state of acting, behaving, being

(Antonacopoulou and Gabriel 2001).

It is compulsory to attempt a description of the main schools of psychotherapy in order to develop
our insight in the fact, that individuals should understand their emotions in order to employ them
constructively. Despite the differences in methods and actions the different psychotherapeutic

schools follow, what seems to be common to all is the attempt of broadening of mental, psychic,
13



social and emotional resources of the individual. This is done in a similar way with the broaden-
ing that positive emotions and positive states bring to scopes of attention, cognition and action and

to enhanced physical, intellectual and social resources.

The constructivism approach does not accept one single reality. In contrast with the Gnostic ap-
proach, we distinguish the basic idea of that framework in that the individual’s effort to modify
malfunctioned ideas and to adapt has no meaning, as the core tenet of this theory is that every in-
dividual is an active arbiter of reality and he can intervene in every situation giving his own sub-
jective meaning to it. However, with the use of narrative, the individual broadens his point of
view for his life. The behaviourists support, that changes in behaviour through learning, are per-
manent and affect mental processes, emotions and mood. By trying to teach individuals new be-
haviours i.e. to induce socialization, that method is trying to help them broaden their spectrum of
alternative behaviours. The solution-focused approach is based on the fact that the individuals are
restless from their difficulties, and in order to cope with them, they should stand off and approach
to any problem like being another’s individual problem. The realistic stand of approaching a prob-
lem helps them broaden their original provisional thesis. The psychodynamic theories, believe that
the key to psychotherapy is conceptualisation. The individual through the conceptualisation proc-
ess is increasing the understanding of his internal world. Finally humanistic approaches, give em-
phasis in the quality of relation between patient and therapist, and the experiencing of key prob-
lem components by the individual as the way of enhancing understanding and finding new mean-

ing in life.

Emotions and learning in organisations
Emotions are within the texture of organising. They are inherent to social order, working struc-
tures, conflict, conformity, influence, politics, etc. Emotions are products of socialization and ma-

nipulation (Fineman 1994) cited in Tran (1998).

On the other hand, in an empirical examination of emotional dissonance, Abraham (1999), estab-
lished that the immediate consequences of emotional dissonance in organisations were job dissa-
tisfaction and emotional exhaustion. In a following journal Abraham, (1999) asserts that low self-
esteem individuals with a negative outlook would resist organisational rules requiring them to
display positive emotions. She follows claiming that as a negative stimulus emotional dissonance
may lead to reduction in self-esteem, which in turn induces job dissatisfaction and emotional ex-

haustion.
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All individuals bring to their working environment emotional components and they influence their
colleagues and the organisational system. Whatever their talents and skills may be, according to
Lofys’ (1998) observations - in researching the impact of emotion on creativity in organisations —
it was the force of the emotional character that most defined their influence. The findings indi-
cated that employees’ supervisors and coworkers described them in terms of emotional qualities.
According to the same observations, is been indicated that the emotional characteristics of a sys-

tem are the ones that are mentioned most often in terms of job satisfaction.

As we saw before, in a similar way for learning, the constructivist approaches to emotions, guide
individuals to adopt emotional responses in work situations, which simply represent a form of
compliance and conformity to what the organisation wants. Psycho analytics approach emotion as
a fundamental motivational principle in human affairs. Psycho analytics regard emotions and ra-
tionality as motivational principles in conflict, and emphasise the mobility of emotions not in re-
sponse to external factors but as consequence of psychological work. Emotions at work are not
merely external, but also internal and they do not possess a quantitative aspect. Psychoanalytic
authors view organisations as emotional cauldrons where fantasies, desires and passions lead a
precarious co-existence with plans, calculations and the application of scientific thinking (Gabriel
and Griffiths 2002). Gabriel and Griffiths accept that certain types of emotion tend to remain un-
chained and difficult to manage in periods of uncertainly and strain, i.e. anxiety cannot be very
easily civilized. In the example of anxiety, learning ability is limited, especially for individuals
with obsessive psychological character, when these individuals confront to a type of disorder.
That shows us that negative emotions like anxiety, which is an inevitable part of organisations to-
day, inhibit directly the learning ability. Organisations tend to employ defenses and mechanisms
in order to deploy such negative emotions and control them. However, what they finally make is
to create an illusion of routine, predictability, and protective mechanisms that do not allow the

individuals to learn.

In a similar way Argyris framework states that there is space to produce actionable knowledge by
reducing or lowering off the various barriers to organisational learning and the organisational de-
fences. This helps to avoid one’s experiences of discomfiture or threat. However, the reduction of
barriers works contradictory as it prevents individuals from discovering the causes of discomfiture
or threat. Argyris believes that we intentionally create a world of anti-learning processes that
overprotects the players from detecting and correcting difficult and embarrassing situations. In
addition, he theorises that knowledge and learning should not produced only by science describing

accurately and methodically the reality but by working on creating knowledge about virtual
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worlds that provide beneficial alternatives. In that way society and individuals should develop
competencies to undo and reverse the anti-learning and overprotective process. The overprotective
process reflects a defensive reasoning of the individuals and or organisations. Defensive reasoning
can be compared to the specified narrow and unavoidable results that negative emotions bear. The
broadening that positive emotions bring, helps individuals to develop resources that allow better
inner balance and maturity towards life and society, and at the same time, it provides constructive
alternatives and behaviours contrary to the restrictive and unavoidable actions that negative emo-
tions and defensive reasoning bear. Argyris (1999) double loop learning theory, brings the idea of
meaning and stands on a ‘theory of action’ perspective in four steps: invention of new meanings,
discovery of espoused theory vs. in use theory, production of new actions and generalization of
results. After applying each of these steps in ourselves, we should be in a position to foster in-
creased and effective decision making, to accept our mistakes and to become resourceful.
(Fredrickson 2000, pp.778-794), mentions the importance of creating new meaning in organisa-
tions, and especially strengthens the importance of creating positive new meaning as an indirect
way of cultivating positive emotions in the organisations. Positive meaning addressed, by finding
benefits within adversity, by infusing ordinary situations with meaning, by problem solving, by
appreciation for the jobs well done and by compassionate acts within the organisation. In a com-
parable way, Gabriel suggests that leaders in organisations should mobilize positive emotions of

hope, courage, self-reliance and dedication, in order to manage effectively anxiety.

Conveying a sense to the above, we assert that emotions and learning are within the context of
organizing. Emotions guide our actions in the working place and relate to motivation, job satisfac-
tion and self-esteem. Emotional dissonance as well as anxiety inhibits learning. Positive emotions
increase creativity, develop our ability to think refreshing, increase our capacity of problem solv-
ing, and our ability of adapting to changes. Learning among others, is a product of decision —

making, problem solving, motivation, and co-ordination.

Yet, the literature remains framed around negative emotions and their relation to change and
learning, and much less becomes known about the positive emotions to learning. This, at the cur-

rent stage of the project makes the development of a conceptual framework an immaterial attempt.
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The research process

The first stage was to review the published literature. From the first attempt we found little to be
written about positive emotions and learning in the organisational context. We believe that we in-
vestigate an entirely new aspect, which while on its constituent parts i.e.: emotions and learning,
we have a lot of been published, we tackle very little on the subject as such. We define a primary
narrative, as a textual description of the phenomenon studied, based on the literature around it and
on a number of indications from cognitive psychology. It is proper to assert that there is not em-
pirical testing of the connection of positive emotions and learning, and the first attempt develops
in the current research project. That research effort holds great promise for advancing our under-

standing on the matter and for contributing in the optimal functioning in organisations.
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Methodology

The literature review has revealed methodology as suitable and more appropriate for the type of
the research question. As the topic is moving around issues that concern people and their beha-
viour, phenomenology seems to be the only acceptable approach. Therefore, at the end stage we
research the main topic and the primary questions, which are the primary drivers for the metho-

dology choice, by an interpretative phenomenology approach.

Document 3

As the researcher is been involved in the organisation studied, the research tactic he is going to

follow for this part of the project is the action research and the case study approach.

Action research according to Remenyi (2002, p. 49) is depended upon an external view of a situa-

tion and it essentially involves:

e Taking a static picture of the organisational situation
e Formulating a hypothesis based on that picture
e Manipulation of the variables in control of the researcher

e Taking and evaluating a second static picture of the organisation

Document 4

At this part, the researcher has the need to demonstrate a competence in scientific methods.

In order to examine repetitive patterns and associations, which will guide us to the last part of the

research, we will use a structured positivist research method.

Document 5

We choose to approach the research questions of document 5 with an interpretative phenomenol-
ogy approach. We derive our motive on choosing that approach from the fact there is an increas-
ing awareness of the value and benefits of qualitative research approaches such as interpretive
phenomenology in professional disciplines, including education, the health sciences, clinical psy-
chology, social work and related fields. Phenomenological research is challenging because it in-
volves an understanding of and expertise in a complex set of methodologies and methods, it de-
mands interpretive scholarship and writing talents, and it tends to be more dependent on extensive
knowledge spanning a variety of disciplines. For the researcher phenomenological and other qua-
litative methods tend to pose challenges different from the traditional quantitative forms of re-
search such as surveys, case studies, and experimental research. Through this type of approach,
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we expect to develop personally through the focusing in the living world, through the openness to
the experiences of the subjects and the primacy of precise description while attempting to search
essential meanings in the description (Willig 2001). While phenomenological method is complex,
good research studies always require more than the thorough application of a prescribed method.
The various aspects of phenomenological method clearly make the practice of this form of inquiry

challenging and worthy of academic recognition.
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Method

Document 3

Case study approach: Case study focuses on 24 company employees from marketing, sales, cus-
tomer service, logistics, distribution and finance departments to participate in the research project.
We choose a diversity of departments in order to obtain varying levels of emotional states. This

will be the case throughout the document 3.

