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ABSTRACT

This study is part of a long-range effort to identify
the psychological processes in adults that influence how they relate-
to children and that play a role in determining what kinds of
children they are likely to work with most effectively. Previous
studies have suggested that a valuable source of information may lie
in adults' recollections of their childhood selves and, further, that
such data may prove useful inlthe process of selecting adults for
. work with children. The present research is a direct outgrowth of one
of these earlier studies (Rosen, 1968) and is an attempt to extend
.the practical implications of its findings. This report presents and
compares the results of the two Studies, interprets them in relation
to concepts and research concerning the growth-promoting adult, and
suggests directions for future research. Methods employed in this
present study include student teachers' autobiographies, interviews
with advisors, and advisor ratings. (Author/JA)
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What ave the perconality resources that cnable a teacher to develop good

relations with children? UWhy is one teacher able to.créate a positive emotional
climafu in the classruvom while another geueraltes an atmosphove of Eonflict, hostil-
ity or éiienaéion? As mental hcalth.profcséionals‘join educators in tackling thé
vast pfoblems confronting the schools today, there is intensifying interest in the
human elements that influence classroom life and in finding ways of identifying
among prospective teaching personnel those who will become constructive forces in
the lives of children at schbol.l It is within this social context that the present
study of 2 group of student teachers was undertaken. The study is part of a loag-
‘range effort to identify the psychological processes in adults tbaé influence how
théy relatz to children ﬁnd that pley a role in determining what kinds of children
they are likely to work with most effectively.

Previous studies have suggested that a valuable source of information in this
effort may lie in adults' recollections of their childhopd selves; and further, that
such data may prove useful in the process of sclecting adults for work with children,?2
The pfésent rescarch is a direct outgrowth of one of these earlier studies (Rqsen,
1968) and is an atﬁempt to extend the practical implicatiéné of its findings. This
report presents and compafes the results of the two studies, intcyprets fhcm in re-
'1ation to concepts and research concerning the growth-promoting adult and suggests
directions for future research.

| THE EARLIER STUDY . "_ .

The earlicr study revealed that autobiographies written by a group of student

teachers under standard rescarch conditions ylelded gross indicators of thé quality

of teacher-child relations which the subjects developed in their own classrooms
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after they had been teaching for a year. The 44 subjects -- 38.women and 6 men --
had been drawn from six undergraduate tcacher-training institutions in the Néw
York City area and all were close to their graduation at the time the autobiograph-
ical data and other personality assessment materials were collecte1.3 The auto~
biographies were written in response to a gencral research question about their
childhood personalities and experiences,

A year later, toward the end of their first year as full-fledged teachers of
pre- orelementary-schiool children, the subjects were observed at different times
in tﬁeir ciassrooms by four educators who supplied the criterion ratings for the
project. One of these ratings reflected the degree to which the subjects had
deVgloped positive or negative relations with the-children they were teaching,
Analysis of the data revealed that ratings on this measure were substantially
associated with the autobiographical data'in two ways. 1In brief, the subjects who
received high ratings -- those who had aeveloped good relations with children =~-
were muchmﬁﬁre likely than those who were rated low, to‘have describedjtheir child-
hood selves in predominantly favorable térms, éonvcying a picture of self-esteem
or of childhood vitality, and to have used strong positive affect words (e.g., I
loved) in recalling their early lives. The 1ow-rated subjects focused on their
early lack of-mastery of their worlds or their uncertain sensé of &orth, and seldom
used words denoting entﬂusiasm foﬁ any aséect of their childhoods.

Since these associztions were consistent with theoretical expectations, &s
later discussed, it seemed important to determine whether the findings were po-
tentially relevant to problems of selectiﬁg teaching personnel. Would similar as-
sociations obtain if the autobiographies were written by actual applicants for
Eeacher training, rather thaﬁ by subjects of a2 standard research project, as'beforef
The present study is baséd on a‘group of student teachers who ﬁere enrolled in a

teacher-training program which routinely requires all prospective candidates to

\
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’ 4 .
submit, among other application data, an auvtobjographical essay.
THE PRESENT STUDY

Methods

The saniple for the present study consisted of 48 women studénts earolled in
a graduate program for the training of prospective preschool aad elementary-school
teachers., With a few exccptions; they were in theif early to middle tweénties,
were graduates of liberal arts colleges, and came from uppcr—middle—clasé back-~
grounds. The subjects were not preselected by the invcétigator, but instead in-
cluded those students wao had been assigned to the advisors who were available
for rescarch interviews as Aescribed below,

Sources of Data

Autobilographies. Each subject had submitted an autobiographical essay. as part

of her application tc the program. These essays, which constitute the predictive
datr of the study, were writteun .n rosponse to the following instructions:

1t is recognized that teaching is not only a matter of technical
competence but also a process of building velationships wit! chil-
dren, Thus, information concern.ng personal life experiences in-
cluding childhood is considered relevant both to the sclection and
preparation of the teacher,

Review briefly the events of childhood and adolescence, at home,
in schonl. How did you feel about your early experiences and
relationships as you were living through them? As you look back
now, which experiences and relationships sesm to have had a mean-
ingful effect on your development as a person going into the
teaching professicn? Describe also the recent experiences which
have becn most important for you -- study, reading, friendships,
unusual adventures or opportunities, disappointments, new skills
or attitudes, new insights into yourself and others. What led to
your decision to become a teacher?

