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The purposes of this study were to investigate the 

possible therapeutic and educational effects of writing an 

autobiography in an undergraduate developmental psychology 

course, to explore the role of structure in writing an 

autobiography, and to determine if any significant sex 

differences exist in the effects of writing an autobiography. 

It was hypothesized that the time competence, inner-directed-

ness, and academic achievement of students who wrote an 

autobiography would be significantly different from a con-

trol group who did not write an autobiography and that 

there would be significant differences with respect to sex 

and condition of structure imposed upon the writing. It 

was also hypothesized that the student self-evaluations of 

writing an autobiography would be significantly different 

under the various degrees of structure and between males 

and females. The participants in this study were 142 

college sophomore students of both sexes, aged 18 to 51. 

The potential therapeutic effects of writing an autobiog-

raphy were measured by the Personal Orientation Inventory, 

and achievement tests were used to measure the educational 

effects of writing an autobiography. Also administered 



was a student self-evaluation instrument to assess the 

students' perception of the effects of writing an 

autobiography. The basic experimental design was a 2 X 4 

factorial analysis of covariance in which the main treat-

ments were sex and degree of structure. All but one of the 

hypotheses of this study were completely rejected. Only 

partial support was found for the hypothesis that academic 

achievement would be significantly different under the 

various conditions of structure. Additional analyses did 

reveal that the students perceived the therapeutic and 

educational effects of writing an autobiography to be 

positive. The negative results of this study are contrary 

to the many suggestions made in the literature but are 

similar to those obtained by the few empirical studies 

of the effects of autobiographical writing. Not only 

do the negative results of this investigation call into 

question the methodological limitations of the procedures 

employed, but also the theoretical relationships between 

autobiographical writing, self-disclosure, and self-

actualization . 
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THERAPEUTIC AND EDUCATIONAL EFFECTS OF WRITING 

AN AUTOBIOGRAPHY IN AN UNDERGRADUATE 

DEVELOPMENTAL PSYCHOLOGY COURSE 

The use of introspection and other "subjective" sources 

of information by methodologically minded psychologists 

declined along with the school of structuralism. Intro-

spection was charged with actually being retrospection, 

thus being subject to errors of forgetting. Introspection 

was also criticized for its unreliability and for altering 

the experience being studied. The psychoanalytic school 

pointed out that unconscious determinants are not acces-

sible to introspection (Marx & Hillix, 1963). Behaviorism 

began its rise to prominence with Watson's (1913) attack 

on the goals and methods of structuralism. 

Psychology as the behaviorist views it is a 

purely objective experimental branch of 

natural science. Its theoretical goal is 

the prediction and control of behavior. 

Introspection forms no essential part of 

its methods, nor is the scientific value 

of its data dependent upon the readiness 

with which they lead themselves to inter-

pretation in terms of consciousness. 

(Watson, 1913, p. 158) 
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Indeed, modern psychology has followed the path of being 

"behavioristic in definition and functionalistic in spirit" 

(Schultz, 1969, p. 314). 

Despite this Zeitgeist, the introspective technique of 

the autobiography has carved out a place in psychology. 

Admittedly, most early psychologists who employed personal 

documents, such as autobiographies, did so uncritically. 

Their concern was with the graphic portrayal of their sub-

jects, not with modern scientific standards of sampling, 

validity, reliability, and objectivity. Nevertheless, the 

early works of Hall (1897, 1899, 1904), Starbuck (1899), 

Beers (1907), James (1917), and Freud (1925) set the stage 

for later more rigorous use of autobiographical material. 

Hall's investigations of the experience of fear 

(Hall, 1897) and of anger (Hall, 1899) were based on ques-

tionnaires that called for topical compositions that were 

then classified and interpreted. Hall's (1904) classic 

studies of adolescence were also partially based on the 

diaries and autobiographies of teenagers. However, Hall 

ultimately relied more on objective questionnaires for 

reasons of scientific rigor, adding more weight to the 

view that personal documents, such as autobiographies, are 

too subjective to be of any real value to a scientific 

apparoach to understanding human behavior. 

Hall initially employed autobiographies after reviewing 

a study of the psychology of religion by Starbuck (1899), 



which was based on the autobiographies of 192 students. The 

topical autobiographies obtained from these students were 

later utilized by James (1917) in his Gifford lectures on 

the varieties of religious experience. He felt that little 

would be gained by studying religious life at second hand. 

Only a search for the original states would disclose "the 

feelings, acts, and experiences of individual men in their 

solitude, so far as they apprehend themselves to stand in 

relation to whatever they may consider the divine" (James, 

1917, p. 32). Out of this material, he drew his famous types 

of religious mindedness: the sick soul (who must be twice 

born), the healthy minded (who is once born), and the divided 

self (in whom the saintly and worldly ideals pursue a feud). 

Freud was also partial to personal documents, such as 

diaries and autobiographies. Not feeling that he needed to 

know individuals personally in order to analyze them, Freud 

took delight in using such works to show that certain famous 

people were not what they seemed to be (Jones, 1957). Being 

partial to autobiographies, Freud also published his own 

(Freud, 1925). 

An autobiography written by an ex-mental patient who 

recovered from a manic-depressive disorder (Beers, 1907) 

vividly describes his experiences. Beers' document was 

largely responsible for the mental hygiene movement in 

America and for the elimination of many of the institu-

tional evils depicted in his story. Diaries and 



autobiographies also have a long history, in anthropology 

and sociology and, as such, have often centered around 

social concerns (Gottschalk, Kluckhorn, & Angell, 1945; 

Ingram, 1979). 

Probably the most influential plea to date for increased 

psychological investigation with personal documents, such 

as the autobiography, was made in Allport's (1942) monograph, 

The Use of Personal Documents in Psychological Science. His 

lucid approach asserted that, when properly used, personal 

documents of all types should and could meet the critical 

standards of scientific method. 

The personal document is "any self-revealing record 

that intentionally or unintentionally yields information 

regarding the structure, dynamics, and functioning of the 

author's mental life" (Allport, 1942, p. xii). Personal 

documents include not only autobiographies and diaries, but 

also letters, compositions, art forms, questionnaires, and 

verbatim records. The only criterion is that of being a 

first-person human document; this can be an account of 

single episodes of experiences or of an entire life history. 

The most common form of the personal document is the 

autobiography, and in its various forms, it can provide 

psychological investigators with a rich source of informa-

tion. Allport (1942) asserted that the "great merit of an 

autobiography is that it gives the inside half of the life: 

the half that is hidden from the objectively minded 



scientist" (p. 77). Psychologists would do well, in Allport's 

words, to read autobiographies and discover a "fresh sense 

of the reality and vitality of his field of study" (p. 79). 

Methodological Problems of the Autobiography 

Certainly, autobiographies and other personal documents 

are laden with problems for the scientist. Allport (1942, 

1961) has enumerated and responded to most of the major 

objections to the use of personal documents in psychological 

science. First, studies utilizing personal documents have 

frequently employed an unrepresentative sample. Only a 

minority of people ever undertake to tell about their mental 

processes, personality, or life-history. Those who do so 

are likely to be people who have experienced psychological 

problems or who are particularly skilled at expressing them-

selves through writing. The answer to this criticism 

concerning sample bias, according to Allport, is to solicit 

unpublished personal documents from a more representative 

sample, such as a class of students. 

Second, personal documents are, by their very nature, 

subjective. "To be sure, the inside half is not wholly 

known even to the autobiographer" (Allport, 1942, p. 77). 

Two responses to this criticism are that (a) extreme 

objectivity has its weaknesses (i.e., some mental processes 

are not accessible to objective experimentation) and (b) 

other data sources can be used to verify and supplement 



subjective data. For example, Combs (1946a, 1946b, 1946c, 

1947) investigated the agreement of autobiographical data 

with that obtained by the Thematic Apperception Test. 

Interjudge agreement was found to be 50-60%, and intrajudge 

agreement was between 63-68%. 

Third, personal documents have been said to be invalid. 

Few attempts to verify autobiographical data have been 

attempted, but Allport argues that if internal consistency 

is present, then the document has face validity. In other 

words, "a document that hangs together, that represents a 

structured configuration of human configuration of human 

life and harbors no impossible contradictions has at least 

prima facie validity" (Allport, 1942, p. 128). This posi-

tion was also argued by J. Jung (1972) when he maintained 

that although the autobiography is frequently "weakened by 

distorted inclusions or imaginary recollections not to 

mention poor memory of recollections" (p. 782), these 

"errors" can reveal significant factors about the writer. 

However, Warters (1964) reported a validity check on 18 

suspected autobiographies and found the accuracy of reported 

facts in 14 of the autobiographies exceeded 99%. 

Fourth, personal documents are subject to deception. 

The motives involved in writing a personal document are 

varied and complex, which may lead to either intentional 

or unintentional self-deception. Allport stressed 



anonymity as the best preventative of deliberate deception. 

Combs (1947), Froehlich and Darley (1952), and Dinkmeyer 

(1958) emphasized rapport between investigator and subject 

as the key to avoiding deliberate deception. Hahn and 

MaClean (1955) suggested that insuring confidentiality 

along with rapport lowers the probability of intentional 

misrepresentation of self. The problem of self-deception 

in personal documents is not a methodological one, as the 

purpose of obtaining a personal document is to know the 

workings of the ego from the ego's point of view. Regarding 

deception, Allport concludes that "the risks of conscious 

and unconscious deception, while they complicate the 

scientists' task, in principle may actually enhance the 

potential value of the document" (Allport, 1942, p. 77). 

Again, J. Jung (1973) also presented the same responses: 

"even though self-perception may be biased, it is nonethe-

less an important determiner of the behavior and feelings 

of any person" (p. 52). 

Fifth, an individual's desire for completeness may 

lead to avoid the unsolved or unexplained components of his 

life, so as to achieve closure. Thus, the personal document 

may be oversimplified. The autobiography generally has 

greater unity of purpose and direction than does a diary, 

and this makes the diary less subject to this sort of over-

simplification than the autobiography. Allport (1942) 

acknowledged this criticism while pointing out that 
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laboratory and field investigations often do the same 

thing. It is also suggested that research should be con-

ducted on what happens when a diary is turned into an 

autobiography, both because the diary has less tendency 

to be oversimplified and because it is written over a 

longer period of time, thus making it more reliable. 

Sixth, and perhaps the most frequent criticism of 

personal documents, is that humans do not have perfect 

recall. Errors of memory regarding early childhood may 

very well be an important factor to consider when 

evaluating autobiographies. Allport (1942) dryly noted 

that the "autobiography, we must admit, does badly with 

both the germ plasm and with early life" (p. 80). This 

stumbling block in autobiographical writing was dismissed 

by Allport for two reasons: (a) Individuals do not usually 

forget the emotional, ego-charged, personality-forming 

experiences in their lives and (b) "The present contains 

the past in the only fashion in which the past has any 

functional significance at all" (Allport, 1942, p. 80). 

Neisser (19 76) explained that to recall past events from 

memory, the schematic categories used to retrieve the 

memories must match those used to store them in the first 

place. Since schemata change with age, the difference 

between a child's categories and an adult's impede easy 

recall of the events of early childhood. 



Seventh, the autobiography is plagued by the bother-

some problem of conceptualization, both implicit and 

explicit• Implicit conceptualization occurs when the writer 

of an autobiography imposes concepts and theories on his 

writing through the selection of material—omitting that 

believed to be non-essential. Explicit conceptualization 

is also frequently placed on the writer by the investigator 

through instructions and guidelines. This problem was 

previously recognized by Shaw (1930) when he stated: 

Granted that the instructions given the person 

by the psychologist will have a profound in-

fluence on what information is conveyed in the 

autobiography, but at least equally important 

are the instructions the person gives himself 

in responding to this task. (p. 11) 

Eighth, the investigator must distinguish between the 

record of experience and the interpretations imposed upon 

it by the author. Allport (1942) stated that "in general, 

the experiences of frustration, bewilderment, desire, suf-

fering, and hope are more vivid and convincing than the 

author s interpretations, explanations, and conceptualiza-

tions of those experiences" (p. 77). If the writer interprets 

his own autobiography, one of three things is likely to 

happen: (a) popular or conventional explanations are offered, 

(b) oversimplified explanations are given, or (c) the writer 

defies science to explain his unique case. 
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Finally, Allport (1942) noted several other factors 

that may constitute methodological problems for the auto-

biography. Conflict seems to dominate autobiographical 

writing; happy, peaceful periods of time are often passed 

over lightly. Until adolescence, autobiographies are of 

little value; children frequently record events wholly in 

external terms. Young autobiographers have difficulty 

evaluating the significance of recent events in their lives. 

Shertzer & Stone (1976) listed four factors that limit 

the usefulness of an autobiography. These are the individ-

ual's (a) willingness to reveal himself, (b) self-insight, 

(c) ability to understand the topic, and (d) ability to 

communicate in writing. Despite these potential problems, 

personal documents, especially the autobiography, can 

contribute to the understanding of human behavior. As 

Allport (1942) so logically asserted: 

The subject matter of psychology is particularly 

elusive, being almost altogether a matter of 

invisible processes and invisible causes. Sub-

ject matter so unfathomably complex needs more 

than the usual amount of concrete inspection 

before analysis and abstraction begin. Yet, 

to the layman, the chief fault with psycholog-

ical science seems to be its willingness to 

pile abstraction upon abstraction with little 

regard for the concrete personal life. In the 
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personal document can be found the needed touch-

stone of reality. Unless concrete psychology 

progresses along with abstract psychology, the 

discipline is likely to run wild. (p. 143) 

Allport maintained that personal documents are particu-

larly valuable in (a) learning about the ego by focusing 

upon the central, rather than the peripheral, organization 

in mental life and (b) advancing nomothetic and idiographic 

research. The latter of these was one of Allport's major 

themes in his advocacy of personal documents. Briefly, 

personal documents not only aid nomothetic research by 

generating hypotheses from idiographic data, but they also 

have a role in advancing idiographic research for its own 

sake. When properly used, personal documents "anchor a 

discipline in the bedrock of human experience" (Allport, 

1942, p. 191). 

Allport (1942) argued that the criticisms against per-

sonal documents hold true formost sources of psychological 

data under some conditions. He firmly argued that personal 

documents can meet the three critical tests of science— 

understanding, prediction, and control—and that when these 

are satisfied, then personal documents "must be admitted as 

a valid scientific method. No loyalty to an operational, 

logical, or mathematical creed should prevent it" (p. 185). 

More recently, J. Jung (1972) stated that, "despite criticisms 

. . ., one distinct advantage of Can autobiography] is the 
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picture of the continuity and integration of individuals" 

(p. 779). The use of personal documents, especially the 

autobiography, deserves a place in modern psychology. 

Types of Autobiographies 

To group all personal documents together for analysis 

would be an oversimplification. Autobiographies, diaries, 

journals, letters, verbatim records, and artistic creations 

are indeed a disparate group of materials. Similarly, 

autobiographies are a homogeneous group of personal documents. 

Autobiographies are written for many different reasons and 

may take several different forms. After being written, auto-

biographies can be utilized for a variety of purposes by 

psychologists and other social scientists. Certainly, the 

psychological value of an autobiography is related to the 

motivation behind its creation. 

Allport (1942) categorized many possible reasons why 

people write their autobiographies: (a) special pleading 

or self-justification, (b) exhibitionism, (c) a compulsive 

desire for order, (d) literary delight, (e) attainment of 

perspective at a turning point in life, (f) a catharic 

relief from tension, (g) monetary gain through publication, 

(h) educational assignment, (i) assistance in therapy, 

(j) confession and redemption, (k) a contribution to the 

understanding of human behavior, (1) public service and 

example, and (m) desire for immortality. Of course, more 

than one of these reasons may underlie the production of an 
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autobiography by any one writer. Also, it is difficult to 

distinguish conscious from unconscious motives for writing 

one's autobiography. The fact that autobiographies are 

written for so many different motives "does not destroy 

validity, but . . . gives us some idea of the amount of 

credence we can give them" (Allport, 1961, p. 404). More 

recently, Annis (1967) restated the importance of recog-

nizing the motives for writing an autobiography. 