We will inform each individual that the focus of the study will be emotions. However, we will not

elaborate to avoid bias responses.

Questionnaires: We are going to employ initial mapping open-ended questionnaires in the begin-
ning of interactions in order to diagnose factors and behaviours influencing the creation of posi-
tive emotions. Our intension is to access the emotional state. Scanlon (1996) cited in Picard
(2002) used post —test questionnaires to access a number of affective factors like curiosity, inter-
est, tiredness, boredom and expectation and the challenge of task to access the affective state. In
our project, the main idea is to identify behaviours and actions as well as tasks (working expe-
riences) that make individuals develop positive emotions. Thus an interactive questionnaire will
help us detect the involvement of positive emotions as well as it will make us understand at what

extend individuals express and manage positive emotions on purpose.

We will ask, identical questions, however rephrased to reflect the degree to which the respondents

would actually display prescribed emotions.

Face to face Interactions: As the main research method to be selected we are going to use face to
face interactions in order to grasp peoples view and personal experience of positive emotions as
well as to identify the existence of presuppositions concerning cultural and social factors which

will be expressed as expected behaviour and expected emotions by the organisation.

This will be a process of in depth semi structured interviews. Smith (1995b) cited in Picard
(2002), provides helpful data of how to conduct interviews that will generate data suitable for
phenomenological analysis. Since we are going to enter the life-world of the research participant,
it is extremely important that the questions posed to the participant are open-ended and non-
directive (Willig 2001, p.54). We shall use focused and specific questions, in order to help people

elaborate rather than to check whether they agree or disagree with particular statements.
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Self — Report: Self-report as a method includes contacting questionnaires, briefly after a support
session following the previous two cases. Although interviews are better to access non —verbal
aspects, we will use short questionnaires after the presentation of a series of slides, in an attempt
to map relationships of positive emotions and the subjective reading (understanding) of these

emotions in words for the individual.

The process will take place after the gathering of information from the previous two stages, and it
will allow us to increase our understanding, as we will develop stronger indications from the

combination of the three methods.

Document 4

The focus of this document is to describe and identify recurring patterns and associations. We will
use evidence from the survey method in that part, in order to describe, explain and test the hypo-
thesis and the questions of document 5. A draft questionnaire will developed in the first stage as
the product of qualitative research in document 3. This will be pre- tested in an informal approach
— asking teachers, experts in the field and colleagues- as well as in a formal way by involving a
pilot study, part of the main study. This will be completed in order to detect possible inadequacies
in the questionnaire design. However, the greatest weakness of questionnaire design is the lack of
theory. Because there is no scientific principles that guarantee an optimal or ideal questionnaire,
questionnaire design is a skill acquired through experience. It is an art rather than a science (Mal-

hotra 1993).

Survey —based approach; The questioning of respondents is the basis of obtaining information
with this method. The questions are standardized. Consequently, there is a high degree of standar-
dization imposed on the data collection process. The process of asking is also direct as the ques-
tions follow a prearranged way. We shall inform each individual that the focus of the study will be
emotions. However, we will not elaborate to avoid bias responses. In that, sense the research is

direct because we disclose the true purpose to the respondents (Malhotra 1993, p.188).

The sample we are going to survey is the total population of the organisation (230 individuals)

due to the fact we do not want to have a margin of error.

Structured Questionnaires: The method in that part of the project will be pre-coded question-
naires and we will provide a range of possible answers to the interviewee to choose between. The

questions will be fixed and alternative.
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Use of non — parametric tests: At that, stage of the research project there is no need to present in
detail the statistical test we are going to employ. However since this part of the project will be a
related design in which each subject produces rating scores for all conditions, it is proper to ex-
plain that we are going to use the Friedman test extensively. Additionally we will use Page’s L
trend test as an extension of the Friedman’s test, as we need to look if there is a trend (recurrent

pattern) between three or more conditions (Greene 2001).

Additionally we will use Spearman’s correlation in order to measure the significance of a correla-

tion between people’s scores in two variables.

Document 5

Semi structured interviews: in the last part of the research project, we are working with tran-
scripts by interviewing a smaller team of participants with semi-structured interviews. The first
stage of the analysis involves the reading and re —reading of the texts. We are going to produce
wide focused and unfocused notes that reflect the initial thoughts we have in response to the texts.
In the second stage, we will identify and label themes that characterize each section of the text.
Some of those will capture quality of content. The third stage will be an attempt to introduce
structure into the analysis. At the end stage, the production of a summary table of structured items

is the outcome (Willig 2001, pp.54-55).

In any case, we accept that our own view as researchers, will affect every exploration of the world
of the participants, and any analysis produced will be an interpretation of the participant’s expe-

rience.
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Setting & reflexivity

The research project will take place in the organisation that the researcher is currently working.
The company is one of the largest commercial companies in Greece in the Fast Moving Consumer
Goods sector. It has a developed structure of marketing, sales, human resources, finance, etc de-
partments, and a workforce of 230 individuals. It is a modern organisation where learning consi-

dered being of critical importance.

As part of the top management team of the organisation, the researcher has to study the organisa-
tion by letting people know that they are been studied. Consequently, he will possess an involved
visible role. This role has the advantage of being open and honest, so as not risking any grapevine
a covert research was going to bring in the project. However, individuals may modify their res-
ponses according to what they believe the research would like to indicate, and for that reason in

all the phases of the project we will try to be as much discreet as possible.
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Ethics

The current research project is a self- sponsored one. Nonetheless we have gained access and
management permission for running the research in an unbiased way, in the organisation being
studied. In the phase that we have to make the survey research, and we want big involvement, the
participants will decide by themselves if they will finally participate and whenever they will de-
cide to withdraw from the process. Management will not be interfering and accusation to any par-

ticipant is out of question.

We shall not collect any personal data and or personnel records. The research findings are confi-
dential and anonymous and we will not allow any exploitation by the organisation under study.
We will challenge a verification of findings, and the researcher will not present findings for which

evidence seems to be suspicious (Remenyi 2002).

Unbiased findings will lead to reporting upon completion of research and we estimate that they

will contribute to the future development and learning of the organisation.

Case studies and in-depth interviews are concerned with the details of individual participant’s life
events. This means that the research needs to be particularly sensitive to issues around confiden-
tiality and anonymity. Furthermore, both of these processes involve self-reflection. That means
the participant may draw attention in events that intentionally have kept out of consciousness, or
he may find contradictions between his attitudes and behaviour. In that case, the researcher needs

to take responsibility for the effects that the study has on the participants (Willig 2001).
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CHAPTER 1

FOREWORD

The focus of study is the ability of positive emotions to facilitate learning in the organisational

context.

The topic is of interest to the researcher as a practicing professional as well as to the academic

community, to the professional associations and to managers and organisations.

We expect to find out that positive emotions facilitate learning in organisations. We expect to in-
troduce a new model on this function of positive emotions. Theoretical direct and indirect support
towards this new perspective is featured in this study. However, we aim not only to test the ideas
presented here, but also to provoke further research on positive emotions and their ability to facili-

tate learning in organisations.

Learning is important because the success in the market place is increasingly depending on it.
Learning can improve the competences and the quality of life of the learner, it can improve the
learner’s contribution to society and it can increase participation, involvement and achievement

(Jessup cited in Papantonopoulos 2003, p.4).

Emotions are recognized as key component of today’s organisational life. Their general function
is to provide individuals the ways of coping with major challenges in their lives. They also serve

important cognitive and social functions.

Fredrickson theory suggests ‘that positive emotions broaden people’s momentary thought-action
repertoires. “These broadened thought-action repertoires in turn, build intellectual, physical, social
and psychological resources for the future...” (Fredrickson 2003b, p.333). Additionally, positive

affect is linked to increased cognitive flexibility.

Learning has also social, cognitive and emotional dimensions. Learning in organisations is syn-
onymous to adults learning, is constructed differently through language and it embodies the
uniqueness of the individual. We argue that positive emotions work on the above three dimen-
sions of learning, because they build social, cognitive and psychological -emotional resources for
the individual. When one experiences positive emotions, he/she could construct positive readings

for a learning activity while learning is highly facilitated.



We choose not to discuss types and forms of learning related to the situations and timing that
learning is happening (Murray and Donegan 2003). This relates to learning capacity and the dif-
ferent contexts in which learning activates. For us the focus is about learning in general and not
about its forms and types. In addition, we choose not to discuss the effectiveness of learning trans-
fer in organisations (Holton and Baldwin 2003)or the differences of forms like surface learning,

deep learning and or achieving approach learning (Ramsden 1992).



CHAPTER 2

THE EMOTIONS

The examination in the literature about emotions discloses a definitional confusion. The terms
emotion, affect, feeling and mood, are defined and used in the same way or in instances seem con-

tradicting (Papantonopoulos 2003, p.7).

Emotions exist as subjective, biological, purposive and social phenomena. Therefore, emotions
have a different character in each of the above-mentioned four dimensions. To define and under-
stand emotion (Reeve 2001) proposes to study each of these dimensions and their interaction.
First, the subjective dimension gives to the emotion its feeling. This experience is subjective and
the emotion has meaning, intensity and quality of personal significance for the individual. In other
words, the awareness of the emotion is phenomenological. Second, the biological dimension is
based on the activity of the nervous and hormonal systems which participate in emotion and regu-
late behaviour. Third the functional dimension is concerned with the meaning to the individual,
and how an emotion benefits the individual by creating to him a desire to engage in certain coping
responses to a situation, or not. Fourth, the social aspect of emotion is about communicating one’s

inner self to the others by facial expressions, gestures and vocalizations.