Write as freely as though ybu were talking to someone. The contents
of this personal essay will be kept confidential,

Interviews with Students' Advisors. The criterion ratings for the study were

obtained from ten student advisors who were available for interviews at the end of

o
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the academic year.4 Since the advisors were solely responsible for the criterion
ratings, it is important to comment on the nature of their contacts with their
students during training.

Each advisor at the institution is assigned from four to six students. He
or she observes the students regularly in their three to four classroum placements
as apprentice teachers througho#t the academic year and'holds confercnces with the
cooperating teachers in whose classrooms the students are working; In addition,
the advisor meects with the students individually in bi-weekly advisory conferences
and holds weekly conferences with thém as a group, As a result of “hesc many and
varying contacts, the advisors have ample opportunity to gain knowledge of their
students' subjective attitudes toward children as well as their actual relationships
with children in the claésroom. -

Prior to the time that the individual interviews with the advisors were
scheduled the investigator had met with the advisors several times in their own
weekly seminars and especially in those that focused on problems of selecting and
counséling students and of making more efficient use in these respects of the ad-
missions materials, including the autobiographies. Thus, when the investigator
proposed the idea for the present study, the advisors viewed it as relevant to
their concerns, and their cooperatioﬁ in the interviews was, without exception,

4
excellent,

Each advisor was intervieved one or more times for a total of two to four
hours. The interviews, which were semi-structured, called for specific ratings
on various dimensions of each student's work and relations with children, and
sought supporéing observ&tional data, For purposcs of the present analysis the
advisors were asked to make a global assessment of each student's "natural capacity
to relate to children' -- irrespective of other aspecté of her po£entia1 as a

teacher. To insure that this criterion would have as similar a stimulus value as
O
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possible for different respondents and that the ratings would be based on consider-
ations much like thosc that the classroom observers had used in the earlier study,
a description was rcad to the advisors of the kinds of behavior and attitudes
adults might display at the extremes of the continuum. These iliustrative be-
haviors and attitudes were derived from the notations made by the classroom observ-
ers in the earlier study in documenting their ratings of the su'bjccts.5 The advig-
or then rated the student on a four-step scale: Outstanding, Good, Fair, Poor.

In order that the investigator could analyze the autobiographies of the sub-
jects wi;hout krowing what their advisors' assessemente of them had heen, each
advisor was asked at the outset of the interview to write out a list of the studeats'
names, to place a code letter by each and to refer to the students only by their
code letters during the interview, At the completion of the interview, the coded
list was put in an envglope, and when all interviews had been terminated, the lists
were given to a person unconnected with the study to obtain the appropriate auto-
biographies from the admissions files.

Treatment of Data

As in the earlier study, the subjects' descriptions of their childhoods were
assessed in two ways. First, they were examined for the degree c¢f positive affect
reflected in the words that were used by the sﬁbjects in their recall of childhood
activities, events or persons., A plus was assigned if the subject had used expres-

sions such as I loved or was crazy about; a minus was assigned if the subject had

used only mild positive expressions such as I liked or enjoyed or if she had des-
cribed no positive feelings at all.

The second treatment of the data involved a global assessment of the subjects'
characterizations of their childhood selves either as predominantly positive or as
predominantly negative.6 The guidelines used were thosc derived from the childhood

descriptions of the high- and the low-rated subjects in the earlier study: i.e.,
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the high-rated subjects conveyed attitudes of stréng liking and respect for their
cﬁildhood sclves, even when difficult external circumstances were described, They
referved either explicitly or implicitly to such personality facets as «n early
sense of independance, resourcefulness, feelings of social adequsey and ability to
achfeve somathing that had been important to them, or they pictured their childnoéds
as happy aﬁd sccure, and themselves as having enjoyed their lives in an active way.
When tﬁey attributed to thewmsclves characteristics that adults might have found
arnoying, they did so with an amuscd, accenting quality, When they mentioned
brothers or sisters, they invariably described them with affection or pride and
sometimes as ego ideals,

By contrast, the low-rated subjects focused on unpleasant fezclings from their
early lives, conveyced less of a sense of childhood ego strength, or recalled fecl-
ing uncertain about their sense of wprth. Some described qualities tney secmed to
reject about their childhood selves; others appeared still resentful of early
deprivations and of siblings whom they viewed as heing treated preferentizlly by
their parents, 8Still others could barely remember their childhoods at all., In
genecral, these subjcéts conveyed an impression of passivity in relation to the
circumstances of their childhood ~- &s they described it, life had happened to
theml-- while their couaterparts in the high-rated group recalled living actively
and by their own initiative, -

After the autobiographical assessments had been completed and the interview
data gccoded, a count was made of the subjects in each of the four criterion
categories who had b2en assigned a plus and of those who had been assigned a minus
on the affecf dimension, and a'célculation was made of the percentages of pluses
and minuses within ecach category. The san2 procedw e was carried out in relation
to the asscssments of predominantly positive and predominantly negative attitudes

toward the childhood self, Additionally, for each of these two dimensions, a chi-
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square test was applicd to the cowbined totals of the two highert and the two
lowest criterion rating categorics (i.e., outstanding and good/fair and poor).
| Results
Table 1 shows that the higher the advisor-rating category, the greater the
proportion of subjects within thal category who had used strong, positive affect
words in describing their childhoods., The percentage of such subjects within
each category was as foilows: poor 13%; fair 29%; good 47%; outstanding 617%.