Obviously, the veridicality, personal 

involvement, and degree of self disclosure in 

the autobiography will be a function of the 

combination of operative motive. Knowledge 

of these motives will place the reader in a 

better position to view the autobiographical 

communication from the author's frame of 

reference. (p. 11) 

Although these differing motives have been recognized 

as being important in the evaluation of autobiographical 

material, little has been written about their relative 

frequency or their effects. One published study did examine 

the birth order of the writers of 77 books of autobiography 

(Burnand, 1973). This study found that in families of three 

or more children, (a) autobiographers who also did other 

writing are overrepresented among elder children, (b) 

those who did not other writing are overrepresented among 

last born, and (c) only children resemble last borns in 
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their inclinations towards writing autobiographies. 

According to Burnand, these findings result from the 

repeated experience of the later borns being the inferior 

members of a group; they are overconcerned with demonstrating 

equality and identity. In other words, later borns are 

telling the world about themselves out of insecurity. 

Generally, the reasons behind an autobiographer1s 

writing are not explicitly stated, but rather they must be 

inferred from the autobiography itself. One notable 

exception is the autobiography of the prominent behaviorist, 

B. F. Skinner (1976, 1979a). Skinner (1979b) has stated 

that he is writing his four-volume autobiography both to 

set the record straight (as he feels he has been misunder-

stood) , and to make people resemble him (or behave as he 

has behaved). Skinner states that "the life one lives is 

an instructional program for others" (1979). In other 

words, if one reads another's autobiography, then one will 

behave a bit like that person. Given the historical back-

ground of an introspective method like the autobiography, 

Skinner's approval is especially noteworthy. In his own 

words "autobiography is environmental cloning. You implant 

a small life history in another person Cthe readerH" 

(Skinner, 1979). 

Autobiographies may take one of several forms. Allport 

(1942) categorized autobiographies as being either in the 

author's own words or in an edited form. Also, an 
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autobiography may either be comprehensive or topical. A 

comprehensive autobiography is long and many sided, dealing 

with a "relatively large number of lines of experience, giving 

a picture of variety, roundedness and interrelatedness in 

the life" (Allport, 1942, p. 77). J. Jung (1972) agreed, 

stating that in unstructured autobiographies, "individual 

differences in content and style can be optimized, differ-

ences that may themselves reflect significant aspects of 

personality" (p. 781). A topical autobiography is short and 

specialized in content; whereas, the comprehensive autobiog-

raphy seems better suited for comparison, abstraction, and 

generalization. Topical autobiographies are often gathered 

together in collections for these purposes. Topical auto-

biographies may concern themselves with any aspect of human 

existence: education, religion, family life, personality 

development, or vocational interests. 

Annis (1967) contributed an excellent review of the 

uses and value of the autobiography in professional 

psychology, describing approaches of obtaining autobiographies, 

various psychological uses of the instrument, methods of 

analysis and interpretation, and a basis for judging its 

value. Annis describes an autobiography as "an individual's 

own written introspective report of his own life" (1967, 

p. 10) and offers an extension of the categorization system 

of Allport (1942), which classifies autobiographies as being 

comprehensive or topical. 



16 

Annis (1967) further typed the autobiography with respect 

to the degree of structure employed. Combination of these 

two typologies yields four major autobiographical forms: (a) 

the unstructured comprehensive autobiography, wherein individ-

uals may simply be instructed to write their life story; (b) 

the structured comprehensive autobiography, obtained by 

providing the individual with a detailed outline to follow 

in writing the life history; (c) the unstructured topical 

autobiography, wherein the person is instructed to write 

about any topic as long as it is related to his or her 

life; and (d) the structured topical autobiography, obtained 

when the person is given a specific topic, such as voca-

tional interests, about which to write. In reality, these 

types of autobiographies may merge, depending on the motives 

and purpose of the author. 

Typically, structure is introduced to the autobiograph-

ical wirter via written or oral instructions, but more 

creative approaches could be utilized. Annis (1967) suggested 

that structure could be communicated by the use of model 

autobiographies, interview data that could be transcribed 

and put into chronological order to be returned to the writer 

for use as a guide, or the requirement of several brief 

papers concerning different aspects of the author's life 

that could be later used to write a comprehensive autobiog-

raphy. Annis also reviewed studies utilizing different 

time allotments, suggested lengths, and other miscellaneous-
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orienting set factors. No significant conclusions regarding 

these factors were drawn. 

The degree of structure in an autobiography described 

by Annis (1967) is related to the issue of conceptualization, 

discussed by Allport (1942). A structured autobiography would 

be subject to a high degree of explicit conceptualization 

imposed by the investigator. An unstructured autobiography 

would be more subject to implicit conceptualization—self-

imposed by the writer. Allport also discussed some method-

ological aspects of obtaining structured autobiographies. 

The purpose of a structuring device/ such as a questionnaire 

guide, is "to insure that omissions from the document be 

based upon the subject's own judgement rather than upon 

his forgetfulness or negligence" (Allport, 1942, p. 88). 

Allport felt that these questionnaire guides could be useful 

in obtaining structured comprehensive autobiographies but 

that they are indispensable for collecting structured 

topical autobiographies. The possible danger in using a 

questionnaire guide is that the writing may become stilted 

or mechanical. This danger can be avoided, according to 

Allport, by encouraging the writer to use the questionnaire 

guide as an incidental, not compulsory, aid. Irrelevant 

questions may be omitted and others may be rearranged. 

Although there is no standard or widely used questionnaire 

guide, Allport suggested that it would be helpful if "a 

synthesis of available guides were undertaken so that a 



18 

truly comprehensive outline for self study might be 

available" (1942, pp. 179-180). A standardized guide has 

not been produced, for there is a preference on the part of 

each investigator for devising one's own conception of what 

an autobiography should include. 

Another form of autobiographical writing that has been 

employed is the diary or journal. Viewing it as an unstruc-

tured topical autobiography, Allport (1942) stated: 

The spontaneous, intimate diary is the most 

personal document par excellence. In it the 

author sets down only such events, thoughts 

and feelings as have importance for himself; 

he is not so constrained by the task attitudes 

that frequently control his production in 

letters, interviews, or autobiography. He 

is ordinarily more subjective in his reactions 

than he is in any other form of writing, and 

much less self-conscious. (p. 95) 

In spite of its potential value, Allport recognized that the 

diary has not often lived up to its theoretical perfection 

as a personal document. It frequently has suffered from 

being written too close in time to recorded events to have 

adequate perspective, as well as being limited by the 

expressive ability of the writer. 

The journal, a form of diary writing, has recently 

enjoyed an upsurge in interest in contemporary psychology. 
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Nichols (1973) described journal keeping as a "highly 

individualized, deeply personal process whose very richness 

lies in its capacity to draw forth, mirror, clarify, and 

reveal the uniqueness of its keeper" (p. 25). Progoff (1975) 

defined the journal as a "continuing confrontation with 

oneself in the midst of life and as a psychological labora-

tory in which personal growth is recorded and studied to 

bring the outer and inner parts of one's experiences into 

harmony" (p. 24). Rainer (1978) described the journal as 

a "personal book in which creativity, play, and self-therapy 

interweave, foster, and complement each other. . . . It 

can help you understand your past, discover joy in the 

present, and create your own future" (p. 17). Towles (1979) 

argued that the journal is "one of the most basic sources 

an individual can employ for documenting his life" (p. 20). 

Hettich (1976) characterized the journal as a "topical 

autobiography: a short, discontinuous personal document 

which represents the excerpting from an individual's life 

of a special class of events" (p. 60). 

Research on Structured vs. Unstructured Autobiographies 

Research indicates that the type of information pro-

vided in an autobiography is related to the degree of 

structure requested by the investigator. Danielson and 

Rothney (1954) studied the relationship between the degree 

of structure and the kinds of information obtained in 

autobiographies. Two conditions of structure were 
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investigated. In the less structured condition, the 

subjects were asked to write about themselves, how they got 

that way, and what they hoped to become. In the more 

structured condition, the subjects were given a detailed 

questionnaire guide to follow in their writing. An analysis 

of the number and type of problems presented revealed that 

the less structured autobiographies contained more family 

and personal problems; whereas, the more structured auto-

biographies elicited more educational problems. Consistent 

with these findings, Hahn and McLean (1955) recommended using 

the structured autobiography in educational and vocational 

counseling situations and the unstructured autobiography in 

social-emotional counseling settings. 

Mueller, Schmieding, and Shultz (1964) also investigated 

the relationship of autobiographical form and the type of 

information revealed. In addition to analyzing the degree 

of structure, their study also employed the use of different 

personal pronouns in the instructions for writing. The 

writers were 203 ninth grade students who were assigned to 

one of four groups. The structured groups were asked to 

write about fifteen different areas, such as family, resi-

dences, and friends. The semistructured groups were asked 

to write about only five such areas. In addition, the 

students were either asked to use the personal pronoun "I" 

or to write from the third person perspective. This latter 

condition was suspected to lead the writer to perceive 
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himself from a detached point of view and to "increased 

spontaneity and greater insight" (Mueller, Schmieding, & 

Shultz, 1964, p. 161). The four groups were therefore the 

structured first person, structured third person, semistruc-

tured third person. Three judges read and rated all the 

autobiographies, making frequency counts for references to 

ten categories of behaviors and feelings: peers, school, 

home and family, values, vocational choice, pleasurable 

incident, positive self-evaluation, negative self-evaluation, 

and ambivalent self-evaluation. 

The results of the Mueller, et. al. (1964) study indi-

cated that differences do exist in the amount of information 

elicited by the four autobiographical forms. For each of the 

ten categories of behaviors and feelings, the autobiographies 

were ranked by the magnitude of the differences between their 

observed and expected frequencies of references. The semi-

structured, first person form was clearly found to be the 

most effective in eliciting information. More significant 

differences were found between the structured and the 

semistructured groups than between the first person and 

third person groups. Both of the semistructured groups 

yielded more references to the categories of behaviors and 

feelings being studied than the structured groups. The 

third person form was judged to be ineffective because the 

students were unfamiliar with this writing style. Neverthe-

less Symonds (1935) and Kelly (1955) advocated that a more 
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detached third person approach enables the older autobiographer 

to gain greater perspective. 

Mueller, et. al. (1964) suggested that there may be a 

linear relationship between the information presented in an 

autobiography and its degree of structure. In other words, 

a completely unstructured autobiography might yield the most 

information about peers, school, home, family, and values. 

They also proposed that, with less structure, autobiographical 

writers would be free to write about a wide range of feelings 

and events and thereby focus in on specific personal concerns. 

Personality Research Utilizing the Autobiography 

As can be seen, the use of autobiographical materials 

deserves a place in psychological science. Three factors 

have contributed to the uniqueness of the autobiography's 

research potential. First, the use of personal documents, 

such as the autobiography, represents a collaborative model 

of psychological research. Second, no other technique has 

championed the idiographic approach to understanding human 

behavior as well as the autobiography. Third, in spite of 

its relatively meager frequency of research usage, the auto-

biography has been employed in a wide variety of investigations. 

Sanford (1969) lamented the facts that much of the in-

formation that psychological investigators obtain from their 

knowing the implications of what they are revealing and that 

the decisions made with such data may or may not have the 

students' best interest at heart. Carlson (1971) advocated 

a collaborative research relationship where the subject is 
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more a colleague than an employee. Our research subjects 

are willing to tell us more than most research studies ask 

them, and collaborative research strategies will increase 

the "relevance of psychology instruction to student's pur-

poses of exploring their own lives" (Carlson, 1971, p. 215). 

Research based on this collaborative model is "more demand-

ing and rewarding to subject and experimenter alike and 

these conditions are likely to provide more genuine under-

standing of human personality organization and development" 

(Carlson, 1971, p. 216). J. Jung (1972) stressed that the 

autobiography is a collaborative method "that benefits both 

the investigator and the subject. The investigator learns 

about the organization of personality while the subject 

learns about himself" (p. 783) . 

Two distinct approaches to studying human behavior have 

been employed in psychology. One is the nomothetic approach 

which aims at the discovery of general laws on the basis of 

detailed observations of the behaviors of many individuals. 

This approach has overwhelmingly dominated psychological 

research. The other position is the idiographic approach 

which is a complete investigation of one person aimed at 

understanding the uniqueness of that single person. Allport 

(1942, 1961) vehemently argued that personal documents like 

the autobiography are unequaled in their usefulness as an 

idiographic technique. 
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One frequently cited advantage of idiographic studies 

has been that they "may serve as a first step for a scientist 

by informing him of problems and points worthy of investiga-

tion; but that from that point on, statistical methods must 

prevail" (Allport, 1942, p. 140). In other words, the single 

case does not discover a law, but it does discover that there 

may be a law. Idiographic data, therefore, is a supplement 

to nomothetic investigations as "no understanding of general 

laws is possible without some degree of acquaintance with 

particulars" (Allport, 1942, p. 151). 

Allport, (1942, 1961) was not satisfied with the relega-

tion of personal documents and the idiographic approach to an 

auxiliary role in psychological science. Attesting to the 

importance of idiographic research and the potential of 

personal documents, Allport (1942) stated: 

Although personal documents have been profitably 

employed in many investigations, it is not pos-

sible to evaluate fully their contribution to 

social and to psychological science so long as 

an exclusively nomothetic outlook prevails. Not 

until we are prepared to dwell upon the unique 

patterning of personality, and to concede that 

lawfulness need not be synonymous with frequency 

of occurrence in a population, and to admit that 

prediction, understanding, and control are scien-

tific goals attainable in the handling of one 
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case and of one case alone—not until then are 

we in a position to assess the full value of 

personal documents. Nomothetic studies are all 

to the good, but by no means do they exhaust the 

usefulness of first-person documents for a 

science that will admit the idiographic as well 

as the nomothetic perspective. (p. 64) 

The appeal for the acceptance of the idiographic approach 

to understanding human behavior did not end with Allport. 

Reviewing studies in which the observations were confined to 

the behavior of only one person or animal, Dukes (1965) 

demonstrated that such experimental designs and their in-

herent plea for idiographic research are not extinct. This 

search through eleven American Psychological Association 

journals uncovered a total of 246 N = 1 studies published 

between the years 1939 and 1963. Dukes (1965) stated: 

"Although these 246 studies constitute only a small percent 

of the 1939-1963 journal articles, the absolute number is 

noteworthy and is sizable enough to discount any notion that 

N = 1 studies are a phenomenon of the past" (p. 76). Even 

the noted statistician McNemar (1940) asserted that: 

The statistician who fails to see that important 

generalizations from research on a single case 

can ever be acceptable is on a par with the exper-

imentalist who fails to appreciate the fact that 

some problems can never be solved without resort 

to numbers, (p. 361) 
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Carlson (19 71) surveyed the 1968 volumes of the Journal 

—— Personality and the Journal of Personality and Social 

Psychology in an investigation of the research strategies, and 

social-psychological aspects of the studies. A total of 

226 studies were analyzed. The findings revealed that the 

majority of the published articles were experimental studies 

on college students conducted in a single session. Addition-

aHy/ the majority of the studies involved deception without 

debriefing or interpretative feedback. Carlson argued that 

these highly impersonal, limited research strategies have 

limited our knowledge of personality by fragmenting research 

efforts and findings. As Carlson (1971) stated: 

We cannot study the organization of personality 

because we know at most only one or two "facts" 

about any subject. We cannot study the stability 

of personality, nor its development over epochs of 

life, because we see our subjects for an hour. 