The addition and the constructive coordination of these four aspects results in a synchronised re-

action to an eliciting event. This psychological construct is the emotion (Reeve 2001).

Scherer, views emotions as a “sequence of interrelated synchronised changes in the states of all
organismic subsystems, in response to an external event or internal stimulus event that is relevant

to central concerns of the organism” (Scherer 1994, p. 27).

Shweder perceives emotion as an interpretive system. “The emotions represent the interpretation
of somatic and affective experiences, by insight rationalisation of the experience, followed by a
plan”(Shweder 1994, pp. 38-43). Although action readiness is not clearly put forward by

Shweder, we believe that it is implied as the immediate consequence and tactics of any plan.

According to (Frijda 1986), emotion is action readiness change. That is: Emotions are changes in
activation readiness, changes in attentional arousal readiness, changes in action tendencies readi-

ness or changes in readiness for specific concern satisfying activities like desires and enjoyments.



The essential features of emotions for Frijda are abeyance and flexibility and they are giving
meaning to the concept of emotions. Readiness to act develops to flexible programs, which may

hold in abeyance (Carver 2001).

Emotions can interrupt ongoing action and can prioritise certain kinds of social interaction. Frijda
(1986), articulates that emotion is a psychological construction consisting of several aspects of
components: the component of cognitive appraisal or evaluation of stimuli and situations, the
physiological component of activation or arousal, the component of motor expression, the motiva-
tional component- including behavioural intentions or readiness, and the component of the subjec-
tive feeling state. Frijda (1994a) in analysing emotions and moods gives the following indirect

definition of emotion:

“In the states that we call emotions, affect, appraisal and action readiness are object focused,

whereas in those that we call moods these elements lack such a focus” (Frijda 1994a, p.61).

Emotion according to De Rivera cited in Antonacopoulou (2001), is treated as a psychological
state related to instinct, as a perception of value in response to a particular reading of a situation
and as a transformation. Ortony and Turner, cited in Lundberg and Young (2001), accept that
there is no generally accepted classification of emotions. On the contrary Lazarus (1991) believes
that there is an over plethora of classifications each emphasizing the relationship with some spe-

cific theory (Papantonopoulos 2003, p.7).

Lundberg and Young (2001) because of the difficulty to find a single definition, divide emotions
into two specific phenomena affective reactions and mood, which they distinguish from each

other in terms of intensity, persistence and diffuseness.

Fredrickson (2000b), states that the emotion is a multidimensional reactionary inclination towards
a stimulus that arises in regular periods. The presence of the emotion is the starting point, in
which the cognitive attainment follows, or not with the subjective understanding of the emotion
by the individual. The individual reacts with a form of reaction in various levels: i.e. Gnostic,
physiognomic, expressive, neurological, physical, experiential, etc. The emotion is a form of reac-
tion to environmental changes. If any stimulus exists but there will be no reaction to that stimulus,

then we have absence of emotion.

THE BIOLOGICAL & COGNITIVE QUADRANT OF EMOTIONS
From the expedition in the emotions bibliography, we conclude that both biological and cognitive

aspects underlie emotions. Those researchers arguing for the primacy of cognition, say that indi-
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viduals cannot respond emotionally unless they first appraise the meaning and the personal sig-
nificance of an event, while those in fond of biology primacy, believe that events as sub cortical
neural activity or facial expressions activate emotion. Biological orientation researcher Ekman
(1994a) argues that people act emotionally very fast even involuntarily in order to deal with fun-

damental life tasks.

According to lzard, cited in Reeve (2001), emotions serve motivational purposes. These emotions
are preparing the individuals to act in adaptive ways. lzard also argues that facial feedback acti-
vates emotions. Ekman (1994a) also supports this. Levenson (1994) believes that emotions recruit

physiological support, but they do not cause it directly.

Lazarus, a cognitive orientation researcher, argues that the individuals’ cognitive appraisal of the
meaning of an event and not the event itself sets the stage for the emotional experience. Subse-
quently the individual has no reason to react emotionally if he/she cannot find a meaning and
relevance of the potential outcome of the event to his/her own well being (Lazarus cited in Reeve
2001). Within the same cognitive functional account Frijda strongly believes that emotions serve
something, and they do so by examining the relevance of the events to the individual and by

modulating action accordingly (Frijda 1986).

Appraisal of a situation is the major argument in the cognitive theory of emotions. Emotional re-
sponses stand for physiological states, which seek for interpretation. Cognition is used to provide
the interpretation, to examine the experience of the individual about a particular emotion, and to
guide the individual to alter a particular behaviour. Cognition is necessary to explore and interpret
the emotional responses and cognitive constructs of the individuals. Therefore, Frijda (1986) ar-
gues that the appraisal and not the emotion, causes the event. Arnold cited in Reeve (2001) adds
that the appraisal of a situation for the individual as positive or negative is linked with an experi-

ence of liking or disliking of this situation.

During the appraisal process, the individual based on memory and imagination generates a course
of alternative actions to follow in dealing with the liked or disliked situation (Reeve 2001). Liking
generates a tendency to approach the situation, while disliking generates a tendency to avoid the

situation.

Lazarus (1994b) is adding that people during the appraisal process, evaluate the potential good for
their selves, and they always consider their personal competences and coping abilities in relation

to the situational demands. Clore (1994b, p.181), argues that a prerequisite for an emotion is that a



situation should be perceived as positive or negative for one’s concerns. When the reaction is not

positive or negative then we do not have a genuine emotion.

However, if we could understand the cognitive dimensions and structures that underlie the ap-
praisal process of a situation, then we could successfully induce and predict certain emotions and
create a directed emotional learning situation. Evidently, this is not possible, as people use addi-
tional dimensions to appraise a situation, or an event. These dimensions, include: the pleasantness
of the event, the relevance of the event for one’s self, the coping ability required, the anticipated
effort required, the attention and focus required, the compatibility of the event with personal and
social standards, as well as the expectancy of certain outcomes, and legitimacy (Reeve 2001) and
(Scherer 1997).

Thus, appraisal alone does not represent the emotional reactions. Apart, from the biological fac-
tors that might contribute to the final appraisal and the different additional dimensions of appraisal
for many emotions that may overlap each other (Frijda 1986) suggests that cognition follows emo-
tions, in terms of emotion knowledge and attributions. As emotions cause changes in cognition,
and emotion knowledge and attributions follow, then these emotions change in order to incorpo-
rate emotion knowledge and attributions.

The above indicates that emotions are dynamic processes and not steady states.

THE SOCIAL QUADRANT OF EMOTIONS

Social relationships are important for individuals. Individuals’ interactions contribute to the crea-
tion of particular identities and social roles in which emotions have an important function. Shared
experiences, equity and exchange all affect emotions. Social settings define which emotions are
appropriate and expected to occur in a certain situation. Consequently, people construct their own

emotional experience based on social situations and norms.

When we share positive emotions or negative emotions, we do not only enjoy mutual enjoyment,
or distress for the moment but we also build and maintain relationships that are central to our lives
for the future. It is by this sharing of emotions that people use storytelling to explain to others

what has happened and how they have interpreted what they have felt.

Ethologists see emotions as communication mechanisms between individuals or in bigger social
groups. They have also noted that cooperation and turn taking are common features of social play
and they have argued that these practices serve to build social relationships (Fredrickson 1998,
p.311).



Emotions are inherent to social order, working structures, conflict, conformity, influence, politics,
etc. Emotions are products of socialisation and manipulation (Fineman cited in Tran 1988). Indi-
viduals bring to their working environment emotional components and they influence their col-
leagues and the organisational system. Their emotional character defines this influence. Co-
workers describe themselves in terms of emotional qualities, while the emotional characteristics

of the system are the ones which are mentioned mostly in terms of job satisfaction (Lofy 1998).

CAN WE GENERALISE BASED ON BASICNESS?

The issue of whether basic or prototypical emotions exist detains researchers and theorists in argu-
ing and has an influence in psychological research. It has also an influence in our research, as we
aim to construct an understanding of the interpretations of the subject discussed, and we expect to
reach findings and indications, that will guide us to identify and ‘generalise’ a link between posi-
tive emotions and learning. Therefore, it is important to understand if basic emotions exist and
consequently how do they exist? As one can distinguish, the issue of being basic is one of the
constraints of the research. Therefore, we will try to explicate our preferred notion in the follow-

ing paragraphs.

Averill (1994a) believes that emotions can be basic, based on prototypicality, classification and
organisation into coherent systems of behaviour. If we accept that prototypes serve as a way of

recognizing members of a category, we may consent that basic emotions exist.

However, we cannot say that one emotion is more fundamental than others are, and therefore it is
more basic. Concerning this taxonomy the main argument is that we can never be certain whether
the relation between levels of classification is one of class inclusion or part whole. Thus if we
could categorize emotions hierarchically based on class inclusion, we should be able to have dis-

tinct names for every category of emotions.

This is not always attainable, and when we are obliged to give a less inclusive term for an inclu-
sive category a synecdoche is created therefore hierarchy is insincere. We still have the problem
of which level is more basic, since the criteria of choosing the basic level are not clear. Averill in
a functional way proposes that basic emotions are probably those that fulfil vital functions with
reference to biological, social and psychological criteria. However, a choice of one primary and
basic function from biological, social, psychological perspectives is a priori assumption and not

an empirical outcome (Averill 1994b).

From a biological perspective Ekman (1994a) accepts that basic emotions exist and all emotions

share at least seven characteristics, which allow individuals to deal with the fundamental life tasks
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in a fast pace. Therefore he characterises emotions by: automatic appraisal, commonalities in an-
tecedent events, presence in other primates, quick onset, brief duration, unbidden occurrence and
distinctive physiology. He is also introducing the fact that each emotion is a family of related af-
fective states. It has a main theme and variations. The themes are a product of evolution, while the

variations are a product of learning (Ekman 1994b).