The findings parallel those of the earlier study.

L=

Table 2 similarly shows that the higher the advisor-rating catesory, the
greater the likelihood that the subjects had characterized their childhood selves
in predoninantly positive ways, with the differences at the extremes being strik-

ing: poor 0; fair 14%; good 60%; outstanding £9%.
8 g

The following two sets of excerpts taken from the autobiographies of students
who were rated "outstanding' and "poor,'" respectively, are illustrative of the
differences in the childhood descriptions that were asscsscd as predominantly posi-
tive and as predominantly negative:

Preddminantly Positive/Rated 'Outstanding"
Childhood has memories of a closc family life and much time
spent outdoors.,...We spent sﬁmmcrs in Maine living outdoors
for two or three months in what seemed like an endless
: period to a child, a time filleq with picnics, boats, beach-
combing, éwimming, reading. I liked action and for a while

was the proud member of an all-boy gang. We raced around

O
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the woeds, Tom Sawyer style. 1 did have close friends who

——————— ——

were girls. We often made up stories and acted them out.
We also had projects like making a beok, boend together by
uneven stitches! I also loved sports, and springtime meant

neighborhood baseball or basketball gemes. played out in the

warm, lazy air until evening fell.
| CE S

In'thinking back over the events of my childhood I £ind it
very difficult to separate out the feelings I must have had-
as it was unfoldiﬁgwfrdﬁ those I have now about it in
retrospect. It scems to me that I was always happy, per-
‘haps then unconsciously so, for I don't remember being
anguished by anything until T was fifteen or so., I remem-
ber being extreme&y avec at the beginning of first grade --
the third graders seemad to be marvelous giants -- but I had
a marvelous teacher and made a very good friend. By third
grade I had made two very good friends, Barbara and Pam.

We all lived very close together and we became inseparable
both in &nd out of school. We were best in everything and
wough I don't have any recollections of it whatsoever, we
must at times have been insufferable to the others. 1In
sixth grade I remember we decided that fifth and sixth grades
were the best years of our lives; we loved our teacher for

whom I remember we used to raid every neighbor's garden cnd

come bicycling to school laden with -flowers,

. 0 . . .
wo% N ow %

In reviewing the events of my childhood, the most obvious

and ¢zamatic aspect is that my family has been the basic




- foundation in my life....I coasider myself extremely for-
tunate because I haye always been able tu go to my parents‘
when I felt the need for moral support, opinions or guidance
«e..The nursery school and its teacher must have been very
good, because I really looked forward to going to school.
From kindergarten thrpugh fourth grade, I went to a small
scheol and these were, without doubty the bcst.years of my
ére~college educakion., I loved my teachers and hated to be
away from school when we had vacations. |

Predominantly Negative/Rated "Poor"

~In elementary school I began as a failure and an isolate.

I was "kept back'" in the third grade, too frightened of the
teacher to be able to hear what she was teaching in arith-

metic,

C O
My childhood and adolescence seem actually rather devoid of

any "events."

My recollection of varly years is hazy; they
secmed moderately happy and interesting....I always had good
friends but I was somewhat bored with school and felt myself

a bit of an "outsider'" because of my intelligenc®.

I had few friends. My social relationships have only now
cecsed to be a source of intense worry and self-doubt....I

was clever and smart-alecky, and I explbited it for atten-
tiﬁn, but it did confuse me, I didn't know if 1 were superior
or inferior, but T disliked the social inferijority more.

In sum, the subjects who were rated high on their capacity to relate to chil-

dren tended to cxpress predominantly positive attitudes toward their early . lives

~
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and conveyed a sense of sclf-estcem about their childbood personalities; while
the low-rated subjects cither focused on their early lacl. of mastery:of their
worlds and uncertain sense of sclf-worth or gave a sense of psychological remote-
ness from their childliood experiences. These associatioas, like those on the
affect dimension, correspond to tha findings of the earlier study.

DISCUSSION

Thecretical Considerations

At the time the earlier investigation of student teachers was instituted,
numerous studiecs existed in the educational rescarch llterature that had been
aimed at relating teacher personality to various measures of teaching pevformance.
But the vast majority of these studies had been sharply criticized as rec. ing
little or nothing about such relationships (Getzels and Jackson; Ebel) ‘e
major reason among the many which Getzels and Jackson proffered to ac:.unt for
their failure was that, in the main, the stodies had been institut without
either theoretical rationale or concern with sclecting relevant sistruments; and
that the studies had been terminated without any effort at interpretation of the
findings.7 As a result, few thcoretical guidelines or promising methbods existed
vhich had arisen from educational research itself and which would be useful in
developing new studies on the relaticuships between teacher personalivy and vary-
ing aspects of teaching performance, including tho teacher's relations with chil;
dren in the classroomn. .