(p. 207) 

Carlson (1971) offered several suggestions to remedying 

the problem that "the person is not really studied in current 

personality research" (p. 215). Among these suggestions were 

a renewal in the use of idiographic methods of investigating 

single cases and an increased use of a collaborative model 

of research in which the subject serves more as a "colleague" 

rather than an "employee". This collaborative model assumes 

that subjects are chosen for their relevance to the research 
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problem and that "the basic motive for research participation 

must be the subject's intrinsic involvement in exploring his 

own experiences" (Carlson, 1971, p. 216). Regarding the 

selection of subjects, Carlson (1971) stated that, in spite 

of the fact that college students have been overused and mis-

used as research subjects, they remain very appropriate to 

many personality students in that "they are curious, intelli-

gent, motivated to explore their lives and experiences, cap-

able of articulate introspection—and their life situations 

generally provide time and meaningful settings for research 

participation" (p. 212). 

Utilizing the autobiographies of college students 

certainly seems to meet Carlson's recommendation for putting 

the person back in personality research. Recognizing this, 

Carlson (1971) has collected brief structured topical auto-

biographies from college psychology students and found that 

"such materials have often yielded 'incidental' data of 

considerable relevance and richness" (p. 214), and that 

this type of data collection also serves the purpose of 

"increasing the relevance of psychology instruction to 

students' purposes of exploring their own lives" (p. 215). 

J. Jung (1972) has also noted that "the use of the auto-

biography as a research tool has considerable advantages 

toward correcting the weaknesses of contemporary personality 

research (p. 782) . These weaknesses, according to Jung, 

are the failure of much research to examine the overall 
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organization and continuity of personality structure and 

development as well as the lack of mutual benefit of subject 

and investigator. Jung (1972) also stated a concern for the 

fate of idiographic research: 

By studying autobiographies, it was hoped 

that students would also give more serious 

consideration to the idiographic conception 

of personality in which individuality is 

emphasized. This orientation might serve 

as an antidote against the nomothetic bias 

present in contemporary research and text-

books in the field, (p. 780) 

In a class concerned with the sociology of religion, 

Ingram (1979) used the autobiographical method to "bridge 

the gap between sociological generalization and personal 

experience. Students gain a sense of both their sameness 

and their uniqueness." (p. 167) This report indicates 

that the use of autobiographical material as well as the 

concern for the continuation of idiographic information 

extends beyond the realm of personality research in psychology. 

Personality research in psychology has not completely 

ignored the value of the autobiography in its attempts to 

understand personality structure and development. In fact, 

studies predate Allport's (1942) classical analysis of the 

use of personal documents, and several classics have employed 

the autobiography as a research tool. 
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While one review of early works utilizing personal 

documents (Brower, 1952) indicated that much of the pub-

lished research had been psychoanalytic studies of eminent 

authors and classical figures, several empirical studies 

were conducted (Combs, 1946a, 1946b, 1946c, 1947; Symonds, 

1935, 1943, 1944). Symonds (1935) used the autobiography 

to study the personality adjustment of high school pupils. 

Using Murray's motivational schema, Symonds (1943, 1944) 

analyzed the needs of teachers as shown in autobiographies. 

Again utilizing Murray's motivational schema, Combs (1946a, 

1946b, 1946c, 1947) compared responses on the Thematic 

Apperception Test to autobiographical material. 

Other early reports utilizing autobiographies were 

attempts to develop techniques of quantification of auto-

biographical materials. Baldwin (1942) presented a method 

that translated the content of an autobiography to a table 

of correspondence which resembled a computational scattergram 

for a product-moment scattergram. The content was coded into 

two categories: (a) frequency with which an item appears, 

(b) contiguity of two items which would indicate a relation-

ship of these items in the personality of the writer. White 

(1947) developed a value analysis method and used it to 

analyze Richard Wright's Black Boy. Interjudge agreement 

was reported to be .93. Dollard and Mowrer (1947) developed 

a discomfort-relief quotient to assess tension change which 

they believed applicable to the autobiography. Scoring 
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reliability was reported to be .80 for eight judges. This 

discomfort-relief quotient was found by dividing the number 

of discomfort words by discomfort words plus relief words. 

This quotient was said to indicate a client's progress toward 

adequate personal comfort and readiness for decision making. 

Not all autobiographical studies have faded into ob-

scurity; some have become classical examples of the kind of 

integrative and wholistic studies that Allport (1942) and 

others called for in their plea for idiographic research. 

The foremost example is Henry Murray and his Explorations 

in Personality (1938). In his work on the study of individ-

uals, Murray developed a point of view called personology 

while he was the Director of the Harvard Psychological Clinic. 

Murray studied 51 normal college males intensely over two 

and a half years using interviews, objective and subjective 

personality tests, as well as the autobiography in a 

structured close-ended format. The role that these auto-

biographies played in this comprehensive study of human 

needs was clear: "It can easily be appreciated that these 

autobiographies furnished indispensible data for composing 

the psychographs" (Murray, 1938, p. 420). Murray went on 

to recommend that future studies should entail more exten-

sive and detailed autobiographies. 

Robert W. White, a student of G. W. Allport and Henry 

Murray, used autobiographies among other materials, to study 

the personality structure and development of college students 
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Autobiographies were also used to present a comprehensive view 

of the personality development and organization of college 

students in Madison (1969) and Goethals and Klos (1970). The 

leading advocate of personal document research, Allport (1961) 

restated his position regarding autobiographical data and dem-

onstrated the use of it in analyzing psychological traits. 

In addition to being influenced by their own lives, 

several other personality theorists have incorporated auto-

biographical data in their theorizing. Adler's (1958) notion 

that our first memories are most important in revealing our 

life style is one example. Adler believed that through an 

analysis of the very first memories of life, an understanding 

could be gained of the focus, interests, goals and themes of 

a personality. Adler (1958) illustrated the importance of 

this autobiographical data when he stated: 

Among all psychic expressions, some of the most 

revealing are the individual's memories. His 

memories are the reminders he carries about with 

him of his own limits and of the meaning of cir-

cumstances. . . Thus his memories represent his 

'Story of My Life', a story he repeats to him-

self to warn him or comfort him, to keep him 

concentrated on his goal, to prepare him, by 

means of past experiences, to meet the future 

with an already tested style of action. (p. 73) 
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C. Jung (1958, 1965) relied heavily on his own journals 

and dream logs in the development of his personality theory. 

For more than 50 years, C. Jung recorded his dreams and 

fantasies in several bound black notebooks, and he came to 

believe that the images and figures he had described were 

not unique to him but they were observable in countless 

other people's dreams and fantasies and in the myths of 

all cultures—the collective unconscious. With regard to 

his journals, C. Jung (1958) stated: "Everything that I 

accomplished in later life was already contained in them, 

although at first only in the form of emotions and images" 

(p. 22) . C. Jung demonstrated his belief in the value of 

personal documents in two other ways. First, he wrote his 

own autobiography, which he described as "a story of the 

self-realization of the unconscious" (C. Jung, 1965, p. 3). 

This document was later investigated by the semantic differ-

ential analysis as ameans of depicting developmental changes 

in the life-span of an individual as an alternative to longi-

tudinal studies (Miller, 1979). Second, along with dream 

journals, C. Jung (1958) often required a "life-history 

reconstruction", an autobiographical technique, of his 

patients as a part of their therapy. 

Other Research Uses of the Autobiography 

The autobiography has been used for much more than 

personality research. Allport (1942) categorized the pur-

poses for which psychologists employ personal documents 
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and reviewed the available literature at that time. Twenty 

categories were listed and reviewed. Among these were 

didactic uses, autoanalysis, historical diagnoses, a supple-

ment to a psychiatric examination, investigations of the 

mental effects of special physical conditions, studying the 

creative process and the nature of genius, the psychologizing 

of literature, the derivation of occupational and other types, 

developing interpersonal relations, and as a first step in 

the construction of tests and questionnaires. More recently, 

Annis (1967) reviewed the psychological uses of the auto-

biography and found 2 8 categories of uses with more than 40 

references but concluded that there had been only a slight 

increase in the use of the autobiography and that this in-

crease had been primarily in counseling psychology. 

The extent and frequency of the use of the autobiography 

in psychological research has remained relatively meager. 

Nevertheless, investigators have continued to utilize this 

personal document in a wide variety of research situations. 

Ezekiel (1968) obtained future autobiographies of 42 Peace 

Corps volunteers and scored them for differentiation (complex, 

detailed mapping of the future), demand (description of a 

life perceived by the volunteer to demand long-term, contin-

uing effort), and agency (description of the future self as 

prime agent in determining the course of the future life). 

These autobiography dimensions were found to relate signi-

ficantly and positively to four different criterion of 
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overseas performance: ratings by supervisors in the field,, 

peer nominations, and item and factor analyses of Q sorts 

based on extensive field interviews. The future autobiog-

raphy was also used by Tullar and Barrett (1976) to predict 

the sales success of 36 salesmen. Agency (description of 

the future self as prime agent in determining the course of 

the future life) was positively and significantly related 

to sales success as judged by supervisor's ratings. 

Heckel, Hiers, and Vaughn (1977) and Heckel and Mooney 

(1973) investigated the relationship of locus of control to 

autobiographical data. In the first sutdy, naive raters 

judged four autobiographies and then filled out an I-E form 

as they thought the writer of the autobiography would. 

Results indicated that the raters tended to project their 

own locus of control as similar to that of the autobiographer. 

The second study utilized only one autobiography and 120 

raters. These results indicated that an individuals locus 

of control was significantly predictable from the autobiog-

raphy. Only male raters tended to project their own locus 

of control. 

Davis (1973) conducted a numerical analysis of the auto-

biographical statements of adolescents as revealed in 

instructed topical autobiographies. The most frequently 

mentioned topic was school orientation. Next was parental 

and family relationships. Peer relationships were frequently 

mentioned, but drugs and sex were not. In fact, serious 

problems were either not discussed or expressed in ways 
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typically valued by adults. Davis concluded that this data 

did not support a "storm and stress" view of adolescence 

but rather that adolescents are socialized in their self 

disclosures as a result of their formal education. 

Kowitz and Dronberger (1977) analyzed the autobiog-

raphies of junior high students by counting the words in 

three categories commonly found in the content of affective 

education programs: (a) self words, (b) family words, and 

(c) school words. Results indicated a greater use of 

school words by accelerated students, a greater use of 

family words by low achievers, and no differences in self 

words. The authors suggested that this type of objective 

scoring of autobiographies could be used in accountability 

studies of affective education programs. 

To predict academic performance, Otten (1977) asked 90 

male undergraduate students to write two future autobiog-

raphies, one two years after graduating from college and 

another at age 40. Two raters then estimated the locus of 

control of the students. Additionally, the students were 

asked to complete a locus of control inventory. Academic 

data regarding grade point average and degree attainment 

was gathered five years later. Internals were predicted to 

perform significantly better academically than externally 

and this hypothesis was supported to the extent that low to 

moderate significant correlations were found between the two 

measures of locus of control and subsequent academic performance, 
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In an exploratory study of various means of assessing 

life experience for college credit, Kirkhorn (1977) conducted 

content analyses of structured topical autobiographies. The 

adult students involved were given guidelines for writing 

autobiographical incidents that documented lifelong learning 

in the form of psychosocial or interpersonal awareness and 

growth. The author concluded that autobiographical accounts 

communicate important information about psychosocial develop-

ment which allows the learner to recognize and define personally 

relevant non-college experience for credit in non-traditional 

college programs. 

In a unique utilization of autobiographical material, 

Nier (1979) asked teacher trainees to write their educational 

autobiographies as part of their preparation for the complex-

ities of the classroom. In these structured topical autobiog-

raphies, these students were asked to describe their recollec-

tions of inspiring, controlling, and nurturant teachers in their 

pasts. These descriptions then were used as realistic teaching 

models for class discussion and analysis. Additionally, Nier 

(1979) found that having teacher education students write 

their educational autobiographies was "a fertile source for 

their realization of the affective impact of teaching behaviors 

upon pupils" (p. 14). 

Clinical Uses of the Autobiography 

As noted by Annis (19 67) and practiced by none other 

than Carl Jung (1958), the autobiography has been given 
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considerable attention in the clinical and counseling litera-

ture, but its role in these settings has been viewed differ-

ently. Obtaining an autobiography from a counseling client 

or clinical patient may play both a diagnostic as well as an 

adjunctive irole in thG clinica.1 setting. 

One of the earliest discussions of the clinical use of 

the autobiography was Selling (1932), who asserted that while 

having the psychiatric patient write their autobiography was 

not a substitute for any part of therapy, it does "often 

reveal facts which are not forthcoming in a particular exam-

ination and can be considered a valid supplementary method to 

reveal social, psychological, and psychiatric facts" (p. 171). 

In another early recognition of the value of the autobiography 

in counseling, Williamson (1939) recommended obtaining an 

autobiography from students both to aid in diagnosing 

motivational problems and to assist the counselor in voca-

tional advisement. Williamson felt that students can think 

more clearly while writing their own story in their own words 

than in an interview setting and that many significant facts 

take time to remember and organize. Frequently, according 

to Williamson, personal experiences are too intimate for the 

student to reveal in a face to face situation but not in an 

autobiography. Warters (1964) argued that autobiographies 

are not only economical and easily administered but they 

also give the counselor a longitudinal picture of the client. 

Warters also reported that his clients had included material 
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in their autobiographies that was so sensitive and intimate 

that they had previously been unable to disclose in the 

face to face situation. Froehlich and Darley (1952) sug-

gested that in comparison with other techniques of securing 

information about individuals, autobiographies rank among 

the most productive. 

The autobiography has been recommended as a supplement 

to the diagnostic process through the years. Riccio (1958) 

contended that the autobiography is a valid and valuable 

means of supplementing the knowledge of the client and that 

it should perhaps be employed by more counselors. Dinkmeyer 

(1958), impressed with the autobiography as a means of under-

standing the internal frame of reference of the client, stated; 

The counselor should see the world as it is 

perceived by the individual. . .and this can be 

done most adequately through the autobiography. 

(p. 41) 

Cottle and Downie (1970) urged counselors to use the auto-

biography in vocational assessment and provided an excellent 

outline guide for a structured, topical, "vocational" auto-

biography. Finally, Tolbert (1972) encouraged the use of the 

autobiography to "provide supplementary data that cannot 

usually be obtained as well in any other way" (p. 189). 

The relationship of the autobiography to the initial 

interview has been a source of interest in clinicians. 

Hahn (196 3) asserted that the autobiography should be 
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substituted "for what has too often been ineffectively done 

in the interview" (p. 162), namely the taking of a case his-

tory. In this role, the autobiography can take some pressure 

off the interview. Tyler (1961) supported the use of the 

autobiography as advance preparation for an initial interview. 

In this role, the autobiography serves the purpose of communi-

cating information which the client is presumably able to 

recognize and willing to talk about, and this may assist the 

counselor in handling the beginning interview more smoothly. 

Shertzer and Stone (1976) described the autobiography 

as a nontest adjunct to counseling that "as a tool for 

understanding someone reveals not only patterns of behavior 

but, perhaps even more important, the personal attitudes and 

emotions behind the behavior. Undertaken in a cooperative 

manner by the counselor, it may provide insight into the 

inner person—the individual's experiences and knowledge 

about himself (pp. 322-323). Shertzer and Stone recognized 

that there was not a "quick or easy route to foolproof 

analysis and interpretation of autobiographies" (p. 324), 

but they did provide the following questions to guide auto-

biographical interpretation: 

(1) What general impression is conveyed by the 

writer? 