Representing another biological perspective Panksepp (1994) believes that basic emotions are the
ones that arise from the highly conserved sub cortical brain mechanisms, we as humans, share
with other species. He believes that all species possess some unique sensory- perceptual inputs
that lead to emotionality. He judges that we should define basic emotions at least in part with re-
spect to neural circuit characteristics and he names functions as desire, anger, fear, sadness, sexual
lust, joy and maternal acceptance/ nurturance as basic emotions (Panksepp 1994). Ekman as well

as Panksepp argues that actually there are no non-basic emotions.

Scherer (1994) suggests that there is no evidence that basic emotions exist as independent and in-
tegral biological or psychological categories or mechanisms. The variability of patterning of ap-
praisal, which reflects the meaning of certain events to the individual, may be universal but that
does not mean that the situations themselves are universal. However, according to Ekman and
Panksepp theories, the variability of patterning does not exclude the existence of a basic category.
That is why these attempts to define the core of basic emotions reflect the fact that emotion is ex-
perienced in a separate mode and that certain patterns of expression occur more frequently than
others, to similar types of situations (regarding appraisal) therefore are easily grouped and clus-

tered together.

As Scherer (1994) sees emotion rather like an episode, he introduces the concept of modal emo-
tions which are characterised by a prototypical pattern of appraisals and the corresponding pat-

terning of expression, autonomic arousal, action tendencies, and feeling states (Scherer 1994).

The main difference from basic emotions is that modal emotions are exemplified by the empirical
study of frequency, with which, certain patterns of sequential synchronised changes in the differ-

ent components of emotion episodes occur.

Considering the emotions at their general level, we can argue with a high degree of theorists’ con-
sensus in the bibliography, that there are basic emotions. Those should be innate and not acquired,
should arise from the same stimuli for all people, should be expressed in a unique way and should
evoke a distinctive physiological patterned response (Ekman 1994a). Emotions like joy, interest,

love, sadness, anger, and fear are considered basic for many of the theorists in both cognitive and
10



biologist research traditions: Lazarus (1994a), Izard (1991), Ekman (1994), Panksepp (1994) and
Frijda (1986). A condescension perspective concerning basic-ness, is to consider these emotions
as families of related emotions (Reeve 2001). For example, Joy as a family incorporates amuse-

ment, satisfaction, pride and relief.

We choose as examples the positive emotions of joy and interest and we believe that we can gen-
eralise the findings of the study to other positive emotions like contentment, elevation (Haidt
2000) and love, because they share a pleasant subjective feel (Fredrickson 1998, p.300) and be-

cause they can be considered as a family of related positive emotions.

Another reason for choosing those two is that joy and interest according to Reeve (2001) have the
ability to regulate a person to be voluntarily and fully involved in an activity. They both share mo-
tive involvement and satisfaction from an event that the individual treats as beneficial. The impor-
tance of motivation to learning as well as the voluntarily involvement is of main importance to

learning as it is analysed later on in this document.

Intrinsic motivation emerges automatically from psychological needs, personal curiosity and in-
terest for personal growth. When people are employed in a situation, they feel competent and
self-determining, experiencing intrinsic motivation that guides their behaviour (Reeve 2001,
p.118). For example, interest can induce the desire for engagement in an activity. Therefore, indi-
viduals explore for intrinsic reasons, but nevertheless, in their attempt to satisfy their curiosity

they increase their knowledge base.

Interest is an important motivator of learning throughout childhood in as much as throughout
adulthood (Fredrickson 1998), (Rodgers 1994), (Knowles 1984), and (Cross 1981). Attention - a
product of joy - is the first step in Gagnes conditions of learning theory. It is also a prerequisite for

adults learning theories and it is many times a standalone learning strategy.
Joy

Joyful behaviour can be considered as conspicuous behaviour, as it increases the bonding with
other individuals and entraps them in a social interaction. It attracts attention and participation
(Frijda 1986, p.27). Joyful behaviour is shown after a happy event and it does not contribute to the
occurrence of that event. This is why Frijda considers joy as ‘pure superfluousness’ (Frijda 1986,
p.37). In joy, intentionality is free. Moreover, the individual feels competent, as he/she is open to
attain any object of desire. At the same time, the individual easily overpasses any obstacles. Joy is

a result of match between an event and one’s concern. Joy is also helping individuals to acquire
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physical skills through rough play (Kids play), to acquire cognitive skills through object play, and
to acquire social skills through social play (Fredrickson 1998). Therefore, joy creates the tendency
and the urge to play and explore in a broader sense, and helps in building one’s intellectual, social

and physical skills.

Izard, cited in Fredrickson (1998), argues that feelings of joy arise in contexts appraised as safe

and familiar.
Interest

Reeve (2001) argues that interest creates the urge to explore, to investigate and to seek informa-
tion from the objects that surround us. Interest further functions as a creativity learning and com-
petence accomplishment endeavour. Interest in an activity demonstrates the level of attention that
individuals allocate to that activity. Fredrickson (1998) states that interest broadens an individ-
ual’s momentary thought — action repertoire, and over time it builds one’s store of knowledge.
According to Frijda (1986, p.88) interest relates to an attending action tendency, it gives orienta-

tion and it results to identification.

THE DIVERGENCE & CONVERGENCE OF EMOTIONS AND MOODS
In this section we attempt a comparison and a distinction between affective states and specifically
between emotions and moods, in order to extract a rationale for the soundness of our decision to

research positive emotions ability to facilitate learning in organisations.

Reeve (2001) argues that emotions are relatively rare in daily experience. However, people al-
ways feel something (Watson 1994). What therefore do they feel? (Reeve 2001), (Davidson
1994), (Carver 2001) and (Frijda 1986) believe that what people generally feel is some level of

positive affect or some level of negative affect.

Davidson (1994) argues that mood and emotion are both referring to aspects of affect and those
moods often exist as after effects of episodes, which involve emotions. The basic difference be-
tween emotion and mood according to Davidson is that emotion’s primary function is to modulate
action, while mood’s function is to alter information-processing priorities in order to modulate

cognition.

Trying to give a definition Carver (2001) is using the terms affect, feeling and emotion rather in-
terchangeably. However, he is using the word emotion less frequently because he believes that

emotion usually has connotations of psychological change which can accompany hedonic experi-
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ences. He considers affect as the experience of valence, as a subjective sense of positivity or nega-

tivity arising from an experience. He is using affect in the sense of a feeling of pleasure or of pain.

Frijda (1986) says that for many theorists the essence of emotion is feeling and particularly affect.
Therefore, he treats emotions moods and episodes as varieties of affect. However, he is addressing
a feature of intentionality to emotions in order to distinguish them from other affective states. Ad-
ditionally he argues that the emotions, contrary to other varieties of affect, involve relations to
some object. Moods are not intentional states and their object is the world and the environment
entirely and diffusely. With the object of focus to remain, (Frijda 1994a) argues that the main dif-
ference between emotions and moods is that both affective states can be described in terms of
other differences. These are differences in affect, appraisal, action readiness and physiological
response (Frijda 1994a, p.61).

Ekman (1994b) representing the biological tradition in emotions research, argues that there is a
distinction between emotions, moods and traits. Moods last longer than emotions and they do not
own a facial expression. He believes that emotions occur more frequently during moods, but there

is a difficulty to modulate them at that time.

Clore (1994) agrees with Reeve (2001), Davidson (1994) Carver (2001) and Frijda (1986), that
both emotions and moods are affective states. However he accepts that only emotions have a gen-
eral object (Frijda 1986) and are usually briefer in duration (Ekman 1994b).

Frijda (1994a) argues that there is no relation between the duration of the affective state and the
existences of an object of focus, and disagrees with a distinction based on duration. He argues that
emotional events tend to lead to emotional episodes, which last for more than an hour, and conse-
quently the ‘emotional episodes’ do not represent moods, since they have an object of focus.

Lazarus (1994a) seems to agree as he is also questioning the distinction based on duration.

Mood is a relative emotional aspect, which is used interchangeably with affect. Affect or mood,
incorporates in emotions and gives emphasis in the emotions. However, affect is more general in
nature and does not necessarily come from a specific stimulus. Affect has limited intensity and

lasts longer than emotions, which have much higher intensity but last for a shorter period.

As mentioned in the beginning of this section, people generally feel some level of positive affect
or some level of negative affect. These moods often exist as after-effects of episodes involving

emotions (Davidson cited in Reeve 2001).
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Carver (2001) believes that positive affects constitute important information for the people who
experience them, and play an important regulating function in the flow of behaviour. In his view,
positive affect is understood in the framework of some general views of emotions (Carver 2001,
p.242). However, (Reeve 2001) believes that positive affect does not influence behaviour. He
states that positive affect does not affect attention or behaviour, what it does, is to influence the
information people use in evaluating a situation and to facilitate cognitive flexibility and creative

problem solving (Reeve 2001, p.432).

Carver (2001) uses a model that relates affect and action with approach and avoidance processes.
He believes that this model also distinguishes positive emotions according to the class of action in
which they emerge. Some positive emotions arise while pursuing incentives, and other while
avoiding threats. These two positive emotions are both positive but they differ in the fact that one
set has a higher activation (Fredrickson 1998). Carver (2001) believes that the one with a higher

activation is the one arising from the approach behaviour - pursuing incentives system.

Consequently, an intriguing question evolves; which are the positive emotions that induce and fa-

cilitate learning?

Following the above arguments, the positive emotions that facilitate learning could be either those

arising from pursuing incentives, or the ones arising from the avoidance of threats.