At the szame time, however, preliminary concepts and meﬁhods bad been developed
outside the field of educational research which seemed relevant to a study of the
personality of the teacher and the teacher's relations with children. These coa-
cepts had largely been derived from the clinjcal observatjioasof psychologlsts
and psychiatrists concerned with the factors that influence the adult's ability

to promote psychological growth in children (Olden; Harris; Bettelheim and Wright),

ERIC

P A e Provided by R



O

ERIC

Aruitoxt provided by Eic:

- 11 -

They were also derived from this investigator's research on a group cf éhild-care
workers and their attitudes tovard the instituticnalized, ewotionally disturbed
children with whom they lived and worlked (Rosen, 1963). The latter work suggested
the potential value cf the childhood autobiography as an instrument in the stady
of student teachers, even though the children involved would not be emotionally
disturbed.

The existing concepts suggested the formulation that the adult's ability to
promote psychological grouwtlh in children is contiﬁgent on his capacity for empath-
ic ideatification with them, which is mediated by the adélt's childhood self, as
it has been integrated in his adult personality.

A Model of the Growth-Promotineg Adult

Put in ideal ter-s, the adult who is able te understand emotionally how chil-
dren think and feel and who is able to use this empathic identification cognitive-
ly, that is, in the scrvice of the children's needs, has-himself, in the course
of growing up, been 2ble to accept his own carly feelings and needs; and through
the trznsformations that these feelings and needs have undefgone in the process
of his total personality development, has gained perspoctiv: on them., This inte-
gration of the childhood s521% jnto the total personality, and resulting perspec-
tive, enables the person in adulthood to recapture the feelings and thoughts of
his childhood without losing (or fear of losing) his identity as an adult; and
it enables him to use these subjective experiences for understanding and respondf
ing constructively to childrez,

A Model of the Growth-Inhibiting Adult

.

By thec same token, the adult who, in the process of growing up, has sealed
off his ecarly feeclings and needs from the developing personality, or the adult
vho has never ema2rged from these feelings and needs sufficiently to achieve

psychioclogical “istance from them, may rewain emotionsally aloof from children
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and restrict theiﬁ spontaneity; or he may feel so closely idcntifiedjwith chil-~
j

dren that he cannot distingﬁish between their needs agd his own. In:the first
instance, the adult would, theoretically, have difficulty in allowing himself to
experience ﬁhat children féel, or in fact in permitting them to cxpress fecling
spontancously since therein 1ies a potential threat to the bavriers that imprison
his own early primitive fealings, which are ego-alien, In thé second instance,
whare the adult overidentifies with children.(of with children who show certain
" characteristics), he is likely to encourage behavior in the children which permits
a vicariaus living out of his own unresolved conflicts.through the childreﬁ, and
which leads to a display on his part of partisan and competitive tactics.

While these are theoretical models, and necessérily‘oversimplified, they
serve to indicate how the childhood self may p1a§ a role in facilitating 6r ob—‘
- structing the development of poteantial in the adult for sensing and responding to
children's needs and experiences in wé§§~fﬁat encourage their psyéhological growth,

Interpretation of Data

These modéis are of special interest when the behaviors atﬁribufed to the
growth-inhibiting and growth-promoting adult are examined in relation to the be-
havioral -descriptions_which accompanied the ratings made by.thé classroom observ-
ers in the earlier study (and which also proyided a guide'for'ﬁhe advisor's rat-
ings in the present reséarch, as noted in "Sources of Data')., 1In brief, the sub-
jects who re;eived low fatings on their relations with children wvere described
primarily in terms of their insensitivity to the children, their emotiohél éloof-
ness .and their restrictiveness of the~children's spontaneity, or in terms suggest-

ing their competitiveness with the children and their tendency to play favorites,

High-rated teachers, by contrast, were described in terms of their sensitivity to

nEs

and support of children's needs, their ability to have fun with children, and their

‘capacity to enter into the children's fantasies without losing their identity as



adults. 3
Furthermere, in both studies, the subjects who were rated low on their rela-

tions with children wrote negatively of their childhood selves, emphasized their

elf-doubt and ir vity while growing up, or had difficulty remecmbering their
-childhoods. in contrast, the high-rated subjects conveyed their sense of mastery
or self-esteem in childhood, gr recalled carly cxperiences with apparent- pleasure
or enthusiasm,

If these differences in thé characterizations of the childhood self are
assumed in general to reflect lesser and greater degrees of acceptance of and
perspectivé on the'childhood'self, then the associations between the autobiographies
and the subjects' observed relations with children in the classroom can be viewed
as consistent with the abaove models'of_the'growthvinhibiting_and the growth-promot-
ing adult.

There were indepcndenﬁ déta in the earlier study which lent indirect support
to this assumption. These data were derived from questiOnnaireé that had been ad-
ministered to the subjects along withvthe autobjographies, and from research inter-
views that were held with them the following year. )

Specifically the‘subjects were asked on the questionnaire what they hoped to
be at agé fifty if they remained in thé schooi system. They were given five re-
sponse choices =~ one, to be a elassroom.tea;her, and the others to be administra;
tors or a college teacher. The difference between the responses of the high-rated
and the low-rated subjects was.sharply defined, though in an unanticipated direc-
tion. The subjects who were rated high on their teacher-class relations almost
invariably hopcé to move oul of classroom teaqhiﬁg; those who were rated low, just
as consistently hoped to remain.