(2) From your knowledge of the client's history 

has he omitted significant experiences or 

persons? 
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(3) What is the length of the autobiography? 

(4) How is the autobiography organized? 

(5) What is the level of expression? 

(6) Are there inaccuracies in the autobiography? 

General impressions based on these guidelines may help 

the counselor determine the individual's: (1) willingness to 

reveal himself, (2) understanding and awareness, (3) ability 

to express himself, and (4) degree to which he believes he 

needs help with his problems. Other qualitative and quanti-

tative schemes for evaluating autobiographies were briefly 

reviewed in Annis (1967). 

The diagnostic value of the autobiography has been the 

subject of one empirical investigation (Meade, 1974). The 

purpose of this study was to research the structured, topical 

autobiography as a psychological instrument of assisting 

counselors to understand and to predict the self-concept of 

a client. The autobiography was contrasted with the interview 

and the autobiography and interview together to determine 

which of these three methods of communications best assisted 

the counselor to predict the self-concept of a client. In 

this study, 90 community college freshmen wrote a structured, 

topical autobiography and completed a Tennessee Self-Concept 

Scale and Q Sort. Three counselors then predicted the self 

concepts of the students from either an interview, an auto-

biography, or an interview and autobiography. Although the 

results from the Q-Sort indicated no significant differences 
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between these methods/ the data from the Tennessee Self concept 

Scale showed that the autobiography was a significantly better 

predictor of self-concept than the interview or the interview 

and the autobiography when used together. The authors indi-

cated that these results were due to the human interaction 

between counselor and client which distracted the counselors 

and took away from their objectivity in evaluating the client s 

self-concept. This study supplied empirical support for the 

claim by many authors that the autobiography was capable of 

reflecting to the counselor an accurate picture of the client's 

view of himself and his world. 

The autobiography has also received considerable acclaim 

as an adjunct to counseling or psychotherapy. The discussion 

has centered around a more precise description of exactly how 

writing an autobiography might facilitate the progress of a 

client's psychotherapy. Generally, the reasons offered to 

explain the therapeutic benefits of writing an autobiography 

fall into three categories: (a) the autobiography provides 

clues to the counselor that help guide the sessions toward 

topics meaningful to the client, (b) the concrete task of 

writing an autobiography increases the client's participation 

in his or her own therapeutic progress, and (c) the writing 

of an autobiography in and of itself facilitates self-awareness 

and personal growth. 

As with any diagnostic information, the autobiography 

can provide clues to the counselor that may help guide the 
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counseling ssssions toward topics meaningful to the client. 

Allport (1942) pointed out that writing an autobiography 

can both initiate and help to guide the course of treatment. 

Kelly (1945) described the autobiography as a "most satis-

factory tool, both as a diagnostic aid and as an asset to 

actual therapy itself" (p. 377). Brower (1952) asserted 

the future autobiography is of particular therapeutic value 

by "bringing into sharp focus certain specific problems" 

(p. 65). Annis (1967) felt that these clues may come more 

readily from an autobiography than from an interview because 

the autobiography allows the person to tell his own story in 

his own manner. Also, by its active and concrete nature, the 

autobiography may well increase the client's feeling of 

participation in the therapy (Hahn & McClean, 1955; Dink-

meyer, 1958). 

One study has empirically investigated the use of auto-

biographical communication to facilitate a psychotherapeutic 

relationship (Annis, 1969). In this study, an experimental 

group of counseling clients wrote a structured topical 

autobiography while they participated in four counseling 

sessions. They were then compared with a control group of 

counseling clients who only participated in four counseling 

sessions. The topics for the autobiography concerned motivations 

for seeking counseling, developmental perspectives on the prob-

lem, and the client's future. The results indicated that the 

clients who wrote an autobiography felt that the counselors 
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had an increased understanding of their problems and thus 

offered a higher quality service as a result of writing the 

autobiography. The counselors felt that more progress was 

made in the counseling sessions when an autobiography was 

required. Annis concluded that: 

If the counselor is comfortable using an auto-

biography as an integral part of the counseling 

process, it appears to have the potential to 

facilitate the quality of the professional 

relationship and progress in counseling. (p. 84) 

In a recently published study, autobiographical material 

was used to induce moods in a therapeutic setting (Brewer, 

Doughtie & Lubin, 1980). Participants were asked to close 

their eyes and recall three autobiographical mood evoking 

events, each of which became either progressively more sad 

or happy. A control group read an article concerning insight 

into sadness and happiness. Due to the personal nature of 

the material, the autobiographical recollections were 

superior for inducing the moods of depression, anxiety, and 

elation in both sexes. The authors suggested that these 

results supported cognitive psychotherapeutic methods such 

as those of Ellis (1963). 

Personal Growth and the Autobiography 

Most systematic personality theories agree that one of 

the characteristics of the healthy personality is some degree 

of self-insight. Allport (1961), the main stalwart in personal 
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document research and a major personality theorist in his 

own right, believed that self objectification and insight 

are major characteristics of the healthy personality. His 

theoretical work has indicated that adequate knowledge of 

one's self requires insight into the relationship between 

what one thinks one is and what one actually is. The closer 

the correspondence between these two ideas, the greater is 

the individual's maturity. Another important relationship 

is between what one thinks one is and what others think one 

is. The healthy person is open to the opinions of others in 

formulating an objective picture of his or her self. This 

person tends to be an accurate judge of others and is usually 

better accepted by others. Allport has even suggested that 

the person who possesses greater self-insight is more intelli-

gent than the person who possesses less self-insight. Of 

course, Allport was not the only personality theorist who 

has stated that one of the criteria of psychological health 

was self-insight. In a review of "growth" or humanistic 

personality theorists, Schultz (1977) found that Rogers, 

Fromm, Maslow, Jung, Frankl, and Perls agree on very little 

in their definitions of the healthy personality but that: 

In one form or another, these theorists seem 

to agree that psychologically healthy persons 

know who and what they are. Such persons are 

aware of their strengths and weaknesses, virtues 

and vices, and, in general, are tolerant and 

accepting of them. (p. 144) 
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At least two formal psychotherapeutic systems have 

asserted that the search for self insight need not involve 

a professional psychotherapist as the individuals can guide 

their own way and conduct their own therapy. Horney (1942) 

asserted: 

Self-knowledge is a means of freeing our capa-

bility for spontaneous growth. The pursuit of 

self-knowledge is both a privilege and a 

responsibility. Each of us is capable of 

shaping our own life and achieving self 

realization. (p. 11) 

Horney argued in favor of self-analysis not only for its 

facilitation on an increase of inner strength and of self-

confidence but for its practical advantages of saving money 

and time as well as being virtually in the hands of all 

people not just a privileged few. Moreover, Horney felt 

that there is an extra gain in having conquered one's 

problems through one's own initiations and perserverance. 

Going one step further, Ellis and Harper (1961) asserted 

that all basic personality changes require self-analysis. 

"For even when people receive competent, adequate thera-

peutic help, unless they add persistent and forceful self-

analysis, they will tend to obtain superficial and 

nonlasting results" (Ellis & Harper, 1961, p. 6). 

The widest acclaims for the autobiography have been 

the suggestions that writing an autobiography may be helpful 
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in overcoming personal problems (Allport, 1942; Baird, 1954; 

Ingram, 1979; D. Kelly, 1945; G. Kelly, 1955; Riccio, 1958; 

Sell, 1977; Starr, 1942) and for increasing self-actualiza-

tion (Annis, 1967; Keen & Fox, 1973; White, 1974). More 

specifically, authors have noted that writing an autobiography 

may lead to insight (Hahn, 1963; Hartley, 1976; Ingram, 1979; 

Warters, 1964), to self-acceptance (Baldwin, 1972; Jung, 1972; 

Nichols, 1978; Rainer, 1978), to self-regard (Brower, 1947; 

Jung, 1972; Hettich, 1978), to living more in the present 

(Rainer, 1978; Shertzer & Stone, 1976; Starr, 1942), and to 

the improvement of interpersonal relationships (Brower, 1947; 

Towles, 1979). 

Beginning with Allport (1942), the suggestion has been 

that some personal documents are bent deliberately upon 

curing a neurotic disposition or of "seeking general 

improvement of insight" (p. 41). Discussion has centered 

around whether writing an autobiography is a sufficient 

therapeutic endeavor or best utilized as an adjunct to tra-

ditional psychotherapy. Allport's (1942) conclusion 

regarding the therapeutic benefit of writing an autobiog-

raphy is as follows: 

Whether complete cure is ever achieved simply in 

the act of writing down one's troubles and one's 

history may be doubted, but the almost universal 

testimony is that some personal benefit results. 

Most of the great autobiographic confessors 



47 

remark on the cathartic value of their auto-

biographies. (p. 42) 

Another early proponent of "autobiographical theory", 

Starr (1942), proclaimed that writing an autobiography would 

"cause students to organize their past, present, and 

future experiences in such a fashion as to see their personal 

significance" (p. 47). Similar observations were noted by 

other early autobiography users. Kelly (1945) noted that 

"patients feel considerable relief in putting their 

problems down on paper" (p. 375), thus permitting a certain 

amount of ventilation and catharsis. Kelly also felt that 

the therapeutic value of the autobiography resided in its 

ability to help the patient crystallize concepts, clarify 

ideas, and organize thought as well as by facilitating the 

patients involvement and by providing diagnostic information 

via the identification of resistance areas. 

Similarly, in an early review article, Baird (1954) 

wrote: 

The autobiography should help the student 

organize and interpret his experience in such 

a way as to see their personal significance and 

to know himself better. As a result, he should 

be better able to solve his problems, present 

and future, (p. 43) 

Supporting the same basic notion, Kelly (1955) compared the 

process of autobiography writing to psychotherapy and felt 
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that in both the chief aim is to change personal constructs 

that are invalid, too narrow, or too broad in scope. In 

his theory, a personal construct is that in which an indiv-

idual interprets, or attaches meaning to, some aspect of the 

world, including himself. In another review article, Riccio 

(1958) maintained that by relating something as one wishes 

to relate it, an autobiography serves a cathartic and/or 

self evaluative purpose. 

A more ambitious early investigation of the role of 

the autobiography was conducted by Brower (1947) in which 

each member of an undergraduate abnormal psychology class 

was required to write a structured topical autobiography. 

The students were asked to apply psychodynamic concepts 

derived from the course to their own life experiences. The 

purposes of this autobiographical project were to facilitate 

learning and to improve personal and social adjustment by 

convincing the students that mental deviations are universal 

in all of us to varying degrees in various situations and 

times. According to Brower (194 7), student response was 

one "of initial anxiety coupled, in some instances, with 

resentment followed later by cathartic relief and even 

gratitude for being forced into such self-discovery" (p. 254). 

The author of this report also reported that many students 

who came in for help on the paper were referred for counseling 

or psychiatric help. In a summary of student comments to 

an openended questionnaire, it was revealed that the most 
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frequently mentioned value of the project was greater 

insight into self and others with practically every student 

expressing the idea of greater insight. Seventy per cent 

of the students reported greater self-esteem as a result of 

writing their autobiography. Over 90 per cent of the students 

preferred this type of paper over a library research paper. 

About 70 per cent stated that their interpersonal relations 

had become more satisfying. About 75 per cent said they 

were happier. 

Relatively recently, other writers have suggested that 

the process of writing an autobiography leads to greater in-

sight and personal growth. Hahn (1963) stated that the chief 

value of assigning an autobiography is "giving the client 

focal points of attention from which greater personal insight 

may be possible" (p. 162). Warters (1964) maintained that 

"writing about oneself, as of talking about oneself, can 

be supportive, cathartic, and insightful" (p. 230). Annis 

(1967) suggested that writing an autobiography may facilitate 

"the client's positive growth" (p. 15). In an article pri-

marily concerned with the educational uses of the autobiog-

raphy, Baldwin (19 72) hypothesized that when autobiographical 

data is used "with frequent reference to nomothetic data 

from a peer group, self-data can often be translated into 

personal insight" (p. 77). According to Keen and Fox (1973), 

writing an autobiography "can increase understanding of the 

self and further self-actualization" (p. 88). Shertzer & 
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Stone (1976) maintained that the "production of an auto-

biography sometimes helps the counselor place in perspective 

the development of his current situation" (p. 322). Finally, 

Hartley (1976) submitted: 

In the process of reviewing your life you end up 

learning a great deal about yourself. You also 

remember things about your youth which may help 

you better understand and raise your own children. 

You discover things about your parents which can 

enhance your relationship with them in their older 

years. You review old friendships and may end 

up renewing or deepening old ties. (p. 5) 

Other writers have drawn from their research efforts 

in suggesting that writing an autobiography may be thera-

peutic. In a study designed to investigate the role of 

autobiographical materials to illustrate organization and 

development of personality in an undergraduate personality 

class, J. Jung (197 3) hypothesized that having the college 

students use their own and their peers autobiographies 

might increase motivation and interest. In an evaluation of 

the project, it was discovered that the students not only 

thought that the project had provided a learning experience 

about the objective study of personality, but the students 

also reported a therapeutic effect. J. Jung (1972) reported: 

An interesting by-product of a therapeutic 

nature was obtained as a bonus. Almost all of 
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the students commented on the personal 

benefits achieved by both writing and reading 

the autobiographies. By reflecting on their 

own lives, some reported that they gained 

in self-awareness. Furthermore, the reading 

of accounts of the lives of others provided 

a social comparison process that helped 

them to place their own lives in perspective. 

(p. 780) 

In a similar report by the same author, he stated: 

Experience with college students clearly indicates 

the exercise of self confrontation involved in 

writing about oneself aids personal awareness 

and growth by helping the student discover an 

orientation or direction to his life which he 

might not otherwise stumble upon as readily. 

(Jung, 1973, p. 52) 

White (1974) used an autobiographical assignment in an 

undergraduate personality class. Although the primary objec-

tive of the assignment was to provide examples of life experi-

ences, White proposed that such an assignment meets an urgent 

need, during these years, for "a better understanding of one-

self and others, for progress in self-actualization, and for 

the discovery of identity" (p. 69). After collecting auto-

biographies for many years, White (1974) concluded: 
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My evidence is necessarily spotty, but I venture 

the conclusion(s) that a certain number of students 

become strongly involved and are able to use this 

kind of material for the benefit of their own 

growth, (p. 71) 

Another study aimed primarily at the educational use of 

autobiographies revealed therapeutic effects of an autobiog-

graphical assignment (Ingram, 1979). The task in this study 

was a structured topical autobiography in which the students 

wrote about their religious development in order to examine 

generalizations from the sociology of religion in light of 

their own experiences. Ingram (19 79) reported that, as a 

result of writing their religious autobiography, "students 

will gain some insight into themselves, with possible 

therapeutic results" (p. 167). In addition, it was reported 

that writing such an autobiography stimulated some students 

to share their experiences with other class members. 

As can be seen, many authors concerned with the uses of 

autobiographical material have suggested that writing an 

autobiography may be therapeutic by leading to increased 

self-actualization. Some of these suggestions were formulated 

as the result of research concerning the educational uses of 

the autobiography, but only one empirical study has been 

conducted into the therapeutic effects of writing an auto-

biography (Sell, 1977). The purposes of this study were to 

explore the relationship between personality characteristics 
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and writing an autobiography and to examine the effects of 

the experience for persons choosing to compare one. The 

participants in this study were 53 undergraduate students 

enrolled in a psychology of personality class. These students 

were given a form of the Eysenck Personality Inventory to 

measure extraversion and neuroticism at the beginning of the 

course and at the end. As a requirement of the course, the 

students chose between writing an autobiography, a biography 

of another person, a critical review of a personality theory, 

a research paper, or a description of the student's own 

personality theory. Three specific hypotheses were tested: 

(a) extraversion scores would be associated with student 

choices to write an autobiography; (b) neuroticism scores 

would be associated with student choices; and (c) writing 

an autobiography would have an effect on subjects' extra-

version or neuroticism scores. The results indicated that 

high extraversion scores were not related to choosing to 

write an autobiography but that high neuroticism scores were. 