Frijda (1986) argues that the prevailing level of activation forms a side condition for emotional
responses and in general it is manifest as positive or negative mood (Frijda 1986, p.467). There-
fore, a possible answer to the question above -which needs of course further empirical testing-, is
that we might be interested more in positive emotions that have a higher level of activation due to
the fact they are occurring in the context of a positive affect or mood, which works complementa-

ry to the positive emotion.

We might also argue that while positive affect increases cognitive flexibility, positive emotions
are more important because they carry more meaning, they have the feature of intentionality and

they are related to an object.
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FUNCTIONS OF EMOTIONS AND MOODS

The general function of emotion seems obvious if we assume that they provide coherent and deep-
rooted ways of coping with major challenges to the welfare of an organism. A functional account
is that of Frijda who strongly believes that emotions serve something: they serve concern satisfac-
tion, and they do so by examining the relevance of the events to the individual and by modulating
action accordingly (Frijda 1986).

Averill (1994b) argues that emotions have multiple functions, depending, on the aspects of the
emotion, on the nature of consequences being considered and on whether the point of reference is
the individual or the society. However, he is exhorting us to understand how important is to ex-
press our emotions whenever situations that demand form of action arouse respectively emotions,
and he states that if the emotions remain unexpressed the situation will remain unchanged with

deteriorating results for the individual.

Clore (1994a) argues that a primary function of emotion is to provide information. Having the in-
formation, the individual evaluates the significance of events for his concerns and judges, decides
and allocates resources appropriately. “The output of emotion is information conveyed by distinc-
tive thoughts, feelings and expressions” (Clore 1994a, p. 111). This output helps individuals in

establishing a meaning of the situation.

Thus, we could argue that individuals according to their concerns construct their own reality. This
in turn, is an indication that whenever people feel positive emotions, -therefore not feeling threat-
ened by a situation, - they could construct reality with a positive approach, because the appraisal
of the situation is positive. Additionally, Frijda (1994b) says that emotions can be argued as ex-
pressing the individual’s awareness of his or her position in the world rather than serving as adap-
tations to that world (Frijda 1994b, p.112). However, he is fond of a more functional perspective.
Emotions for (Frijda 1994b) serve to appraise the relevance of events for the individual and serve
to elicit a certain experiential, behavioural or physiological response. Emotions can be seen as the

primary sources of decisions and control of behaviour.

Levenson (1994) brings in light another functional position according to which, emotions serve
psychologically by shifting attention and behaviour, serve to establish people’s position in relation
to the environment, serve to produce a bodily gesture and reaction most appropriate for a re-
sponse, and serve as way to express both innate and learned influences. Levenson (1994) argues
that emotions establish people’s position in relation to other people, or ideas. Emotions, through

processes of approach and avoidance, guide our behaviour facilitation or behaviour inhibition.
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Similarly, Carver (2001) argues that behaviour is organized around approaching incentives and
avoiding threats. Therefore, he sees incentive motivation with the approach system and aversive
motivation with the avoidance system, as the sources of emotional qualities that are relevant to

approach and avoidance behaviours accordingly.

Scherer (1994), Clark (1994), Frijda (1994) and Watson (1994), all agree that emotions serve to

inform others about our motives and function as a motivational system.

For Reeve (2001) emotions relate to motivation in two ways. They serve as an ongoing read out
system and therefore they are not motives, while they also reflect the satisfaction or not of the mo-

tives, thus they are a type of motive, which energises and guides behaviour.

Nevertheless, emotions also serve social functions. They are the means of communicating our
feelings to others, they regulate and facilitate interaction with others and they play an important
role in relationships (Reeve 2001). Social contact generates positive emotions and this experience
leads to strengthened social bonds (Fredrickson 2000a). However, people may express certain
emotions in order to facilitate social interaction. It is not always necessary for an individual to
smile whenever he feels happy; it is common to smile whenever he wants to interact socially with
others. This shows that emotional expressions are often socially constructed or at least are often

socially motivated.

From the functional point of view, emotions direct attention and behaviour to where it is needed.
Their function is to prepare us to respond to life situations. Each emotion provides a certain readi-
ness for responding to a situation. Additionally, individual experiences and cultural learning, con-

tribute to the readiness in coping with life situations (Reeve 2001).

As mentioned earlier, (Fredrickson 2003b) addresses specific action tendencies to negative emo-
tions. She further believes that negative emotions have a spontaneously adaptive value by provid-
ing tools for survival in life threatening situations. She is using a metaphor saying that negative
emotions can be understood as evolutionary adaptations to threats our ancestors faced
(Fredrickson 2003b, p.332). Is this argument though, a valid one? If we consider that fear elicits
the urge to escape, is the urge associated with escape, in a reliable and intransitive way? We be-
lieve that the question remains unanswered. Negative emotions may narrow attention but this is
also because people are momentarily ‘obliged’ to focus on the problem - to the relative exclusion

of other things — therefore narrowing their attention (Carver 2003).
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Positive emotions on the other hand, “...instead of solving problems of immediate survival, solve

problems concerning personal growth and development” (Fredrickson 2003b, p.332).

Simon (1976) reasoned that emotions represent calls for reprioritisation. He suggested that an
emotion arising with respect to a goal that is out of awareness, causes people to seize up their be-
haviour and attribute to that goal a higher priority than it originally had. The stronger the emotion

the stronger is the quest for the unattained goal.

However, can this reprioritisation apply to individuals regarding their jobs? We empirically be-
lieve that time for reprioritisation is not enough in the modern organisational context, especially
when we consider the rate of successful progress towards the goal attainment and the respective
behaviours. “People who exceed the rate of progress will reduce subsequent effort ... they are
likely to coast a little...ease back such that a subsequent rate of progress returns to the criterion”
(Frijda 1994b, p.113). On that view Carver (2001) adds that people usually do not optimise per-
formance on a concern, but rather do a good job on each concern to deal with it satisfactorily. This
openness to the shift of goal could be a benefit or a problem in the organisational setting, due to
the fact that it is driving behaviour accordingly. This argument clearly advocates the implications

of positive emotions in organisations.

Nevertheless, following this argument we conclude that when the priority of the focus activity
drops we seek for potential other actions. Such seeking may help us identify goals with less prior-
ity but also helps us to attain new information from the environment. Without the environment it
would be impossible to see opportunities. Therefore, this searching entails in part a broadening of

attentional focus (Carver 2003).

Positive affect promotes enjoyment of variety and a wide range of possibilities (Isen cited in
Carver 2001, p.254).With that in mind (Carver 2001) proposes that positive affect induces open-
ness to seek opportunities or to fix a problem, other than the objective currently pursued. He be-
lieves that this broadening of attention is not a matter of adaptive value in the retention of genes
for survival, as (Fredrickson 1998) and (Fredrickson 2000b) argues, but this adaptive value is
coming from the immediate consequences of broadening of attention. That simply means that the
results are direct as people come across a way to notice their deficiencies or to grasp new oppor-

tunities.

The finding that positive affect facilitates cognitive flexibility is the major finding of Isen’s re-
search on the influence of positive affect on cognition during the 1980’s (Isen cited in Fredrickson

1998).
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Isen cited in Fredrickson (1998) has shown that positive affect leads people to formulate more ex-
tensive, integrated and flexible connections between ideas, making them develop thoughts that are
more creative. Isen believes that positive affect helps the elaboration of material in memory;
therefore it helps to a faster and to a better decision making. Positive affect may help people inter-
pret other people’s perspectives and recognise similarities and differences. Positive mood in one
context results in better performance in other contexts, which in turn results in increased cognitive
flexibility.

Isen cited in Carver (2001) believes that positive affect makes positive information more accessi-
ble and more readily processed. He further believes that the maintenance of positive mood is a
key motive, while the pursuit of an objective helps to the maintenance of positive mood. When
people decide to handle a negative situation, - because they perceive it as useful or necessary for

their well-being, - then, their cognitive flexibility increases.

Fredrickson (2000c) argues that affective experiences have peaks and ends, which vary in per-
sonal meaning for the individual. Peaks and ends also carry more personal meaning for the indi-
vidual than other moments of the affective experiences. Importantly, peaks carry one’s capacity
for coping with a particular situation. That makes peaks more central as they tell us what capacity
the person needs to have in order to experience the same situation again. In the case where coping
ability is most important, peak affect will dominate the whole experience. In that sense, peaks
carry more self-relevant information meaning, for the ability of the individual to cope with an ac-

tivity.

It could be argued that if peak affects are representing the emotion -as they dominate the total
emotional experience -, one can suppose that when they are positive they also carry more positive
meaning for the individual, and they are more important in relation to other affective states. This
positive personal meaning means liking, and it generates a motivational tendency to approach the

emotion-generating event.

CONCEPTUALIZING ON POSITIVE EMOTIONS

An emotion is a psychological state or process that functions in the management of goals. It is
typically elicited by the evaluation of an event as relevant to its goal. It is positive when the goal
is advanced and negative when the goal hindered. As Frijda (1986) suggests, emotions result from
match or mismatch between events and concern. Positive emotions are those that result from
match between events and concern. We can understand joy for example as a response to a situa-

tion that provides concern satisfaction. Fredrickson’s theory on positive emotions is contrary to
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the basic principle of the current bibliography concerning emotions, according to which emotions
are defined as presuppositions to specific actions and are the basic influences of our actions. This
definition refers to negative emotions. Negative emotions are driving individuals to exclusive and
specific actions. Fredrickson states that this definition is single-dimensional, and we should apply
it only to negative feelings, because it does not cover emotions that are multi dimensional and

lead to alternative actions as positive emotions do.

Emotions have unique signal values. For example, anger, fear and disgust have certain facial con-
figurations. This is common in most of the negative emotions. Furthermore, these configurations
are distinct from one emotion to the other. However, in positive emotions we do not have distinct

signal values and or characteristics (Fredrickson 2003b).