On the surface, a reversal of these relationships might have made more sense.

Young prospactive teachers, on the brink of their careers, should spontanzously
o '
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choose to remain classroom teachers when confronted with hypothcticalialternatives
involving dim, ﬁar-distént goalé -~ egpecially if they gcﬁ on well wiéh children
and seem to enjéy them. Sihilarly, student teachers wvho ave already éhinking of
becoming priucipals ox college teachers should be those who view teaching young
childiren ﬁareiy as a stepping-stone to positions of greater puestige or power, and
thus, they should show :clatively little investment in children as they work with
them in the classyoon.

How then could the associations that did ih fact occur be explainad? In théir
interviews the following year, the high-rated subjects expressed the belief that a
teacher should have broad interests and develép herself as a person, as well as pro-
fessionally. During thejr first year of teaching they had sought further knowledge
of their profession and of child development by taking courses and reading, by seek-
ing help from supervisors when problems arose, and by being open to criticisms of
their work. Most of them had taken steps to modify their methods in keeping with
wvhat they were learning. Some said they wanted to giveleach child a positive fecl-
ing-about learning and school and believed tﬁat, first, the qhild must have a good
feeling about himself as a person, In general, these subjects thqught it important
to bring the children's home and school iife closer together and had taken responsi-
biliﬁy for working witﬁ the parents of the children in their classrooms toward this
end, .

The low-rated subjects, on the other hand, either denied having problems in
their work or said they could work them out themselves, saw ﬁo need for further
training, and expressed resentment toward people in authority who made suggestions
aboﬁt their teaching, feeling personaliy criticized. They tended"to;sé? little point
in working with parents, many expressing hostility tovard them and avoiaing them.,
The members of this group viewed the teacher's rolé.as promoting the acquisition of
information in children and teaching them to be well-behaved, polite and respectful

~to adults. In fact, some of them appeared to rely on such achievements in the
o '
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children as proof of their own worth.

In brief, thesc and other data from the interviews led to the conclusion that
the high-rated subjects had a sense of growing compctence and psyéhological move-
menf forward and that they welcomed challenge and progress as part of life, fox

o~

children and for themselves; and that the low-rated subjects were guarded and re-
sistant to chanze, avoiding rather than seeking opportunitics\}o develop themselves,
and that their goals for children were oriented more toward the neceds of adults
(including their own needs) than toward fostering psychological growth in children.
From this standpoint, the expressed long-range carcev goals of fhe two groups could

(4

be viewed as reflecting perxsonality differences. These differences were consonant
with the finding that the subjects who expected to move out of the classroom were
judged as relating well to childuen, and that the subjects who hopad to remain in
the classroom were judged as relating poorly to children, as displaying difficulties
in promoting their growth.

Finally, the attitudes of the two groups toward their futures could be under-
stood in relation to their remembered childhoods, reflecting consistent develop-
mental pictures. Specifically, as formulated by Erikson, the expericnce of self-
esteem is confirmed at the cnd of each developmental crisis and grows to be a con
viction that one is 1earn£ng_effectiva steps toward a tangible future. The subjects
who emphasized thejr scinse of mastery -- or self-esteem -- in describing their child-
hoods, appeared to have this conviction. Their counterparts, who stressed their
childhood insecurity and se1f~doubt,'rcveéled, at least in their professional ;spir-
ations, no'expectation of 2 future difﬁerent from the present.

Thus, the carlier study suggested rela;ionships between the subjects' descrip-
tions of their childhood selves and independent data on their porsonalities which
were consistent with theoretical expectations, and which indivectly 2lso supported

the assumad relationships between tha childhood data and the models of the growth-
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promotingl and the growth-inhibiting adult.

Further Considerations

Strensths and Limitations of the Autobiosraphical Indicators
L] - ——dad -

The fact that the associations found in vthe earlier study betwesen the auto-
bioéraphical data and the subjects® relations with childcen were found again in
the present investigation, suggests that the autobiography on childhood has poten-
tial usefulness as an instrument for selecting prospective tcachers, It will be
recalled that the earlier study was based on tﬁe subjects of a standard rescarch
project, and the subjects knew that what they wrote about their childhoods would
have no bearing on their personal lives. In the present jnvestization, however,
the subjects were applicants for a teacher traininé program, and they knew that
their autobiographies‘would be evaluated alQng with othe; adnissions materiel in
the instiéution's selection procedures. More than this, they were informed that the
institution considercd information about the childhood of the applicant relevant to

the sclection of the teacher (sce Sources of Data). The applicants may, therefore,

i

have had special reason tn present their childhoods in a positive light., But
éespite these differing motivational conditions, the applicants who were rated low
on their relations with children, like the subjects who had been rated low in the
earlier study, emphasized negative aspects of their childhood personalities in
writing their autobiographies or convéyed a psychological remotggsss from childhood
events and feelings., |

It should bé emphasized, howevér, that further research is necessary before the
autobjiography can be used with confidenqg in the context of teacher selection. It
is true that the affect variable can bé‘ﬁeasured reliably and objectively, and that
in both studies it has been found to compare favorably with the measures that numer-

ous other investigators have used in attempting to relate teacher personality to

various aspects of teaching performance, HNevertheless, it is not sufficiently
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powerful to stand alone as a predictor variable, Moreover, while the global
judgmmants of the subjects' attitudes toward their childhcods appeared to have
considerable predictive value, especially in relation to the cxutremes of "poor"

and "outstanding"

teacher-child relations, such judgments could require the ap-
plication of clinical skills which may not be available in many teacheiv~training
institutions.