The results also suggested that none of the assignment 

options had an effect on higher extraversion or neuroticism 

scores. 

It appears that the goal of the exercise of providing 

an opportunity to increase self knowledge through writing 

an autobiography was equally met for introverts and extroverts, 

The finding that students high in neuroticism chose to write 

autobiographies has at least two possible explanations. The 
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neurotic students may have used the autobiographical assign— 

ment in an effort to better their personality adjustment, 

or they may have simply been avoiding the other apparently 

more academically difficult assignments because of their 

self perceptions of being less capable. 

In light of the many suggestions that writing an auto-

biography may have therapeutic value, the finding of this 

study that such an assignment had no significant effects on 

the two personality variables of extraversion or neuroticism 

deserves some discussion. Sell recommended that an auto-

biographical assignment be accompanied by at least one 

interview with a professional counselor as part of the 

exercise. Also, students should write their autobiographies 

within a theoretical framework of demonstrated effectiveness 

for self-treatment such as Horney (1942) or Ellis & Harper 

(1961) . One methodological problem concerns the data 

analysis in this study. The pre- vs. post-treatment data 

was analyzed by t scores; the more powerful analysis of 

covariance is preferable. Also, closer scrutiny of the 

specific suggestions made by the many sources cited above 

indicate that it has been most frequently suggested that 

writing an autobiography may lead to increase self-awareness 

and personal growth. The variables of extraversion and 

neuroticism can hardly be said to measure either of these 

factors. Perhaps writing an autobiography may be used to 

facilitate insight and growth but not to overcome a 
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personality deficiency or change the basic orientation of a 

personality structure. 

Personal Growth and the Journal 

Journal writing, a topical unstructured form of auto-

biographical writing, has recently enjoyed a renewal of 

interest among many therapeutically oriented professionals. 

This interest is due to the assertion that keeping a journal, 

like writing an autobiography, may play an important adjunctive 

role in the therapeutic process. Moreover, journal writing, 

like writing an autobiography, may facilitate self-insight 

and personal growth. 

In Japan, journal writing has occupied a central role 

in "Morita Therapy", a treatment for neurosis developed by 

Masatake Morita in 1920 (Kondo, 1953). The goal of this 

therapy is to decondition the person's obsessive concentration 

on his symptoms and shortcomings by encouraging him to focus 

his attention on nature, on work and on an acceptance of 

life as it is. In addition to the therapeutic relationship, 

the patient is exposed to nature, engages in light manual 

labor, and keeps a journal in which he records past traumas 

as well as his behavior and feelings of the day. The 

therapist reads the entries and makes comments; thus, the 

journal entries organize the therapy sessions. 

Recently, suggestions have been made in America 

regarding the potential value of journal keeping in therapy. 

Nichols (19 73) recommended journal writing as "an invaluable 
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adjunct to the therapeutic process either as preparation 

for the therapy session or as bridge out of therapy" (p. 64) 

and even as a partial solution to the shortage of mental 

health professionals. Progoff (1977) developed a specialized 

set of materials for keeping a structured journal, the 

Intensive Journal, has been developed and used in a group 

therapy setting called a "journal workshop" by Progoff (19 77), 

which he calls "a continuing confrontation with oneself 

in the midst of life" (p. 24). This highly systematic 

approach has participants write about daily activities, 

dreams, decisive past events and imaginary conversations 

or dialogues with various people. The goal of Progoff's 

journal workshop is "drawing forth of the wholeness of per-

sonality. . . in which the gathering of insight occurs 

naturally and spontaneously" (Progoff, 1977, pp. 184-186). 

Rainer (1978) also advocated the use of journal keeping 

to "accelerate growth in therapy. . .and make the most of 

the therapeutic hour" (p. 286). In fact, Rainer went so 

far as to say that journal writing may substitute for psy-

chotherapy for a great many people who cannot afford therapy 

or who feel they have all the necessary resources within 

themselves to act as their own therapist. She described the 

journal in this role as "a marvelously effective life-long 

tool for self-therapy" (p. 288). 

Ranier also reviewed the use of the journal in treating 

depression from a cognitive behavior therapy approach where 
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the patients are asked to write down their thoughts when sad 

or depressed as well as when they are happy or gratified. 

These journal entries are then used in the therapeutic ses-

sion to identify and challenge self-criticisms and irrational 

thoughts. Snadowsky and Belken (cited in Rainer, 1978) asked 

half of the participants at intensive growth weekends to 

keep journals, while the other half did not. Those that did 

had greater measurable gains in self-concept. Rainer (197 8) 

explained this positive effect of keeping a journal by 

asserting that "the central relationship in the diary is 

with yourself. And it is precisely this active positive 

relationship with self that therapy works to facilitate" 

(p. 287). 

The suggestion that journal writing may facilitate self-

insight and personal growth has been dramatically described 

and partially documented. Rainer (1978) eloquently described 

the journal as follows: 

The "new diary" is a practical psychological tool 

that enables you to express feelings without 

inhibition, recognizes and alters self-defeating 

habits of mind, and come to know and accept the 

self that is you. It is a sanctuary where all 

the disparate elements of a lif e-*-f eelings, 

thoughts, dreams, hopes, fears, fantasies, 

practicalities, worries, facts, and intuitions— 

can merge to give you a sense of wholeness and 
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coherence. It can help you understand 

your past, discover joy in the present, 

and create your own future, (p. 18) 

In addition to the facilitation of self-insight, Rainer 

(1978) discussed another therapeutic value of keeping a 

journal—that of solving psychological problems. Again, 

Rainer eloquently described this potential of journal 

writing. She stated: 

Writing out problems in the diary allows you to 

take immediate action by focusing on the real 

issues and evoking possible solutions. Problems 

released and confronted in a diary allow you to 

transform their negative energy into construc-

tive energy that moves you forward in your life. 

Every time you work through an issue in the diary 

you develop a talent for dealing immediately and 

independently with life's challenges as they 

arise. (Rainer, 1978, p. 115) 

Rainer went so far as to say that this form of "self-

feedback" may be more valid than the advice others can 

provide. She related specific journal keeping suggestions 

and examples in the problem areas of oversensitivity, lone-

liness, jealousy, anger, fear, apathy, anxiety, depression, 

physical illness, and compulsive behavior. Journal writing 

has also been successfully employed in overcoming writing 

blocks and in improving writing techniques and creative 
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expression. The journal can also serve as a type of 

behavioral rehearsal for almost any problem situation. 

According to Rainer (1978), one specific area of psycho-

logical functioning that is influenced by the autobiographical 

technique of journal writing is time orientation. The process 

of keeping a journal can allow an individual to live more in 

the present by traveling in the future. Rainer (1978) stated 

that "one way to free yourself in the present is to under-

stand and accept your past" (p. 200). This is the purging 

of the past to facilitate self-insight that other personal 

document writers have noted. Rainer (1978) described this 

role of the journal: 

The diary is the genre of the present moment. 

And on the continuum of time between past and 

future, the present moment is the point of 

power from which you can influence the meaning 

and direction of your life. . .The present 

moment is the portal to past and future, and 

the diary is the vehicle that enables you to 

travel in both directions. (p. 120) 

In addition to ridding oneself of the past to live more in 

the present, journal writing may allow an individual to 

travel into the future and explore alternatives which may 

clarify goals and give more direction to the present. 

Another therapeutic benefit of keeping a journal lies in 

the interpersonal realm. Towles (1979) noted that "a journal 
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may be used for catharsis, for purging yourself of the hurtful 

and hateful thoughts and feelings of a lifetime. . . . This 

frees you to respond more positively to the people who touch 

your life" (p. 20). Thus, by serving as a tool for emotional 

outlet, the journal may help in interpersonal interactions. 

Nichols (1973) conducted a quasiexperiment regarding 

the therapeutic effects of keeping a journal. A sample of 

74 journal keepers was asked to respond to a set of open-

ended questions about their experiences with journal writing. 

The sample was biased as all the participants were associated 

with humanistic growth centers in California. In addition, 

10 of the journal keepers, who were "close" to the author, 

were asked to share excerpts from their journals to illus-

trate their answers to the openended questions. The author's 

defense of this research design was: 

Journal keeping is a highly individualized, deeply 

personal process whose very richness lies in its 

capacity to draw forth, mirror, clarify, and reveal 

the uniqueness of its keeper. Such a process seems 

to lend itself more to a description study rather 

than an analytic or statistical one. (Nichols, 

1973, p. 26) 

In spite of the methodological shortcomings of this study, 

the data collected are of interest due to the paucity of 

empirical investigations into the therapeutic effects of 

writing autobiographical materials. 
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Nichols1 data supported the notion that keeping a journal 

facilitates the writer's self-insight. As reported by Nichols 

(1978): 

Over half of my subjects reported that keeping a 

journal has given them a better sense of who they 

are and a greater feeling of self-acceptance. 

(p. 46) 

The data also supported the idea that journal keeping leads 

to personal growth, as reported by Nichols (1978): 

With only 5 exceptions all my subjects reported 

some psychological benefit from journal keeping. 

Many talked about using their diaries to express 

and clarify their feelings, to make decisions, to 

calm down, to gain perspective, to understand, to 

release tension, to ease pain or deal with disap-

pointment, to confront fear or to solve a problem. 

The journal, much like the therapeutic relationship, 

seems to afford many the sense of a safe environ-

ment in which to more fully explore an avenue to 

be oneself. (p. 54) 

The foremost researcher in the effects of journal writing 

has been Hettich (1976, 1978, 1980a, 1980b, 1981). Although 

these studies have been primarily concerned with the role of 

journal writing in educational settings, Hettich (1978, 1980a) 

noted that journal writing has been used by many college 

teachers for different purposes, among which is to stimulate 
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self-exploration and self-change. In his own experiences 

with assigning journals in undergraduate internships, Hettich 

(197 8) found that journal keeping can be a valuable tool for 

increasing student self-awareness and self-evaluation of 

abilities and interests in pursuing graduate or professional 

study in mental health services. 

Self-disclosure and the Autobiography 

As can be seen, the writing of autobiographical materials 

has been widely acclaimed and meagerly researched as an aid 

to self-insight and personal growth. Nevertheless, no the-

oretical basis has been offered as an explanation for the 

possible therapeutic effects of writing an autobiography. 

Such an offering would not only increase our understanding 

and appreciation of personal documents and their potential 

effects, but it might also suggest research questions, 

hypotheses, and strategies for further investigation. 

One possible theoretical explanation for the possible 

personal benefits resulting from autobiographical writing is 

Jourard's (1971a, 1971b) notion of self-disclosure, the act 

of revealing personal information about oneself to another. 

Jourard felt that self-disclosure is related to the healthy 

personality. Simply stated, "no man can come to know himself 

except as an outcome of disclosing himself to another person" 

(Jourard, 1971a, p. 6). Jourard proposed that low disclosure 

is indicative of a repression of self and an inability to 

grow as a person. Indeed, psychological adjustment, 
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self-concept, and self-actualization are significantly 

correlated with amount of self disclosure (Resnick & 

Amerikaner, 1980). 

However, Jourard (1974) hypothesized that the relation-

ship between self-disclosure and mental health is curvilinear. 

Although this relationship has not been empirically demonstrated 

(Resnick & Amerikaner, 1980), the idea is intuitively compel-

ling (Cozby, 1973) for the individual who never discloses 

may be unable to establish close relationships with others 

since a large portion of his self is repressed. In contrast, 

the individual who characteristically discloses a great deal 

about himself, not just to someone close such as a parent or 

spouse, but to anyone, may be perceived by others as mal-

adjusted and also unable to relate to others because of his 

preoccupation with his own self. 

People vary in the extent to which they disclose certain 

categories of information about their self to different 

target persons. Research by Jourard and Lasakow (1958) 

showed that whites disclose more than blacks; females more 

than males; and marrieds more to their spouses than to any-

one. High disclosure was noted about attitudes, opinions, 

tastes, interests, and work. Low disclosure was noted about 

money, personality, and body. Jourard (1971b) found that 

disclosure is higher to one that discloses first, disclosure 

to parents and same-sex friends decreases with age, and 

that disclosure to opposite—sex friends or spouse increases 
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with age up to about 50 and then decreases. Jourard (1961) 

found that self-disclosure was positively related to grades 

in nursing school. Jourard even speculated that low self-

disclosure is self-destructive, leading to a shorter life-

expectancy in men; low self-disclosure means low self-insight 

about one's mental and physical health. Also, the added 

stress of not telling anyone about how one feels is unhealthy. 

Research on self-disclosure has been frequently disclosed in 

the literature as reviews by Cozby (1973) and Resnick & 

Amerikaner (1980) indicate. Humanistically oriented person-

ality theorists have continued to investigate the relation-

ship between self-disclosure and mental health. Social 

psychologists have studied the interpersonal factors related 

to self-disclosure. Clinical psychologists have examined 

the implications of client and therapist self-disclosure 

within the process of therapy, as self-disclosure is both 

a symptom of mental health and a means of achieving a healthy 

personality. 

Self-disclosure has been offered as an explanation for 

what goes on in psychotherapy that benefits the patient, and 

the similarity between autobiographical writing and psycho-

therapy was noted by Jourard when he suggested that writing 

can be self-disclosure. Jourard (1971a) suggested that: 

An authentic writer, whether he be poet, 

reporter, novelist, essayist, playwright, or 

short story writer, seeks to reveal his personal 
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experience of some aspect of the world in ways 

that will be understood and reacted to by mature, 

whole people, (p. 58) 

Jourard (1971a) also suggested that as long as the individual 

believes his " . . . audience is a man of goodwill" (p. 5) 

some people may be better able to disclose themselves in 

writing than in person. Perhaps writing an autobiography 

as an assignment in a college course may be an ideal place 

for self-disclosure to take place since, as Jourard (1971a) 

stated: 

Other people--close relatives and friends 

especially—tend to invalidate new ways of being 

that are disclosed by someone whom they have 

long known, (p. 68) 

Philosophical Basis for the use of the Autobiography in 

Education 

In addition to research and therapeutic uses, autobiogra-

phies may play a valuable role in educational settings. Of 

course, the educational uses of personal documents such as 

autobiographies and journals are not mutually exclusive of 

the previously described research and therapeutic functions 

of such materials. Indeed, the self-awareness and personal 

growth effects of writing personal documents fits squarely 

into the goals of "humanistic" education. Yet, this is not 

the only role that autobiographical materials may play in 

education. The learning of course concepts and the 
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development of writing skills may also benefit from the uses 

of personal documents such as the autobiography. 

Educators and psychologists working within the "human 

potential movement", such as Carl Rogers (1969), Abraham 

Maslow (1970), and Arthur Combs (1976) have turned their 

attention to efforts in the schools that are primarily con-

cerned with the psychological growth of the students. These 

efforts include enhancing positive self-concept, increasing 

achievement motivation, promoting creativity, enhancing self-

awareness, clarifying values, and promoting better human 

relations. Inherent in all these efforts are the goals of 

increasing self-understanding, facilitating interpersonal 

relations, preventing mental illness, and helping normal in-

dividuals develop to their full potential. Although these 

efforts share common objectives, the curricula, methods, and 

materials are vastly different. Canfield and Phillips (cited 

in Roberts, 1975) provided an excellent resource guide that 

illustrates the divergence within humanistic education. As 

can be seen, the much acclaimed therapeutic effects of writing 

an autobiography or keeping a journal would seem to fit nicely 

within the framework of humanistic education. 