Conversely, positive emotions appear to have no distinguishable autonomic responses
(Fredrickson 2003b). This is also noticeable when people recall past emotional experiences, where
they interrelate different positive emotion terms, while, they clearly differentiate negative emotion
terms (Ellsworth and Smith cited in Fredrickson 2003b).

Fredrickson (1998) also discards the presumption of emotions specific action activation, and pro-
poses the unspecific action tendency. Frijda (1986) for example, considers joy as an emotion that
does not change to other behaviour if circumstances permit. Joyful behaviour does not contribute
to the recurrence of the event which generates joy, but instead it is considered to have a non-
specific activation: ‘...pure superfluous ness: manifestation of free activation’ (Frijda 1986, p.37).

This reference in joy indicates that positive emotions may not have specific action tendencies.

As Clore (1994a) suggests emotional states may involve a number of processes that facilitate ac-
tion in a general way and not towards a particular behaviour. For example, anger can create the
urge to react rapidly, extremely, or create the urge to attack, but this does not necessarily mean

that it creates a specific action of attack.

Additionally Fredrickson (1998) discards the emotions action tendency feature, since some posi-
tive emotions like interest and contentment, firstly create changes in cognitive activity, and sec-
ondly create tendencies for action. Therefore, what she proposes is to use the feature of thought —
action tendencies which in relation to the antecedent writings, develops to non-specific thought —
action tendencies. This is the base of her broaden and build model of positive emotions. This the-
ory suggests ‘that positive emotions broaden people’s momentary thought-action repertoires.
These broadened thought-action repertoires in turn, build intellectual, physical, social and psycho-

logical resources for the future’ (Fredrickson 2003b, p.333).
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According to this model, positive emotions involve people in a mental, social, psychic and emo-
tional broadening procedure, resulting in increased understanding, in better synthetic ability, in
innovative and creative thinking and in increased willingness to explore. This broadening in
people’s attention, cognition and action repertoires, is to the benefits of the individual in a repeti-
tive process through life. Additionally, positive emotions help individuals to overpass negative

life situations by finding alternative solutions or by acquiring new capabilities and skills.

Positive emotions for Frijda (1986) result from match or mismatch between events and concerns.

Positive emotions result from events that occupy match.

In a guide for parents and teachers, Veil (1994), addresses that kids learning depends heavily on
their emotional positives and negatives. She argues that positive emotions turn kids on, as kids

become more confident, develop optimism and respect.

The fact that positive emotions broaden social, cognitive and action tendencies is supported by
psychotherapeutic schools. In view of that, all of the following approaches attempt a broadening

of mental, psychic, social and emotional resources of the individual (Papantonopoulos 2003).

The constructivism framework suggests that the individual’s effort to modify malfunctioned ideas
and to adapt to life situations has no meaning, as the individual is an active arbiter of reality. The
individual can intervene in every situation giving his own subjective meaning to it, and with the

use of narrative, he broadens his point of view for his life (Papantonopoulos 2003).

The behaviourist approach tries to teach individuals new behaviours like inducing socialisation, in
order to help them broaden their spectrum of alternative behaviours. In a solution-focused ap-
proach, the realism of approaching a problem helps in the broadening of the individual’s provi-
sional stance. With this psychodynamic conceptualisation process, the individual is increasing the
understanding of his internal world. The humanistic approach, gives emphasis to the experience of
key problem components by the individual as a way of enhancing understanding and finding new

meaning in life (Papantonopoulos 2003, p.12).

ADDITIONAL CONCEPTUALIZING ON EMOTIONS
Reflecting on the above, we believe that a link between positive emotions and learning in organi-

sations is emerging.

A positive appraisal of a learning situation or event means a liked situation with a motivational
tendency to approach the event. It means that a person sees well-being for self as well as he/she

believes that he/she can cope with this learning event satisfactorily.
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Additionally, other dimensions of appraisal should be present and evaluated by the individual as
positive, in order to sustain his/her positive involvement in the event. For example, it is important
to draw on understanding: the person’s perception of the pleasantness of a situation, his attention,
his understanding of the relevance to his goals as well as his interpretation of the compatibility of
the learning event with self and society -or in the case of this study,- with the organisational stan-
dards.

When the cognitive appraisal of the learning event is treated as liked, the individual upon personal
relevance and other dimensions like coping ability, further evaluates the appraisal. Then, the ap-
praisal becomes the felt emotion. The felt emotion, depending on the additional dimensions of ap-
praisal, can be positive (motive consistent), or negative. When the emotion is positive, the indi-
vidual has already developed a strong cognitive experience (through the appraisal process), which
is further facilitated and cognitive functions continue. In this case, the individual has a lessened
autonomic nervous system activity. This is further supported by the fact that cognition follows

emotion, with emotion knowledge and attributions (Frijda 1994c).

As learning is a cognitive process, a high facilitation in diverse cognitive functions through the

appraisal process -when the individual experiences positive emotions- tends to facilitate learning.

We might also argue that positive emotions lead to learning because there is some personal rele-
vance in terms of meaning for the individual. Additionally, learning ought to function as a source
and feedback for the creation of new positive emotions, so as meaning for the individual is sus-
tained. That is reflected in Izard (1994, p.203), who suggests that when we define emotion to in-
clude cognition it becomes difficult to separate cognition as a cause from cognition as conse-

quence.

Additional dimensions are added in the organisational context, where social and cultural aspects
underlie emotions. In such learning environments and structures, with references of social or col-
lective learning, desired and purposive emotional experiences could be created. A learning situa-
tion, can define which emotions are most appropriate, which emotions are expected by people,
and people will tend to follow rules, getting in line with norms, only when they appraise the
meaning of the event in a positive way, or when the event is socially/organisationally proper and

rewarding.

Emotions are present in language thus the emotional nature of language is important. Reflecting
on this we suppose that if we can affect emotions in order to make them positive or if we can in-

duce positive emotions to individuals in an organisation, then the readings of the meanings of
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learning will be positive and language will tend to serve these positive readings. Therefore, learn-
ing could be a matter of language. If that is sound, then positive emotions can be understood as

such by language and language should lead to learning that will sustain.

In addition, because emotions are contagious (Fredrickson 2003a), in our social interaction in or-
ganisations there is a tendency to mimic and synchronise expressions and behaviours with other
people and therefore to converge emotionally (Reeve 2001). This convergence helps to presume
that positive emotions felt by managers and leaders can be contagious in the organisational envi-
ronment (Fredrickson 2003a). Consequently, learning associated with those positive emotions can

be spread in the collective.
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CHAPTER 3

LEARNING

Behaviourist learning theory suggests that learning attempts to understand and explain the human
behaviour. Therefore, learning is learned (Stewart cited in Leopold 2002). This theory treats the
stimulus-response pattern, and suggests that if a behaviour is reinforced it will reoccur (Skinner
1953).

The difference of this operant conditioning with other forms of behaviourism is that the individual
can generate responses instead of simply bring forth responses due to an external stimulus (Papan-
tonopoulos 2003). The original stimulus — response framework of Thorndike (1913) argues that
the transfer of learning occurs because of previously encountered situations and depends on the
presence of identical elements in every learning situation; however, transfer is always specific,

never general (Thorndike 1913).

A theory that covers both the cognitive and behavioural frameworks is the observational learning
theory or social learning theory. The social learning theory of Bandura (1976) and Bandura (1986)
emphasises the importance of observing and modelling the behaviours, attitudes and emotional
reactions of others and encompasses attention, memory and motivation. Therefore, it improves
upon the strictly behavioural implementation of modelling by Miller and Dollard (1941). Social
learning theory explains the human behaviour in terms of continuous reciprocal interaction be-

tween cognitive, behavioural and environmental influences.

Although individuals may acquire behaviour through observation, there is no evidence that they
will perform this behaviour. The individual may reproduce the acquired behaviour in a situation
where he has an incentive to do so. In relation to the contagiousness of leader’s positive emotions
(Fredrickson 2003a) discussed in the previous chapter, this theory proposes that individuals are
more likely to adopt a modelled behaviour if the model is similar to the observer and if it has an

admired status.

According to the observational learning theory, learning is most efficient when the learner is at-
tentive, when he is able to remember, when he is capable of producing the observed behaviour
and when he is motivated. Nevertheless, we might argue that this theory, which is central to the
idea of socialisation, cannot easily relate to true capacity of learning for the individual within the
organisational context. Rather it seems as a behavioural conformity of the person to models and

norms, to achieve and or maintain acceptance in the organisational environment. As the individu-
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als learn to behave in conformance with the norms of the organisation, they adopt behaviours that
receive positive reinforcement. At the same time, they model themselves and they are influenced
by the status of the person they imitate. Therefore, we might argue that the individual learns on
purpose and learning is goal directed towards the imposed by the organisation-modelled behav-

iour (Papantonopoulos, 2003, p.10).

That conclusion brings us closer to Tolman’s (1948) theory of purposive behaviourism or sign
theory. According to Tolman’s sign theory, learning is acquired through meaningful behaviour, it

is always purposive and goal directed while environmental factors are utilised (Tolman 1948).

Complementary to the work of Bandura on social learning is Vygotsky’s (1980) theoretical
framework according to which, social interaction plays an important role in the development of
cognition. Vygotsky’s theory is an attempt to explain consciousness as the product of socialisation

and a result of cognitive development.

We also see key influences about the social interaction part of this theory in situated learning the-
ory of Lave (1988), according to which, learning occurs as a function of the activity, context and

culture in which it occurs.

Piaget cited in Brainerd (1978) has a similar cognitive focus since he proposes that cognitive
structures and mental maps are created in order to allow individuals to understand and respond to
physical experiences in the environment. Whenever the experiences are new, the individuals in-

crease their cognitive flexibility in order to cope with these new experiences.