Therc is :eason to believe that furthewr studies could serve to make the
assessiment of attitudes toward childhood lese dependent on the application of a
complex theoretical framework, if such work were direcfcd towvard identifying a
group of discrete autobiographical indicators which, applied in combination with
the affect measure, wuld essentially reflect the basic elements that are involved
in élobal judgments requiring clinical skills. Such an effort -- to refine the
predictor instrument -- should be accompanied by the application of criterion
measures that derive not only from the general concept of the adult's capacity
to relate to children but also from more differcnt:iated concepts of such capacities,

svech as the kinds of children the adult ¢an work with most effectively.

Related Studics and Implications for a Differentiated Approach

Two studies have suggested that autobiographies on childhood may be relevant
for predicting variations in adult relations with chiidren who differ in important
ways, and for contributing to an explanation of these variations. One of these
studies, mentioned garlier, concarnaed the attitudes of a group of child=-care
workers toward tﬁe nceds and coping styles of the institutionalized emotionally

" disturbed children with whom they lived and worked (Rosen, 1963). The other

focused on variations in student teachers'

relations with children in three age
ranges, from preschool through elementary school (Rosen, 1972)., Althcugh the two
studies differ in methodology as well as context, both suggest that the character-

istics and themes that adults emphasize in describing their childhoods have
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correlates in the needs and coping styles of thae children vhoa they themsclves

feel best able to understand, communizate with and work with most competently or

whom objective obsecrvers judge then to work with most effective

[}

1y,

125}

of individual,

1n the study of child caxe workers, which was bzsed on a serie
senl-structured intervicws, it was found, for example, that the workers (who ware
both men and women) felt most positively toward individual disturbed children whose
dominant needs and coping styles, though cxaggerated in expresszion, moét closely
resembled their oun childhood patterns, as they portrayed these, In pavallel,
they felt wost ncgatively touard children who displayed cha teristics that were
diametriically opposed to those they recalled jiu themselves., They also felt most
competent in working with children whose tendencies toward aggressiveness or with-
drawval -- two major types of behavier that constantly confronted them in their work
-- yere similar to their own early tendencies in one direction or the other.
Though none of the workers seemed to be aware of these associations -- for example,
thatlthcy tiad described the child they liked best in the same terms they later used
in characterizing themsclves as children ;f they did recognize that their reaéons
for liking, or for feeling compeatent in working with, certain children were related
to a feeling of empathy with them, a sensc of being able to communicate with them
and to respond positively to their needs. By the same token, the workers gave
evidence of marked difficulty in understanding, and in finding avenues by which to
approach, the children toward whom they felt negatively énd with whom they felt

least competent in their work.

The study of s tudcn'—tcachnr cfxch:vencss with childrer of different ages was

based on a subsample of the present study, i.e., the subjects who had not been rated
poor in their capacity to relate to children. It explored in the subjects' written
autobiographies, specific thematic differences that might be assiciated with varia-

tions in their judged effectiveness with preschoel, primary-grade and upper-elementary-
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school children. These threc levels vere selected as roughly demarcatlng succes-
sive stages of devciopment in childhood with which differing dominant’nceds and
coping étyles are theoretically linked and which, therefore, it was reasoned, should
have varying implications for the role of and personalily demands on the teacher.
Analysis of the data revecled autohiographical differences among the student teacher
groups who were judged as being relatively most effective at cach 1ével. Consonant
with the study of the child care workers, the subjects' descriptions of their child-
hoods were secn to mirror some of the dominant needs, strivings, potential gratifi-
catjons or coping-styles associated with the age 1eve1.of the children with whom
the subjects worked best. The subjects who were most effective with preschool chil-
dren stressed, for example, their pleasurable recall of “he security and joys of
being a child, supported and encouraged by loving and interested parents or other
 significant adults; the effective primary school subjects emphasized how they had
valued (or actually assumed) independent or grown-up roles, or they stressed‘their
early need to master or achieve basic skills. The upper elementary group, while
‘revealing greater diversity in basic personality-rclated themes, recalled adults
or older siblings who had stimulated in them a love of learning and ideas and empha-
sized the importance of their peers in the course of growing up; These and other
thcmatic differences among the three groups were viewcd.as reflecting differential
bases for empathy with and responsiveness to the developmental needs of the .chil-
dren at the three age levels,

As indicated, the sample for the above analysis consisted only of subjects
who.had not been rated '"poor' in their capacity to relate to children. It will be
recalled that all the subjects who had been rated '"poor' desr+i%ad their childhood
selves in negative terms, as did all-but one of the sub jects who had been rated
"fair." There remained, however, eight subjects who described their childhood

selves negaéively but vho nevertheless were judged by their advisors to have "good"
ERIC
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or "outstanding" cajacity to relate to children.