Despite the "human potential movement," educators have 

been unable to treat the psychological growth of their 

students--whatever their age or grade level—as a distinct 

and separate process. The need for information and skills 

has never abated but become increasingly more important. 
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This situation need not be one that calls for an ignoring 

or retarding of the students' psychological growth. Brown 

(1971) argued for "confluent education", which he described 

as an "integration of the knowledge and activities of the 

human potential movement with the traditional classroom cur-

riculum" (p. 57). This combination of approaches has been 

called for by others as well. Hamachek (cited in Roberts, 

1975) stated that education should "strive to create exper-

iences that involve thinking and feeling" (p. 156). Shaffer 

(1978) contended that education should "attempt to ensure 

that a lesson's content is not divorced from its personal 

meaning for the learner" (p. 96). According to Combs, Richards 

and Richards (1976), learning is a function of two events: 

(1) information, and (2) the personal discovery of its meaning. 

Certainly the teaching of psychology at the college 

level has not escaped the dilemma of dealing with both the 

content of academic psychology and the personal growth of 

the students. Students come into psychology classes with 

expectations for the course, some of which are met and some 

of which are not, and teachers differ with regard to their 

emphasis on academic content and personal growth of students. 

McKenzie and Cagemi (1978) conducted a survey designed 

to determine what new students enrolled in psychology want 

to learn. The results indicated that the topics of learning 

from life situations, self awareness, and self-actualization 

were all in the top 10 per cent of nearly 100 possible topics 
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presented to them for rating. Malin & Timmreck (1979) found 

that the third most important reason for majoring in psychol-

ogy was to understand self and others. The first reason was 

career opportunities, and the second reason was the enjoyment 

of psychology courses. 

When given a high priority in the class, college psychol-

ogy classes have been reported to increased student's self-

awareness and actualization. Costin (1959) compared pre- and 

post- scores on an insight scale given in introductory psychol-

ogy classes and in non-psychology classes. Results showed 

that the psychology classes significantly increased in self-

insight and the non-psychology classes did not. Additionaly, 

the magnitude of the changes was positively related to the 

grades in the class. Husa (1978) demonstrated that in educa-

tional psychology courses with college freshman honors students 

could enhance their self-actualizing values and behaviors as 

measured by the Personal Orientation Inventory, which was 

given on the first and last class day. There was no control 

group. The course content was presented in lectures, dis-

cussions, group activities, readings, and daily logs designed 

to help students explore their eelings, interests, attitudes, 

beliefs, behaviors, ideas, values, problems, and goals. 

McKinley (197 8) also found a significant change on the Personal 

Orientation Inventory, as compared with a control group, as a 

result of a community college course in personal growth. 
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As in the larger human potential movement, the promise 

of confluent education for the college teaching of psychology 

has been attractive to many psychologists in higher education. 

DeVoge and Varble (1976) combined a presentation of cognitive 

material in a personality theory class. Treffinger, Davis, 

and Ripple (1977) recommended the regular assignment of 

activities for students: 

Carefully selected activities, assignments, pro-

jects, etc., in addition to their growth and 

awareness potential and motivational function, 

may also increase retention of course concepts. 

(p. 299) 

In an inspiring article directed at those who teach 

psychology, MacLeod (1971) did not differentiate between 

the content of academic psychology and content relevant to 

personal growth. In his own words: 

Any psychology worth teaching is a psychology 

centered on problems that have persisted since 

the beginning of recorded history, problems 

connected with man's conception of himself and 

of his relation to the world around him. (MacLeod, 

1971, p. 240) 

Rather than assuming that every psychology student will go 

to graduate school, MacLeod (1971) advocated the opposite: 

With the possible exception of some advanced 

preprofessional courses, all undergraduate 
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instruction in psychology should probably be 

directed toward the nonprofessional student. 

(p. 246) 

Miller (1969) argued that psychology should be "given 

away" to nonprofessional students to improve the quality of 

life. Ford, Richard, and Moore (1979) made that plea more 

specific when they proposed that the discipline of psychology 

should concentrate on expanded self-awareness, improving 

interpersonal relationships, and increasing the ability to 

cope in the world of work. Most recently, Lemkau (1980) has 

described the teaching of psychology as a psychotherapeutic 

activity. Lemkau suggested that many students enroll in 

psychology courses to improve their personal lives and much 

benefit can be gained by capitalizing on such motivation 

because "personal involvement facilitates learning, emo-

tional growth, and the view of psychology as a relevant 

and exciting discipline" (p. 104). In psychology, classes 

can focus on personal concern of students while covering 

important theoretical material. In Lemkau's (1980) words: 

As psychologists, we have a rare opportunity to 

respond to the call for relevance in education. 

By the nature of the discipline, psychologists 

ought to be able to furnish students with new 

ways of viewing and dealing with their own exper-

ience, as well as with more academically focused 

intellectual concepts. Teaching is for living. (p. 105) 
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Without much difficulty, it can be seen that the 

teaching of psychology is especially appropriate for the 

philosophy of confluent education—combining personal 

relevancy with more traditional cognitive concepts. Without 

much more difficulty, it can be seen that the teaching of 

psychology from a confluent education approach is especially 

appropriate for the use of autobiographical materials. 

Reading Autobiographies 

Published autobiographies can serve as outstanding 

illustrations in the teaching of psychology that can make 

the content more personally relevant. Of course, biogra-

phies could serve the purpose of providing a source of 

psychological data and character portrayals as suggested 

by Benjamin (1976), Garraty (1954), Kellogg (1981), and 

Levin (1978). However, the nature of the autobiography 

yields an inherent advantage over the biography—it is 

more personal and interesting. As Allport (1942) said: 

No one appears yet to have asked why autobiogra-

phies are so interesting to read. The reason, in 

part, may be that the reader semiconsciously 

reflects on his own life as he reads about another's 

and his interest accordingly stems from his own 

self-love. But there is something more. Sus-

tained attention to the single case or single 

episode is, as we have seen, the very essence of 

idiographic knowledge which seems... to have 
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preferential value for the human mind. We 

normally fixate on the concrete, and find it 

more natural to contemplate than the nomothetic 

abstractions for which our attention has to be 

trained, (p. 78) 

The possibility of increasing our understanding of 

mankind was also deemed noteworthy by Olney (1972): 

The autobiography is the literature that most 

immediately and deeply engages our interest and 

holds it and that in the end seems to mean the 

most to us because it brings an increased aware-

ness , through an understanding of another life 

in another time and place, of the nature of 

ourselves and our share in the human condition. 

(p. vii) 

Jourard's (1971a) theory of self disclosure can be used 

to explain both the therapeutic benefit of writing an auto-

biography and the reader's interest in reading autobiographies, 

As he stated: 

The person who reads or listens to the hitherto 

concealed authentic experience of another is 

enriched by it. To learn of another's experiencing 

is to broaden and deepen the dimensions of one's 

own experience. . . . In ways that we do not yet 

fully understand, at least in a scientific sense, 

the disclosed experience of the other person 
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enables us to see things, feel things, imagine 

things, hope for things that we could never even 

have imagined before we were exposed to the 

revelations of the disclosure. (Jourard, 

1971a, p. 60) 

Recognizing the intrinsic interest level, Radford and Rose 

(19 80) recommended autobiographies as "by far the largest 

group of non-fictional works which are of obvious relevance 

to the teacher of psychology" (p. 77). According to these 

authors, the value of having psychology students read auto-

biographies is in increasing the interest level of the 

materials the student is required to study and in giving 

the student the "whole-person". The divergent nature of the 

lives of those who publish their autobiographies creates a 

wealth of material for the teaching of the different content 

areas within psychology. 

The autobiographies of famous people are numerous and, 

as such, may provide examples for use in many different psy-

chology courses. Olney (1972) used the autobiographies of 

Mantaigue, Jung, Eliot, and Darwin in his analysis of self 

and its presentation. Muscative and Griffith (1973) collected 

the diaries, journals, letters, and autobiographies of 

various famous people. Similarly, Lyons (1977) analyzed the 

autobiographies of well known persons in an attempt to under-

stand more about the various forms that such writings may take. 

Despite the attractiveness of using the autobiographies of 
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famous people as examples in college psychology classes, Jung 

(19 73) argued against their use in classes concerned with per-

sonality and development on the basis of the dissimilarity of 

their lives to those of college students. 

For psychology classes concerned with an understanding 

of being different in some way there are many autobiographical 

alternatives. The black experience revealed through auto-

biographies were edited by Baxter, Stein and Welter (1980). 

Beginning with the publication of the classic autobiography 

of Beers (1907), literally hundreds of autobiographies of 

people with handicaps, mental disorders, illnesses, and 

deviant life styles have been published. Several excellent 

bibliographies have been published specifically for use by 

teachers of psychology (Freedman, 1974; Rippere, 1976; 

Rippere, 1977; Pearson, 1977; Rippere, 1978). 

Reading an autobiography of a psychotherapist would be 

appropriate in some psychology classes, and several have been 

published. These include: a psychiatrist trained by Freud 

(Deutsch, 1973), a psychiatrist's search for self-knowledge 

and fulfillment (Rubin, 1974), the personal and professional 

growth of a client-centered therapist (Raskin, 1978) , and 

the autobiography of the recovered schizophrenic who founded 

the clinical-pastoral training movement in the United States 

(Bergman, 19 79). 

In fact, there are many published psychologists' auto-

biographies which might fit into the curricula of psychology 

instruction, especially the history of psychology. The most 
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impressive collection of psychologists' autobiographies is the 

six volume series of A History of Psychology in Autobiography. 

The initial idea for this series was contained in a letter 

from Edwin G. Boring to Carl Murchison in 1928 (Murchison, 

19 30). A committee of prominent psychologists was formed, 

whereupon a list of autobiographer nominees was developed 

and selections were made. Each of the volumes contains be-

tween 13 and 15 autobiographies chosen by Murchison and 

his committee for the first three volumes (Murchison, 1930, 

1932, 1936). Boring, et al., (1952) edited Volume IV and 

Boring & Lindzey (1967) compiled Volume V. Lindzey (1974) 

edited Volume VI, which was the final volume in the series 

of unique contributions to the study of the history of psy-

chology. Lindzey (1974) described the value of these volumes 

in the following manner: 

History can be packaged in many forms. One of 

the most intimate and authentic of these is the 

autobiography. While events transcribed in this 

manner may suffer from the astigmatism imposed 

by personal needs and too little perspective, 

they are enormously enriched by the background 

factors and events in the writer's life that could 

only be known directly by him. Thus, if the auto-

biographer is willing, he can provide the student 

of history with information that is otherwise 

virtually unattainable, (p. ix) 
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Allport (1942) described the value of these volumes of 

the history of psychology through autobiography as "an unex-

pected touchstone for the psychologist's use and evalua-

tion of the personal document" (p. 13). Although designed 

as a contribution to the history of psychology, the volumes 

showed what kinds of personal documents psychologists write 

about themselves for publication, and likewise, to some 

extent, what they themselves thought of the method they were 

employing. At various times, the autobiographers noted their 

own subjectivity, memory distortions, embarrassment, and 

perceptual biases. Allport suggested that a psychology of 

psychologists might evolve from these autobiographies. 

Similarly, in the introduction to the last volume of A 

History of Psychology in Autobiography, Lindzey (1974) noted: 

Psychologists, as befits their position midway 

between the natural sciences and the humanities, 

typically have been ambivalent about examining 

their own past. (p. ix) 

However, in a more recent collection of autobiographies, Anne 

Anastasi was far from ambivalent about her task as she wrote: 

"I would rather write about psychology than about myself" 

(Anastasi in Krawiec, 1972, p. 3). Jerome Kagan recognized 

the pitfalls of memory distortions and perceptual biases when 

he wrote: 

An autobiographical statement is under severe 

pressure to depart from the fidelity of the 

facts, for the reader expects and writer believes 
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that a career has both a logic and continuity, 

and the former is as eager to learn of it as 

the latter is to discover it. The statement 

most fruitful to history is probably the least 

interesting to read and the most distressing to 

compose. (Kagan in Krawiec, 1972, p. 137) 

Other psychologists have eagerly accepted the task of 

writing their autobiography with a vertical perception of its 

nature. Carl Rogers wrote: 

I assume the purpose of an autobiography is to 

reveal the person as he is to himself and, whether 

directly or indirectly, to reveal some of the 

factors and forces which entered into the making 

of his personality and his professional interests. 

(Rogers in Boring & Lindzey, 1967, p. 343) 

Harry Helson, the foremost theorist on adaptation level 

noted: 

The writing of an autobiography should do more 

than serve as a catharsis or ego builder for its 

author. It should serve some useful purpose to 

the reader and this means that it should do more 

than entertain him or titillate his fancy. (Helson 

in Boring & Lindzey, 1967, p. 91) 

The diversity of the psychologists' autobiographies 

reflects the various methods and styles of personal documents. 

Henry Murray wrote his autobiography from a third person 
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perspective; the hypothetical writer of his work was "Murr" 

(Murray in Boring & Lindzey, 1967). Robert I. Watson, noted 

psychological historian, utilized a journal-type approach as 

a way to collect material for his own autobiography. His 

"journal" consisted of bits of scrap paper upon which he 

had recorded recurrent memories without regard to their sig-

nificance (R. I. Watson in Krawiec, 1972). B. F. Skinner 

(1979), who has published two of a planned four volumes of 

his autobiography, argued that an autobiography should be a 

form of documentary. In other words, one's life story should 

be told as it actually happened rather than what you remember, 

since you live your life not what you remember. Perceptual 

biases should be avoided by refraining from any interpreta-

tions of the past from one's present perspective. Methodologi-

cally, Skinner utilized his journals from over the years and 

the letters he had written to Fred Keller, his friend and 

colleague, as data sources for what he refers to as an 

"archeological" approach to producing an autobiography. 

Not all of the autobiographers were so rhetorically 

minded or sure of their methodological approach. Even the 

expected paragon of personal document writing, G. W. Allport, 

stated: 

I still do not know how a psychological life 

history should be written. And here I am, faced 

ironically enough with the assignment of writing 

my own psychological vita. Lacking a method I 
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shall have to bumble along as best I can, hoping 

that psychologists of the future will learn how 

such an assignment should be carried through. 

(G. W. Allport in Boring & Lindzey, 1967, p. 4) 

Nevertheless, many psychologists have written their 

autobiographies, and no specific format has ever emerged. 

In addition to A History of Psychology in Autobiography 

(Vol. I-VI), several other collections of the autobiographies 

of psychologists have been published, most notable among 

these being Krawiec (1972, 1974). Of course, the autobiog-

raphies of certain psychologists and relevant social scientists 

demand more consideration and gain more attention, such as 

Freud (1935), Hall (1920), C. Jung (1961) to reach back into 

history. More recently, Skinner's first two of four planned 

volumes (1976, 1979) and a sample of his journal entries which 

was edited and published by Epstein (1981) received a great 

deal of attention from psychologists and non-psychologists 

alike. Margaret Mead's A Blackberry Winter (1972) was a best-

seller, and her Letters From the Field: 1925-1975 (1977) was 

also widely read. 

Although not a personal document, biographies of prominent 

psychologists could be used in the same ways in the teaching 

of psychology as autobiographies. Several good collections 

of short biographical sketches exist such as Fancher (1979), 

and many volumes of full-length biographies have been written. 

There are three excellent bibliographies of biographies and 



80 

autobiographies of psychologists that provide many alterna-

tives for psychology course reading lists. The first is a 

bibliography of biographical sketches of more than 700 promi-

nent psychologists (Benjamin, 1974). The second source is a 

bibliography of the autobiographies and the biographies of 

key figures in the history of psychology (Benjamin & Heider, 

1976). The third bibliography contains approximately 100 

sources of biographical and autobiographical material on 

women who have contributed significantly to psychology 

(Benjamin, 1980). 