With the same cognitive focus the constructivist theory of Bruner (1996) argues that the learner
selects and transforms information, constructs hypotheses and makes decisions based on a cogni-
tive structure. The individual is reflecting on experiences and is continuously interpreting the in-
formation given. He constructs his own meanings and mental models, by interpretation and under-
standing. The interpretations and assumptions of individuals about the world are important.

Bruner further believes that memory always reconstructs the existing knowledge of the learner.

The cognitive view of learning focuses on what happens within the individual: motives, emotions,
memory and cognition. ‘Cognitive learning involves the selective interpretation of perceptual data

organized into new patterns of thoughts and relationships’ (Coffey et all 1994, p.82).

Gagnes (1985) cognitive learning theory suggests that learning tasks for intellectual skills are or-
ganized in a hierarchy according to complexity. The theory proposes that learning is about five

categories: verbal information, intellectual skills, cognitive structures, motor skills and attention.
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Additionally important within this ‘instructional’ theory is that the individual in an ‘instructive’
event should start from the low-level facts before proceeding to the high-level ones. The opera-
tions that constitute those instructive events are different for each different type of learning out-
come. The learning outcomes for each individual are also different and they are based on personal
motives and emotions, which influence the information that people will finally select (Gagnes
cited in Papantonopoulos 2003, p.11).

The action learning approach is about the aptitude to think through things and de-brief experi-
ences at non-trivial personal and contextual levels. Action learning is a well-proven individual,
collective and organisational development philosophy that provides a sound setting for a reflective
inquiry (Smith and O’ Neil 2003). For Skerritt (2002) action learning is defined as the learning
from concrete experiences and critical reflection on the experience through trial and error, discov-

ery, and learning from each other and with each other.

An important learning theory is Kolb’s experiential learning cycle, which is based on the need for
learning to be grounded in experience (Dewey), on the importance of a person being active in
learning (Lewin) and on the theory of intelligence as the result of the interaction of the person
with the environment (Piaget). The process starts with the reflection on the actual experiences of
the individual, moves to the affective domain -reflecting on the feelings and emotions the individ-
ual has experienced-, passes to the interpretation of events and finally moves to the stage that the
individual is obliged to take decisions as a result of the process (Hogan 1995). Kolb’s cycle as-
sumes that learning is an inherent part of the whole process. It assumes that the loop is closed and
the cycle is self-contained. However, it seems that this is not necessarily the case as additional in-
fluences come to bear on the process (Remenyi 2002, p.101). The starting point is concrete ex-
perience therefore the person brings to the process a ready state of knowledge. This advocates the
acceptance of non-positivist researchers and theorists. This knowledge is mainly tacit knowledge,
it is a pre- knowledge that a person has developed through exposure to phenomena and life situa-
tions.

Another important theory is the experiential learning theory of Rogers and Freiberg (1994).
Rogers and Freiberg argue that learning is about applied knowledge and that learning should inte-
grate the needs of the learner. Therefore, noteworthy learning is evident when the learner has a

true interest in the learning process.

All, Cagnes, Rodgers and Freiberg and Kolb, learning theories find great acceptance in applied

knowledge and in the training fields. Another supportive theory, that has a great impact on educa-
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tional learning and also consents with the significance of experiential learning, is Bruner’s (1966)
discovery learning. The core tenet of this theory is that learners learn from their interaction with

the environment, from exploration, from influences and from the experimentation process.

Up to now, we might argue that action learning is often utilised interchangeably with experiential
learning, and that it holds similar philosophical assumptions with discovery learning, since the
implications of these terms are similar. However this model of learning still remains an individual
learning process and although it includes a concept of thinking, of planning, of action and of re-
flection which is cyclical, it remains according to Hawkins, more linear in reality (Hawkins cited
in Stewart 2001).

Another individual learning theory worth examining is the Andragogy theory of Knowles. As
Rogers experiential learning, Andragogy is clearly about adults and has a meaning for the organ-
isational learning context, which is an adult oriented context. According to this theory adults need
to learn experientially, they need to know why they must learn something and they need to ap-
proach learning as problem-solving. In brief, they learn best when there is value within the learn-
ing (Knowles 1984). Cross (1981) presents the characteristics of adults as learners in a model that
attempts to integrate theoretical frameworks like experiential learning of Rogers and Andragogy
of Knowles. The main principles are that learning should focus on the experiences of the learners,
the age, the developmental life stage of the learners and the situational characteristics of learning
(Cross 1981).

The reflective unity that could be developed from the above, emphasises on the importance to
view the learning situation from the perspective of the learner. The learner is the arbiter of the
learning reality; he needs to direct and control learning, he needs to benefit out of the learning

process and he must be motivated and able to cope cognitively with the learning situation.

Illeris (2003) also highlights the importance of viewing the learning process from the perspective
of the learner and moves further to model learning as an individual and a social process. Adults
are inclined to learn something, which will benefit their own life situation. He focuses on work-
place learning, which is associated with workplace competence development. The reason seems
simple. The competences required by the modern organisations are not easily acquired by educa-
tional learning. The competence characteristics that individuals should develop, like creativity,

flexibility, and responsibility, are mere personal accomplishments.

Illeris (2003) model suggests that learning is composed by two types of processes. The one com-

ponent is the interaction processes or in other words the processes that link the learner with the
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environment. These are social in nature and they carry a social dimension. The second component
is about inter-mental processes. These are acquisition and elaboration processes, which are psy-
chological in nature and have a cognitive and an emotional side. Therefore, learning has a social,
a cognitive and an emotional dimension. The social dimension includes communication, coopera-
tion, and understanding. The cognitive dimension includes skills, understanding and meanings,
functionality and knowledge. The emotional dimension includes patterns of emotions, motivation,

attitudes and mental balance.

However, this approach as well as situated learning theory does not provide the reason why indi-
viduals are willing to learn. Approaches like creative learning and experiential learning of Rogers
deal with the individual willingness to learn, and presuppose that the individual finds significance
and relevance to the learning process. Significance means positive meaning for the individual and
positive meaning directs the learner’s willingness to be involved in situations that have relevance

to his well fare while they are not threatening to his life.

Kolb’s learning cycle, as well as Rodgers experiential learning can give us a remarkable insight in
conceptualising that positive emotions could affect in a positive way learning, because individuals
develop and learn in situations where they see personal relevance and when their well being is not

threatened.

LEARNING AS A RESULT OF THE EMOTIONAL CLIMATE OF ORGANISATIONS
This section addresses indirectly our main concern; are emotions and learning within the context

of organising?

Emotions guide our actions in the work place and relate to motivation, job satisfaction and self-
esteem. Emotional dissonance as well as anxiety inhibits learning (Papantonopoulos 2003). Posi-
tive emotions increase creativity, develop our ability to think refreshingly, increase our capacity
for problem solving, and increase our ability for adapting to changes. Learning among others, is a

product of decision making, problem solving, motivation, and co-ordination.

Much of the writings regarding learning in organisations seem to overlook the importance of emo-
tional dimensions of learning. Learning takes also place on emotional and spiritual levels (Ikehara
cited in Stewart 2001). Many decisions within the organisational context stem from a final emo-
tional suggestion of the decision maker. The emotional climate that Tran (1998) introduces is
about emotions like contempt, joy, interest, pleasure and envy, that influence decisions and or-
ganisation and consequently influence areas like creativity, concept formation, problem-solving

and reasoning. The emotional climate strongly affects the facilitation of learning (Tran 1998).
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Supporting individuals in gaining emotional understanding of themselves and others is a vital part
of organisational learning in Antonacopoulou and Gabriel’s (2001) attempt to address emotions as
a facilitator of learning. Hogan (1995, p.8) suggests that “... holistic learning must include ele-

ments of feelings, intuition, thinking and willingness’.

Negative situations and emotions like threat, discomfort or anxiety tend to limit the learning abil-
ity of individuals and organisations. Organisations tend to employ defences and mechanisms in
order to deploy and control negative situations and emotions. However, this attempt for control
finally results in an illusion of routine, predictability, and protective mechanisms, which at the end

do not allow the individuals to learn.

Gabriel and Griffiths (2002) accept that certain types of emotion tend to remain unchained and
difficult to manage in periods of uncertainly and strain; for example anxiety cannot be easily civi-
lized. In case of anxiety, learning ability is limited, especially for individuals with obsessive psy-
chological character whenever these individuals confront a certain type of disorder. This shows us
that negative emotions like anxiety, which is an inevitable part of organisations today, directly

inhibit the learning ability.

Fredrickson (2000c, pp.778-794), mentions the importance of creating new meaning in organisa-
tions and especially strengthens the importance of creating positive new meaning as an indirect
way of cultivating positive emotions in the organisations. Positive meaning is addressed by find-
ing benefits within adversity, by infusing ordinary situations with meaning, by problem-solving,
by the appreciation of a job well done and by compassionate acts within the organisation. In a
comparable way, Gabriel and Griffiths (2002) suggest that leaders of organisations should mobi-
lise positive emotions of hope, courage, self-reliance and dedication, in order to manage anxiety

effectively.

A MORE CRITICAL PERSPECTIVE - LEARNING AS NARRATIVE

Morgan (1997) draws on the importance of metaphors, arguing that the use of metaphors implies
how we understand the world in general. In the organisation, employees use metaphors to under-
stand and tell how they perceive the organisational life. However, if one considers the organisa-
tion as the metaphor ‘learning organisation’, there is a difficulty to understand what learning is
and how it is composed because learning is not easily observable but it is only inferred in various
activities (Stewart 2001).