A return to the dats Irom the advisors’ interviews revealed that saven of
these eight subjects were judged as being most effective at the upper elementary
level and as being effective at that level almost exclusively, Moreover, all of
them were assessed by their advisors as being frankly unsuited for work with chil-
dren in the preschool years ~-- as being unable to understand, communicate with or
meet the needs of such children, or to have little inclination for doing so. This
limitetion was not-applied to most of their counterparts who were also judged to be
most effective with older children but who had dcscribéd theiv childhood selves pos-
itively. 1In fact, soma of thesc latter subjects were viewed as being able to relate
to young children just &s adequately as to older ones, but by virtue of their pre-
ference for the intellectual chazllernge of the upper elementary curriculum, were
judged as being most effective at that level,

Why then were the subjects in this sampre who described their childhood selves

negatively, but who were judged as being ''good" or "outstanding"

in their capacity
to relate to children, seen to be effective with older children but not wﬁtﬁ younger
ones? In the interview data the advisors emphasized that these subjects were able
to relate to children primarily on & conceptual level and thzt they enjoyed teaching
the coutent of the upper elementary curriculum, Moréovcr, it is theoretically pos-
sible for the upper-elementary teacher to work effectively with children at that
level even if he or she is relatively unresponsive to their non-cognitive strivings
since, given normative conditions of development in older children, emotional sup-
port is sought from peers rathcr than from the teacher; and teacher-child interac-
tions can center on the exchange of knowledge and ideas. By comparison, at the pre-
and primary-school levels, wﬁere children arc dependent on the teacher's emotional
support or are struggling to frec themselves from the need for such support, the

effectiveness of the teaching-learning process may hinge upen the teacher's
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sensitivity and response to such needs. Thus, positivce attitudes toward the child-
hood self as indicators of a geuceral empathic potential in the adult for responding
to the emotional neceds of normal childrer may be less important in the upper-elemon~
tary teacher than in the teacher of younger children. Such a postulate is veasonable,
however, only for the upper-clementary teacher who knows the curriculum content, is
able to foster the children's investment in ideas, and who respects the importance
of the pecr group for children of this age. Fusther, the children themselves must
fall within a range of cognitive, affective and social development such that they
are independent of the teacher as an agent of emotional‘suppnrt and control, and

are intellectually rveady to participate in the exchange of knowledge and ideas.
Where these conditious in older children do not obtain, thcﬂ theoretically the -
personality resources of the teacher would become much more relevant in his or her
capacity to meet the children's nceds in the classroom and to find gratification in
doing so.

The two studies outlined in this section and the further analyses described,
serve to demonstrate how continued research might move toward more differentiated
concepts and autobiographical predictous of adult potential for relating to chil~
dren in gencral as well as to children who vary along important dimensions. The
age level in normal children, and dominant personality patterns in children who are
severely emotionally disturbed, represant only two such dimensions,

Directions for Further Research

The advent of the movement to provide day care for infants as well as for
older children, the prolifevation of preschools, increasing national concern with
the special problems of minority group children, and with drug abuse in children
from all segments of our society, sugsest new and crucial dimzusions for study in
this area, These developments strougly invite research aimad at finding ways of

identifying adults who can work effectively with infants as well as with children
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of pireschool age, and with children vwhe deo not confowm at any age to novrmative &ii-
pectations, as cstablished through observations of white, widdle-class children in
the past.

Such efforts would necessitate consideration not only of personality varjables

in adults ~- both men and women -- but also of socjioceconomic and ethnic factors and
of how such factors may in;cract'with personality variables in promoting or obstruc-
ting the development of productive relaticuships with children from varying back-
grounds, The student-teacher studies described in this repovrt contain no data bear-
ing directly on this issue, but the study of child-care workers, which included
black and whife subjects -- men as well as women -~ from varying socioeconomic back-

grounds, revealed that the attitudes of the workers toward individual children were

not significantly affected by similarities or differences between the socioeconomic

or” ethnic backgrounds (or thc sex) of workers or children, However, since the chil-
b

.

@ren had been institutionalized wiéh’diagnosus indicating severe emotional disturb-
ance, the suggested irrelevance of socioeconomic and ethnic factors in that contex
cannot be generalized to adult-child relztions in other kinds of settings. More-
over, in the time that has passed since that study was carried out, the issue of
socioeconomic and ethnic match has itself grown greatly in importance, and not in-
frequent:ly the selection of personnel to work with children appears based on the
assumption that any adult of a specific ethnic group is more appropriate to work
with children from that group than is an outsider, regardless of his qualifications.
Since this issuc has broad implications, it warrants research attention.

Whether or not ethnic or socioeconomic match is desirable, even if not a
necessary condition for effective adult-child relations, there can be little doubt
that even within a given ethnic group, personality variations in available adulte
are important. The question then arises as to whether the autobiographical indica-

tors dealt with in the present study -~ of white, middle-class women -- will be
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found pertinent for assessing such variations. The concepts guiding the present
study wore themsalves derived from observations of the white middle class, More-
over, consideration of social class and etimic variations in the use of language
to couvey fecling could dictate against a hypothesis that the "affect" indicator,
in particular, is widely applicable., There is recason to believe, however, that
research examining basic attitudes toward tha childhood sclf weuld be profitable
in a wider context.