Many textbooks and courses concerned with the history of 

psychology have "emphasized the development of psychological 

concepts, that is, a history of ideas, or in today's jargon, 

intellectual history" (Benjamin & Heider, 1976, p. 2). 

Recently, textbooks and those interested in the teaching of 

the history of psychology have begun to include biographical 

and autobiographical material to personalize the material 

(Coffield, 1973; Riedel, 1974; Shaklee, 1957; Watson, R. I., 

1975; Weigel & Gottfurcht, 1972). These life history details 

provide a view of the social and intellectual climate that 

surrounded discovery; often it offers a new meaning to the 

nature and significance of ideas. Certainly, the utilization 

of biographical and autobiographical information pertaining 

to key historical figures in psychology enhances any college 

course concerned with the history of psychology. 
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The educational benefits that may accrue from requiring 

or encouraging college students to read the autobiographies 

of psychologists need not be limited to courses in the history 

of psychology (Benjamin & Heider, 1976). As Krawiec (1972) 

stated: 

One way to learn about and understand psychology 

is to study psychologists as they reveal them-

selves in writing about their lives. . .contemp-

orary introductory psychology texts give the 

student little opportunity to explore in depth 

the thinking—the frustrations as well as the 

insights—of the individual working in this field. 

(Preface) 

In a description of a biographical approach to psychology 

instruction, Kellogg (1981) maintained: 

It has been my experience in teaching that 

students often express greater interest about 

the personal lives of famous psychologists than 

about their research and theories. They ask 

questions about such topics as Freud's child-

hood, Piaget's relationship with his children, 

and the reasons why Watson was forced to termin-

ate his academic career. (p. 178) 

Maintaining that the autobiographies of famous psychologists 

constitute psychology at its best, Boice (1977) predicted 

that "autobiographies may be due more attention if the 
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demand of students for more personalized accounts of psychol-

ogy continues: (p. 55). 

Another use of psychologists' autobiographies was con-

vincingly described by Boice (1977). Teachers of psychology, 

perhaps even more so than other readers, may find the reading 

of famous psychologists' autobiographies to be quite ongoing 

reading as it appeals "to that basic and universal trait 

of psychologists, voyeurism" (Boice, 1977, p. 55). Teachers 

of psychology may also learn a great deal about teaching 

psychology from reading the autobiographies of successful 

psychologists, many of whom were teachers. Boice (1977) 

observed: 

Most of our heroes, armed with success and 

perspective, offer valuable reflections on 

the teaching of psychology. Their recollections 

include characteristics of teachers who inspired 

them to careers in psychology, their own exper-

iences and techniques as teachers, and a variety 

of anecdotes to embellish the lectures of readers 

who are teachers of psychology, (p. 55) 

These two combined factors—inherent interest and source 

material concerning teaching psychology—make reading psychol-

ogists' autobiographies dangerously addictive (Boice, 1977). 

As the well-known sleep researcher, Wilse Webb noted: 

I know why I read them. I read about famous or 

infamous or wise people (who are sometimes neither 
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famous or infamous) to learn from them—not so 

much to learn facts or skills or solutions, but to 

learn about courage and grace and daring and hope 

and style. Sometimes even less—to simply vicari-

ously experience life on a broader and more extrav-

agant plan, than will ever be possible for me. 

(Webb in Krawiec, 1972, p. 300) 

And a better example for teachers of psychology could not be 

found. Webb went on in his autobiography to state: 

I am in love with (psychology). . . .1 try to 

express some of this "joie de vivre" so that 

a student may have some vicarious vision of it. 

(Webb in Krawiec, 1972, p. 300) 

There is yet another use of published autobiographies 

in the college teaching of psychology. Sciarra and Milgram 

(1974) advocated the use of excerpts of autobiographies of 

individuals who wrote vividly about their childhood as an 

innovative vehicle for furthering a student's insights into 

human growth and development. They contended that: 

Intellectual awareness of the importance of early 

childhood is a fact, but the sympathetic under-

standing of the emotional impact of certain exper-

iences or a young life is difficult to convey to 

the student of human development. (Sciarra & 

Milgram, 1974, p. 369) 

Autobiographical excerpts can be a valuable source of 
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exploration for students of child development by providing 

interesting material for studying the forces at work in 

childhood that shape and influence the personality. Sciarra 

and Milgram recognized the common pitfalls of autobiographical 

data—validity, subjectivity, biases, and errors of recall, 

but they argued the value of having child development. 

Milgram and Sciarra (1974) assembled a collection of 

autobiographical excerpts for use by students of child 

development. All of the individuals selected for inclusion 

attempted to explore and describe their beginnings. In 

effect, they disclosed their view of why they are like they 

are. The excerpts chosen for this collection were selected 

on the basis of several criteria: readability, diversity 

and depth of introspection. The 30 excerpts selected were 

from individuals such as Ivan Baez, Christiaan Barnard, 

Charlie Chaplin, Dwight D. Eisenhower, Dick Gregory, Chet 

Huntley, Helen Keller, Satchel Paige, Upton Sinclair, and 

Dylan Thomas. The most unique feature of this collection 

of autobiographical excerpts is cross referenced by topics 

within child development, including aggression, bedwetting, 

fears and anxiety, play and games, punishment and discipline, 

school experiences, self-concept, and sex-role identification. 

Milgram and Sciarra reported that the student's reaction 

to the use of these excerpts in their classes was "overwhelm-

ingly favorable" (p. xviii). This particular approach to 
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teaching child development can open up a number of individual-

ized avenues for learning by the interested student (Sciarra 

& Milgram, 1974). Reviewing a number of other autobiographies 

or reading the complete autobiography of an individual might 

result. One of the most important consequences of incorpor-

ating the reading of autobiographical excerpts was described 

by Sciarra and Milgram (1974) as follows: 

For the student who enjoys writing, the use of 

autobiographical excerpts may kindle an interest 

in writing the life story of a parent or a sibbling. 

Furthermore, he may become sufficiently interested 

in his own beginnings to do some personal research 

and searching in order to collect data for his own 

autobiography. This may indeed be the most exciting 

and creative activity to come out of this teaching 

technique. The conscious effort at recalling and 

relating those early experiences and their 

concomitant feelings can be both provocative and 

satisfying to those students interested in under-

standing human behavior and, more importantly, 

in understanding themselves. (p. 373) 

Clearly, the reading of published autobiographies can 

be a valuable educational activity for college psychology 

students. However, if the objectives of such an assignment 

include increased self-understanding, a certain amount of 

identification and empathy must be brought to the reading 
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by the college student. In cases such as this, the value of 

reading an autobiography depends, therefore, partly on the 

similarity that exists between the writer and the reader. 

A college student may have difficulty seeing the similarity 

between himself and a historical figure in psychology, a 

great writer or musician, a celebrity, or a schizophrenic. 

Greater educational value may result, then, if college 

students read autobiographies of other college students. 

Several published collections are available, such as Goethals 

and Klos (1970), White (1952), and one that includes a work-

book (White, Riggs, & Gilbert, 1975). 

White (1974) described a psychology of personality 

course that he has taught for 30 years at Harvard centered 

around the life histories of selected undergraduate students. 

He suggested that his course meets an urgent need, during 

these years, for a better understanding of oneself and others, 

for progress in self-actualization, and for the discovery of 

identity. Students in his class were asked to analyze the 

life histories of college students in a disciplined, 

scientific way. Essay tests and class discussion followed 

each such assignment. White (1974) contended that: 

Maintaining the connection between abstract and 

concrete seems to me an educational objective 

that should not be slighted. . .life histories 

are especially well-suited to keep theories of 

personality attached to an observational base. 

(p. 70). 
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According to White, the value of this assignment was not only 

that the students used the concepts from the course to in-

crease their understanding of another individual, but that 

nearly one-third of the students chose to make use of the 

course content in writing their own autobiography. 

Writing an Autobiography 

The possible educational benefits of reading autobiographies 

in college psychology courses are far exceeded by the potential 

effects of college students writing their own autobiographies. 

Many have suggested that the humanistic educational objective 

of increased self-awareness and self-actualization may result 

from writing one's own life story. In fact, one of the most 

acclaimed consequences of reading autobiographies was that it 

may lead to writing one. In confluent education, however, the 

content of a course is not to suffer from too much emphasis 

on the personal growth of the students. 

Traditionally, the content of a college course is ampli-

fied through a term paper, which is assigned to encourage an 

in-depth understanding of a particular topic within a course's 

curriculum. Students are not the only group who question this 

task, as Eble (1976) wrote: 

In general, the term paper is a bad assignment. 

Teachers rarely think through their reasons for 

assigning papers, take too little account of the 

demands papers make on the students, and are too 

sanguine about the results, (p. 91) 
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Conceptually, however, term papers remain attractive to college 

professors, and for this among other reasons, they continue 

to assign them. Ideally, term papers should allow students 

an "opportunity to explore problems of special significance 

to them. In this way, instructors hope to capture increased 

motivation" (McKeachie, 1978, p. 144). Accordingly, the 

substitution of writing an autobiography for a traditional 

term paper appears valid. Writing an autobiography in college 

psychology classes may lead not only to increased self-aware-

ness and personal growth but to the development of better 

writing skills and to the more substantive learning of psy-

chological concepts—all paramount objectives to a confluent 

approach to college psychology instruction. 

English composition teachers have known for decades the 

potential advantages of assigning an autobiography as a writ-

ing task. In addition to having a familar topic for writing, 

students enjoy autobiographical writing and learning about 

themselves (Crouse, 1944; Miller, 1940; Sabotka, 1941). 

Later advocates of autobiographical writing in composition 

classes stressed the value of the resulting increases in 

self-awareness (Beach, 1976; Daniels & Gudlack, 1976; Simon, 

Hawley, & Britton, 1974). The use of autobiographical read-

ing and writing has been especially popular in composition 

and literature classes for homogeneous groups such as women 

or blacks (Bell, 1977; Jelinek, 1976; Juhasz, 1978). 
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According to Boegeman (1980) , however, since English 

instructors are turning away from personal writing and 

reverting to rhetorical approaches to composition "because 

of an easy association of personal writing with personal 

license, rather than with thoughtful self-analysis" (p. 663). 

Boegeman argues that personal writing can teach the same 

analytic skills that any other writing exercise teaches and 

that it "leads not to narcissism, as some would fear, but 

to a sense of growth attendent upon analysis" (p. 666). 

She argued that college students need to examine their own 

lives and defend their own ideas to develop internal motiva-

tion to learn. Moreover, she maintained that: 

Student writing in freshman composition is alive 

and fresh when students write about their real 

and immediate problems, that is, when they write 

in the first person and draw on material from their 

own lives. (Boegeman, 1980, p. 662) 

According to Martin (1976) and (Maimon, Belcher, Hearn, 

O1Conner, & Nodine, 1981) students must be assigned writing 

tasks in classes other than just composition for the signi-

ficant improvement of student writing to occur, and according 

to composition teachers such as Boegeman (1980), these assign-

ments should be autobiographical in nature. 

Calhoun and Selby (1979) recognized that despite the 

increased demand for the "basics" at all levels of education 

fewer psychology faculty at the college level are requring 



90 

and supervising student writing. The answer, according to 

Calhoun and Selby, is to teach a separate psychology course 

that focuses exclusively on teaching students the skills of 

library research and of writing in psychology. They sug-

gested that the course consist of "creative writing" assign-

ments with an autobiographical theme but that could still be 

tied directly to research and theory in psychology. 

Spiegel, Cameron, Evans and Nodine (1980) agreed with 

Calhoun and Selby that many students lack competence in 

writing skills and that this lack of writing skills can 

adversely affect the teaching of psychology. However, 

Spiegel, et al., argued that, since writing skills can and 

should be everyone's responsibility, the integration of 

writing assignments into existing psychology courses is a 

more effective and efficient way to teach psychology and 

to teach writing. Teaching writing skills in psychology 

classes also teaches good writing in general, as writing 

needs a context and a purpose. Strategies for doing this 

include assigning short reaction papers during class when 

the opportunity presents itself. Specific writing strate-

gies, such as brainstorming, list-making, organizing, 

evaluating, reviewing, and rewriting may make more tradi-

tional writing assignments such as essay questions, papers, 

and laboratory reports more beneficial to the student. 

Moreover, requiring students to write in a psychology 

class facilitates the acquisition and retention of course 
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content. Spiegel, et. al. (1980) described this teaching 

through writing approach in the following way: 

Writing is not just a means for the student 

to convey to the teacher what he or she has 

learned. It should be used as a means of 

learning the concepts in a discipline. Writ-

ing requires active thinking and involvement 

with an issue. Students can learn to expand, 

clarify, and organize their thinking through 

writing. . .Not only is the student's writing 

improved, but his understanding of the subject 

matter is greatly enhanced, (p. 242) 

Similarly, Britton (1975) suggested that writing has important 

and powerful functions beyond the communicative, that because 

it corresponds significantly with learning strategies it has 

been an untapped source for improving student learning. 

Writing an autobiography in a psychology class, then, 

may do more than lead to greater insight and personal growth. 

The goals of a confluent educational approach may be met by 

students learning the cognitive concepts of psychology while 

benefiting themselves as well. McKeachie's (197 8) goal of 

psychology instruction, "the ability to see the operation 

and meaning of major psychological concepts and principles 

in everyday life" (p. 280), may be better attained by students 

who write their autobiography in a psychology class. 

This potential benefit of autobiographical writing in an 

educational context has been noted by several advocates of 
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the use of personal documents in psychology. Allport (1942) 

observed the frequency of such an assignment in courses such 

as mental hygiene, social psychology, and the psychology of 

personality and recommended it for its value in the education 

of students. Brower (1947) required the students in an abnor-

mal psychology class to write an autobiography as an integral 

part of the course. The student's task was to apply psycho-

dynamic concepts derived from the course to his own life, 

experiences and adjustments. The objectives of the assign-

ment were to personalize the information disseminated in the 

class, provoke critical thinking, and improve the individual's 

state of personal and social adjustment. Brower's data con-

sisted of student evaluations of how well the latter objective 

was met; the results were positive. 

More recently, Baldwin (1972) recommended the assignment 

of structured, topical autobiographies in psychology of per-

sonality classes which he described as a "creative combination 

of ideographic and nomothetic data that aids in the develop-

ment of concepts about specific aspects of personality" 

(p. 77). Sell (1977) was primarily interested in the rela-

tionships between personality characteristics, choosing to 

write an autobiography, and the therapeutic consequences of 

having written one. Nevertheless, the setting was a psychol-

ogy of personality class, and Sell made note that writing 

an autobiography can facilitate the acquisition of academic 

knowledge. In upper-division personality courses, Carlson 
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(1971) had students write brief introspective accounts of 

selected personality constructs for use in class projects 

exploring methods of personality assessment. 

Research Concerning the Educational Effects of Writing an 

Autobiography 

A small number of investigators have attempted to explore 

in-depth the educational value of writing an autobiography. 

In psychology of personality classes, J. Jung (1972, 1973) 

asked his students to write an optional, anonymous, unstructured, 

comprehensive autobiography. The instructions were to explain 

"why I am the way I am." Approximately 80 per cent completed 

the assignment, and each was assigned an identification number. 

Additionally, the students completed various personality 

inventories and a standardized biographical information form. 

The primary objective of the project was to provide materials 

that might illustrate the organization and development of 

personality. The use of student autobiographies was thought 

to increase motivation and interest in the course material. 