Stewart argues that our understanding of the world is “anchored in stories and the way we deal

with our experiences is done with the use of narratives” (Stewart 2001, p.146). He believes that
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personal as well as collective narratives guide our actions and are central to human life. Human
activity and experience is brimful of meaning, which we communicate to other people through
stories and narratives. These narratives are the vehicle of the communication rather than logical
arguments or logical formulations (Herven 2003). This was initially defined by Bruner (1986) as

the dichotomy of the narrative forms of thought in relation to the paradigmatic forms of thought.

The perspective of the learning organisation should include the ability to listen at the employees
stories in order to unlock covert knowledge. Employees should be able to discuss, question, re-
view and challenge the decisions in the organisation. The reflection of individuals through narra-
tive telling brings us close to the conversation theory of Pask (1975). The fundamental idea of the
theory is that learning occurs through conversations about a subject matter and these conversa-
tions allow making knowledge more explicit. Additionally, Gullen (1999) believes that individu-
als in the learning process negotiate and construct meaning. This view presents learning as a re-
flective and narrative activity and emphasises on the importance of language and its role in the

construction of learning.

Even in theatre, storytelling is the central theme and the ‘heart of improvisation’ (Koppett 2001,
p.67). Improvisation is synonymous to construct. As Koppett argues, improvisers create narratives
collaboratively and without the benefits of revision, and it is important to be especially efficient in
skills needed in building stories. However, as he states, the most difficult part of the training to
storytelling is to shift the unconscious processes people employ into conscious processes. That
possibly means that feelings and emotions play an important role as they colour and influence the

stories people say; and as a result they facilitate storytelling.

Consequently, from a cognitive point of view, if we could manage to change people’s thinking
and their behaviour only with narratives then we could create a clear route to people’s cognition.
For Willig (2001) this means that we should accept talk as a route to cognition, that cognitions are
based on perceptions, that an objective perception of reality is theoretically possible, that consen-

sual objects of thought exist and that there are cognitive structures which last (Willig 2001).

Thus, if we are interested in understanding learning, then narratives use is limited to the fact that
people take part in a narrative telling or conversation because they have a purpose and a stake.
Therefore, we should be able to understand the ways and the social context in which people nego-
tiate their meanings in conversation with one another. Willig (2001) argues that people interpret
questions in their own way and make arguments based on their interpretations. People further ana-

lyse their expressions based on the expected accomplishments in the social context in which they
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exist. This means that in an organisation where learning is acknowledged as a means of integra-
tion and advancement for individuals and the organisation, people’s expressed attitudes towards
learning will be consistent and positive. Consequently, narratives can act as sources of learning in
organisations if we accept and understand that language is a social action, and its use is non- rep-

resentational.

LEARNING IN ORGANISATIONS vs. LEARNING ORGANISATION

Learning in organisations

As noted earlier the aim of this study is to bring in light empirical results to prove that positive
emotions facilitate learning in organisations. However, what is learning in organisations is a ques-
tion with more than one answer. The same holds true for the concept of the organisation as a
learning entity versus the concept of the learning organisation. Learning in organisations has gone

through many combinations in terms of its theoretical as well as its practical use.

Organisational learning is concerned with improving the behaviour and capability of individuals
so that the organisation can respond more effectively to its environment (Peter Murray and Kevin
Donegan 2003). The organisational learning process is the ability of the organisation to increase
its problem- solving capacity, and to change behaviour towards better performance of the individ-

ual and the team at the organisational level (Buckler and Argiris cited in Stewart 2001).

One perspective of organisational learning is about individuals learning as agents for the organisa-
tion, while a newest perspective or social perspective of learning is learning by a collective or by

humans as social beings (Ortenblad 2001, p.126).
Learning Organisation

Reynolds and Ablett (cited in Sun and Scott 2003) define learning organisations, as organisations
where learning changes the behaviour of the organisation itself. The ideal of the learning organi-
sation is a state where individuals should be able to redesign their work, should be able to develop

new patterns of thought, and combine family with their work lives.

In this state, the attention is focused on a process implementation and learning is about managing
personal change and self-assessment. In this ideal state, we have flatter management structures
and commitment through personal involvement, while structures and organisational settings de-

velop as contexts for human development.
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Schein (cited in Argyris 1999), argues on the importance of developing a learning culture that
should function as a “‘perpetual learning system’. Senge’s fifth discipline approach gives emphasis
to systems dynamics and thinking. Senge (1990) uses the power of mental models and envisages
learning organisations where people continually expand their capacity to create results they like,
where new thinking is acquired, where collective aspiration is set free and where people know
how to learn together. As both Argiris and Schon, Senge believes that organisations learn through
the agency of individual members as he argues that the organisational capacity of learning cannot

be higher than the capacity of its constituent members (Senge 1990).

CONCEPTUALIZING ON LEARNING

As we have noticed in the literature, there is no consensus on what learning is. The processes and
outcomes of learning usually infer learning definitions, but there is a lack of unambiguous mean-
ing. Theorists and researchers agree on why learning occurs, they concur on the importance of

learning, but they cannot agree on what learning is.

We would like to clarify to the reader that learning is synonymous to adults learning. Learning in
organisations, is synonymous to organisational learning. This view embodies the uniqueness of
individuals and learning as a reflective and narrative activity (Gullen cited in Stewart 2001), and

as well as learning by a collective, or by humans as social beings (Ortenblad 2001, p.126).

We argue that learning is related to the learner as an individual, as a member of his learning envi-
ronment — an environment that functions as a form of ‘society’ - and to the individual’s standing
on meanings about learning. We believe that learning is not a consensual object of thought and
that individuals construct learning differently through language. Therefore, there is no such thing

as a learning organisation, but only learning in organisations.

As we have seen up to now, learning involves physical, social, cognitive and emotional processes.
Individuals through learning, build personal resources and social resources. This means learning
elements could be social, cognitive and emotional. Apart from the social element in which indi-
viduals interact in time and place with the environment in a straightforward way, cognitive and
emotional elements are more complex. The cognitive dimension includes emotional aspects that
are characterised and guided by the emotional experience preceding or occurring during the learn-
ing process. All emotional learning also includes rational and cognitive aspects from which emo-

tions are influenced.

Therefore, we comprehend that learning as a cognitive function is not easily understood by narra-

tives and is subject to a purpose and a stake. We theorize that the facilitation of learning in organi-
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sations or the organisational learning is a matter of an individual’s expressed interest towards a

positive reading of the meaning of learning for his own self.

However, narratives alone cannot explain the process. Narratives should accumulate understand-
ing of the individual’s interpretation to a stake and a goal. Therefore, we have to approach learn-
ing with an interpretive discourse analysis, by examination of the importance of language use.
Additionally, the roles people play in the organisational context and the social environment, affect
discourse in a learning situation. We also see the same constructive inferences in the social theory
of emotions. People emotionally involved, construct reality differently towards an activity, when-
ever they see a meaning, whenever they see good for themselves and whenever they see the activ-

ity as obligatory.

We might argue that learning has its highest momentum in the states where people experience
positive emotions. In these states, people construct positive readings for the learning situation, and
these readings reflect cognition in alignment with the organisational or social context within

which they are implemented.
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CHAPTER 4

CONCEPTUAL FRAMEWORK
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Illeris (2003) model suggests that learning is composed of two types of processes. The one com-
ponent is interaction processes which link the learner with the environment. These are social in
nature and they carry a social dimension. The second component is about inter-mental processes.
These are acquisition and elaboration processes which are psychological in nature having a cogni-

tive side and an emotional side.

Fredrickson (1989) suggested that positive emotions involve people to a mental, social, psychic
and emotional broadening procedure, which results in increased understanding, in better synthetic
ability, in innovative and creative thinking and in increased willingness to explore. This broaden-
ing in people’s attention, cognition and action repertoires is for the benefit of the individual in a

repetitive process through life.

Learning has social, cognitive and emotional dimensions. Social dimensions include communica-

tion, cooperation, and understanding. Cognitive dimensions include skills, understanding and
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meanings, functionality and knowledge. Emotional dimensions include patterns of emotions, mo-

tivation, attitudes and mental balance.

We would argue that positive emotions work on these three dimensions of learning, because they
build, social, cognitive and psychological — emotional resources for the individual. More specifi-
cally, positive emotions function as a strong motive; they serve to motivation as an ongoing read-
out system and they energise and direct behaviour. Positive emotions as motives affect behaviour

by directing attention. Because they broaden the scope of attention they create the urge to explore.

The organisational context creates desired emotional experiences and desired learning experi-
ences. As positive emotions build social resources, the individuals are much more competent in
handling organisational requirements, and are much more compatible with the organisational
standards pertaining to learning. Therefore, they construct emotions and sociality according to the
organisational context. As emotions need to be brought out through the stories and conversations
of individuals, the emotional nature of language and the power dynamics of language affect the
creation of meaning for them. Positive emotions lead one in acting towards a certain way that has
a personal meaning. Then one ‘opens’ and ‘broadens’, tends to follow approach behaviours in-
stead of avoidance -towards any organisational situation-, and tends to be more attentive and mo-
tivated, holding positive readings concerning learning in its narratives and language in the conver-
sations with others.

The observational learning theory, suggests that learning is most efficient when the learner shows
attention and remembers, and when the learner is motivated and competent to produce the ob-
served behaviour. Positive emotions, positive affect and mood all create increased cognitive flexi-

bility and serve to increase one’s motivation.

We might argue that learning has its highest momentum in the states where people feel positive
emotions. In these states, they construct positive readings for the learning situation. These positive
readings reflect cognition and they are in alignment with the organisational or social context

within which they are implemented.
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METHODOLOGICAL STANCE
I am taking an ontological position in which my assumptions about the world reflect an interpre-
tivist stance. | believe in the non-representative use of language and | am going t