This is indi&gted not only by the findings in the child~ca- & worker study,
but also by curreat worl of the investigator with groups of eupericnzed teachers
moving through an intensive ;go~year trﬁiniug program in educetional lecdership.

The majority of the trainees in the program acve black and they cem: from child-
hood bac?grounds'ranging from extreme econonmic deprivation and brolien hinmes to

middle-class, intact families, In autobilogrephies which they wrote as part-of
their application to the program, two major trends were indicated which were found
in the studies of student teachers that have becn reported here. First, the trainees
-=- all of whom had been selected in part because of their demonstrated excellence
in working with children -- conveyad, like the "outstanding' student teachers (and

9

Gowan's oﬁtstanding teachers),” a strong residual sense of childhood self-esteem.
Second, the autobiographies varieé in thgir empg;sis on childhoﬁd themes such as
to differentiate among the trainces who preferred working with preschool, priwmary-
grade orlupper—elementary children in ways similar to those found in the autobiog-
raphies of the student teachers who were judged by their advisors as being more or
less effective with children at each of these age levels,

In conclusion, the data cjited in this paper support the hypothesis that the

remenbered childhood self reflects personality processes in the aduit that are

relevant to the kinds of relations that the adult develops with children. It is
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now postulated that these processes transcend the cffects of the adult's ethnic
and sociozconomic background and that therefore the autobiography on childhood con-
tains the potential for yielding predictors of teacher relations with child:en that

have broad applicability.
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TFootnotes

*Dr. Rosen (Ph.D., University

o]

£ Cliicamo, 1960) is 2 Senior Research Psy-
chologiét, Reeearch Divisior , Bank Streat College of Education, Now York City.

1. TFor an ove:viuw of this issue sce Tanner and Lindgren.

2. Scc Uright and Tuska; Gowvan; and Rosen, 1963, 198, In addition, for
background on the implications of autobiographical mﬁmories for explaining behaviosn,
see Murray's classic study of college students., Murray acknowledges that much of
the past that fiuds'expression in behavior is not readily available to conscious-
ness; however, based on the relationships found in his study between the subjects'

menories and their observaed behavior, he concluded that, among the countless traces
] ] <
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of past cvents, thc.few that can be recovered in consciousness have speci
icance, and axe lastingly influential in bchavior,

3. The autobiographics had been collected, and the criterion ratings made,
és part of a project by Zimilés, Bibcr; I-oivowitz, and Hay,

4. The author is grateful to thesc faculty members of the Graduate Progrems
Division, Bank Street College of Education, for their cooperation in the study.

5. 'Outgoing toward childrén; intuitively able to understand how children
think and feel; sensitive»to and suppdrtive of their needs; able to have fun with
children and enter into their fantésics without loss of adult identity; wversus
emotionally aloof or withdrawn from children; unable to sense how children think
and feel; restrictive of their spontancity; sarcastic or humiliating; competitive
with children; tendency to play favorites; uncohfortable with children; frankly
threatened by them."

6. In the carlier study, perfect agrcement was found between independent
judges' asscssments on the affect word dimension. As in that study, the expression
"I loved" was by far the most prevalent in the present sample; subjects rarely said

" adored" ox "was cvazy about." fThus, judgments of the presence or absence of
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strong positive affect words were almost mechanical, By contrest, som2 of the
global assessments of the subjects' characterizations of the childhood self re-

quired considerable jnference and clinical judgment. Agreerment between independent
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racings on & similar dimens
80 per cenl range.

7. A potable cxception which later appcared was the vork of Wright and Tuska
(1567) . Though not dealing with tenching perflormance as such, these investigators
generated concepts bhearing on the issue, and éuggested how childhood identifications
may influcnce a prospactive teacher's choice to work with elereatary or with high
school students.

8. The a uLoblo~r wphies of the latter subjects are strikingly reminiscent of

t "

Gowaﬁ's fiﬁdings from intervicws with 20 "outstanding teachers. His subjects, who
scored high on, among other things, scales reflecting 'warm, understanding, friendly
teacher behavior' as opposed to '"aloof, egocentric, restrictéd” teacher behavior
described their childhoods in ways that led Gowan to conclude that as children his
subjects had experienced "a stroug scnse of personal and group worth.,'" While Gowan
sugeested no theorctiéal rationale for the firdings, they lend empirical support to

the present aszociatioas.

9. See footnote 8.
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Table 1
Ratings of Capzacity to Relate to Children in Relation to

Presence or Alhgence of Strong, Positive Affect Words
in Autobiographies on Childhood (N=48)«

Strong, Positive Affect Words

Ratinzs Present Absent
Outstanding . 11 7
Good ‘ 7. | 8
Fair 2 5
Poor 1 A

| 27

Totals 21

*Chi square = 5,10; df =1, p < .05,
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Table 2

Ratings of Capacity to Relate to Children in Relation to
Autobiographical Characterization of the
Childhood Self (N=48)*

‘ Characterjzation of Childhood Self
Ratings Positive Negative

Qutstanding ' 16 2
Good 9 6
Fair | 1 | 6
?oor 0 _8

Totals 26 22

*Chi square = 19.6; df = 1, p < .0L.