The students were then required to write a paper where they 

developed a hypothesis about personality differences and then 

used the autobiographies for supporting evidence. Anonymous 

student evaluations revealed that enthusiasm for the assign-

ment was great and that many students felt that the project 

had been an important learning experience about the objective 

study of personality. As J. Jung (1972) wrote: 
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There was unanimous agreement that it was a 

worthwhile experience both educationally and 

therapeutically. . . . Many indicated that it 

had been the most worthwhile project they had 

had during college, (p. 782) 

Ingram (1979) assigned a structured, topical autobiogra-

phical project to students in a sociology of religion class. 

The assignment was a religious autobiography intended to 

encourage students to see the effects of social variables 

on their religious development; that is, to describe the 

role and influence of others on their beliefs, attitudes, 

and practices at different points in their life. The goal 

of the project was an increased understanding of the 

sociological concepts concerning religion as well as one's 

own religious development to: "bridge the gap between 

sociological generalizations and personal experience" 

(Ingram, 1979, p. 167). Student evaluations of the assign-

ment were reported to have been good with a minority of 

students denying any benefits from this project. Ingram 

suggested that this autobiographical approach to learning 

could be employed in many other sociology classes such as 

marriage and the family, deviance, social change, community 

organization, race relations, and social psychology. 

The foremost researcher in autobiographical approaches 

to learning is Hettich (1974, 1976, 1978, 1980a, 1980b, 

1981). Hettich (1974, 1976) described the use of an 
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autobiographical technique of learning wherein students relate 

course material to their thoughts and experiences through 

keeping a journal. Hettich (1976) described a journal as: 

It is a topical autobiography; a short dis-

continuous personal document which represents 

the excerpting from an individual's life of a 

special class of events—in this case, events 

constituting a psychology course, (p. 60) 

The aim of the journal, according to Hettich, is to 

partially individualize a psychology course. The students 

are required to write at least two entries per week that are 

anchored directly to course content. The journal is a 

"means of connecting the knowledge, concepts, and ideas 

which they acquire from the course to their past and present 

experiences" (Hettich, 1976, p. 60). Hettich gives the 

students detailed guidelines complete with examples. The 

journals are collected periodically and evaluated on their 

depth of thinking, accuracy, types of entries (examples, 

applications, evaluations, analyses, and new ideas), and 

the number of entries written. 

According to Hettich, the use of a journal in a psychol-

ogy course contributes an individualized component to the 

course. As a result: 

The journal enhances the students understanding 

of many abstract psychological concepts and 

forge their thoughts on broader issues, using 
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their own words and experiences as tools. Thus, 

psychological concepts become anchored to the 

students' cognitive framework, not just to 

examples provided by the textbook and teacher. 

(Hettich, 1976, p. 61) 

Additionally, the journal provides the teacher with data for 

student evaluation as well as extending course time for the 

student and providing for more effective learning. 

The students enrolled in learning, experimental, cogni-

tion, and introductory psychology courses completed question-

naires consisting of seven items that were ratings of the use 

of the journal. The students rated the journal as a valid 

measure of learning, a source of feedback, a means of stimu-

lating critical thinking, a way of permitting self-expression, 

and a supplement to exams. However, the journal was not rated 

as a strong source of motivation for learning course materials. 

Hettich also reported that 95 per cent of the students preferred 

keeping a journal to writing a term paper due to its breadth, 

personal nature, interest level, and its distribution through-

out the course. 

Hettich (1978, 1980a) reported on his use of the journal 

in other psychology classes: consumer psychology, effective 

study, industrial, physiological, and statistics. The student 

evaluation results were not substantially different from the 

earlier course results. Hettich also surveyed other teachers 

who assigned journals in such courses as introductory 
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psychology, practicums, educational psychology, behavior 

modification, social psychology, child development, history 

and systems, family relationships, criminal justice, and 

evaluation methods. The surveyed teachers varied in their 

responses but they agreed that: 

The journal permits the teacher to monitor 

development; it legitimizes the students' 

private agenda and makes it an integral part of 

the learning experience; it helps students make 

connections between concepts studied in class 

and their everyday experiences. (Hettich, 1980a, 

p. 106) 

The teachers were nearly unanimous in what they liked the 

least about assigning journals: grading. Hettich (1978) 

concluded that: 

The journal is one effective technique for 

getting most students to connect course content 

with personal experiences, at least in many of 

the courses that comprise contemporary psychol-

ogy programs. (p. 14) 

Hettich (1980b) continued to extend the range of 

applications of the journal technique by advocating its 

use as a qualitative adjunct to conventional program 

evaluation. In this role, the journal, kept by the 

evaluator, can function as "a data storage instrument, a 

topical biography of a program, and a source of feedback" 

(Hettich, 1980b, p. 19). 
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Statement of the Problem 

The use of personal documents in psychology, especially 

the autobiography, has persisted from the seminal works of 

G. Stanley Hall and Gordon Allport to the present. Such 

tenacity deserves the consideration of any researcher, 

practitioner, or teacher of psychology. Although burdened 

with problems for the rigid behaviorist, the research uses 

are boundless, and the plea for more such collaborative 

methods is being heard in increasing numbers (Carlson, 1971). 

As a diagnostic or therapeutic adjunct in clincial or 

counseling settings, the autobiography is indisputably worth 

examining (Annis, 1967). There are innumerable suggestions 

that there is value in writing an autobiography for self-

insight and personal growth (Ingram, 1979; J. Jung, 1972, 

1973). Within a humanistic or confluent educational phil-

osophy, the potential for the use of autobiographical 

materials is impressive, both as reading material (Boice, 

1977; Radford & Rose, 1980; Sciarra & Milgram, 1974) and 

for writing assignments (Hettich, 1981; J. Jung, 1972, 1973; 

White, 1974). Nevertheless, as Annis (1967) deplored: 

Clearly, the autobiography is a versatile 

communication tool in counseling, clinical, 

educational, and research settings. It has 

received much acclaim, but this has been 

primarily at the testimonial level. . .it 

seems unfortunate that professional and 



99 

scientific psychology have not employed and 

studied a communication instrument with the 

potential of the autobiography more extensively, 

(pp. 14-15) 

In addition to the autobiography's role in idiographic 

personality research and various clinical settings, numerous 

suggestions have been made concerning the possible value of 

writing an autobiography for increasing self-awareness and 

facilitating self-actualization. Yet, only one study has 

investigated the potential therapeutic effects of writing 

an autobiography. Sell (1977) examined the relationship 

between personality characteristics and choosing to write 

an autobiography in a college personality psychology class. 

He also examined the effects of the experience for persons 

choosing to compose their autobiographies. Sell found 

that the more neurotic students chose to write their auto-

biography but that the task had no significant effect on 

either neuroticism or extraversion. However, writing an 

autobiography may have a greater impact on other charac-

teristics—those associated more with self-actualization 

such as greater self-awareness, living more in the present, 

and relying more on one's own self rather than others. It 

is assumed that the intervening variable operative in the 

writing of an autobiography is self-disclosure. It is 

further assumed that self-disclosure leads to greater self-

actualization (Jourard, 1971a). 
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Another potential value in writing an autobiography in 

an undergraduate developmental psychology is that the 

process of examining and disclosing one's life through 

writing may facilitate and strengthen the learning of the 

course content. Again, numerous claims have been made for 

the role of autobiographical writing in education, but only 

one researcher has investigated its value in college psycho-

logy instruction. Hettich (1976, 1978, 1980a, 1980b, 1981) 

has explored the value of having students enrolled in various 

psychology classes keep an autobiographical journal. The 

objective of the assignment was to strengthen the course 

concepts by linking them with personal experiences, and 

according to student evaluations, the objective was obtained. 

The major limitation to Hettich's studies is that his data 

were limited to student-self evaluations. A study is needed 

that will investigate actual achievement of the course con-

tent in addition to the students' perception of the value of 

autobiographical writing in learning. 

Very little is known about the differences between 

structured and unstructured autobiographies (Annis, 1967), 

but according to Mueller, Schmieding, and Shultz (1964), there 

may be an inverse linear relationship between the quantity 

and quality of information presented in autobiographies and 

the degree of structure imposed on the assignment typically 

through the instructions. In other words, a completely 

unstructured autobiography might yield the most information 
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about peers, school, home, values, etc. Mueller, et. al. 

proposed that, with less structure, autobiographical 

writers would be free to write about a wide range of feelings 

and events and thereby focus in on specific personal concerns. 

Therefore, writers of unstructured autobiographies would 

be more likely to engage in meaningful self-disclosure, 

which is assumed to lead to increased self-actualization 

(Jourard, 1971a). Furthermore, if meaningful self-disclosure 

in an autobiography is an indication of involvement with 

the writing task, then the student's understanding of the 

course subject matter would be enhanced as a result of 

writing an unstructured autobiography in an undergraduate 

psychology class (Spiegel, Cameron, Evans, & Nodine, 1980). 

Stated differently, educational benefits are inversely 

related to the degree of structure imposed upon the assign-

ment. The paucity of studies concerning the role of 

structure in writing an autobiography suggests a need for a 

more definitive investigation of the potential effects of 

various levels of structure on the outcomes of autobiograph-

ical writing. 

Finally, the question of who benefits the most from 

completing autobiographical tasks was raised by previous 

researchers such as Hettich (1976, 1978); Sell (1977); & 

White (1974). Each of these autobiographical researchers 

noted that the potential benefits of writing an autobiography 

are subject to individual differences and suggested that 
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future researchers investigate the characteristics of those 

who benefit the greatest from autobiographical writing. 

Again, stemming from the notion that self-disclosure is 

the basis for the therapeutic and educational effects of 

writing an autobiography, those individuals who tend to 

self-disclose more are those individuals who will benefit 

the most from writing their autobiography in an undergrad-

uate psychology class. Among the characteristics of high 

self-disclosures documented by Jourard (1971b), one of the 

most consistent was being female. Women tend to disclose 

more than men. Therefore, women should experience greater 

therapeutic and educational effects from writing their 

autobiographies in an undergraduate psychology class. 

The purposes of the present study were to investigate 

the possible therapeutic and educational effects of writing 

an autobiography in an undergraduate psychology class, to 

explore the role of structure in writing an autobiography, 

and to determine if any"significant sex differences exist 

in the effects of writing an autobiography. Several hypo-

theses were advanced concerning these purposes. 

In this investigation, the following operational defini-

tions were utilized in the classification of the degree of 

structure imposed upon the autobiographical assignment: (a) 

Structured autobiography—the individual is provided with a 

detailed outline to follow in writing their life history; 

(b) Semistructured autobiography—the individual is 
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instructed to keep an autobiographical journal for a 

specified time period before writing their life history; 

(c) Unstructured autobiography—the individual is simply 

instructed to write his life history. Additionally, the 

following operational definitions were employed in the 

measurement of the therapeutic effects of writing an auto-

biography: (a) Time competence—a measure of self-actuali-

zation determined by the participant's score on the Time 

Competence Scale of The Personal Orientation Inventory. 

High scores on the Time Competence Scale indicate the ability 

to live more fully in the here and now by being able to tie 

the past and the future to the present in meaningful con-

tinuity, and (b) Innerdirected support—a measure of self-

actualization determined by the participant's score on the 

Inner Directed Support Scale of The Personal Orientation 

Inventory. High scores indicate that the source of direction 

for the individual is inner in the sense that he is guided 

by internal motivations rather than external influences. 

Hypotheses 

Hypothesis 1. The time competence of students enrolled 

in an undergraduate developmental psychology course who write 

an autobiography under any condition of structure will be 

significantly different from that of a control group of 

students who do not write an autobiography. 

Hypothesis 2. The time competence of students enrolled 

in an undergraduate developmental psychology course who write 
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an autobiography will be significantly different under the 

structured, semistructured, and unstructured autobiograph-

ical conditions. 

Hypothesis 3. The time competence of female students 

enrolled in an undergraduate developmental psychology course 

who write an autobiography under any condition of structure 

will be significantly different from that of male students 

who write an autobiography under any condition of structure. 

Hypothesis 4. The innerdirectedness of students en-

rolled in an undergraduate developmental psychology course 

who write an autobiography under any condition of structure 

will be significantly different from that of a control group 

of students who do not write an autobiography. 

Hypothesis 5. The innerdirectedness of students 

enrolled in an undergraduate developmental psychology course 

who write an autobiography will be significantly different 

under the structured, semistructured, and unstructured 

autobiographical conditions. 

Hypothesis 6. The innerdirectedness of female students 

enrolled in an undergraduate developmental psychology course 

who write an autobiography under any condition of structure 

will be significantly different from that of male students 

who write an autobiography under any condition of structure. 

Hypothesis 7. The academic achievement in an undergrad-

uate developmental psychology course of students who write 

an autobiography under any condition of structure will be 
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significantly different from that of a control group of 

students who do not write an autobiography. 

Hypothesis 8. The academic achievement in an under-

graduate developmental psychology course of students who 

write an autobiography will be significantly different under 

the structured, semistructured, and unstructured autobio-

graphical conditions. 

Hypothesis 9. The academic achievement in an under-

graduate developmental psychology course of female students 

who write an autobiography under any condition of structure 

will be significantly different from that of male students 

who write an autobiography under any condition of structure. 

Hypothesis 10. The student self-evaluations of the 

therapeutic effects of writing an autobiography will be 

significantly different under the structured, semistructured, 

and unstructured autobiographical conditions. 

Hypothesis 11. The student self-evaluations of the 

therapeutic effects of writing an autobiography will be 

significantly different for male and female students en-T-

rolled in an undergraduate developmental psychology course. 

Hypothesis 12. The student self-evaluations of the 

educational effects of writing an autobiography will be 

significantly different under the structured, semistructured, 

and unstructured autobiographical conditions. 

Hypothesis 13. The student self-evaluations of the 

educational effects of writing an autobiography will be 
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significantly different for male and female students 

enrolled in an undergraduate developmental psychology 

course. 

Method 

Participants 

The participants in this study were 142 college sopho-

more students of both sexes enrolled in one of four sections 

of an undergraduate developmental psychology course at a 

large suburban community college in Northeast Texas. Only 

those students who remained in the course throughout the 

semester were included in the study. The withdrawal rate 

for each of the four classes was essentially the same (6.5%, 

7.4%, 6.3% and 7.1%). Of the participants in the treatment 

groups requiring an autobiography or alternative project, 

only four did not complete an autobiography. Two completed 

an alternative project, and two did not complete any written 

project. Both of the participants who did not complete the 

assignment stated that it was not due to the nature of the 

project, but rather to a lack of commitment to college in 

general. Ten participants with incomplete data were so 

classified because of missing or invalid data on one of the 

criteria measures. Complete data were obtained on 12 8 

participants. Table 1 provides a breakdown of the principal 

subject characteristics. 
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Table 1 

Principal Subject Characteristics 
X Independent Variables 

Characteristic 

Sex Age 

Treatment 
Autobiography N Male Female Mean S.D. 

Structured 27 6 21 26.9 10.2 

Semistructured 23 5 18 24.7 7.4 

Unstructured 36 9 27 22.1 4.9 

None 42 7 35 25.5 7.5 

Ethical Procedures 

The students assigned to the experimental groups of this 

study were asked to write their autobiographies—a rather 

personal assignment; therefore, there were five ethical con-

cerns of particular importance to this study: (a) relevancy 

of the research task as a course assignment; (b) respect of 

the students' right to privacy and freedom to decline to 

participate; (c) confidentiality of the content of the auto-

biographies; (d) referral of students with adjustment problems 

to an appropriate facility; and (e) feedback concerning the 

study. The students who participated in this study signed a 

consent form (see Appendix A). Approval for the study was 
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obtained from the administration of the institution in which 

the students were enrolled. 

Relevancy. Students should only be required to complete 

assignments that relate to the area of instruction. Parti-

cipation in research is no exception. Britton (1979) reported 

that although his participants gave moderately positive rat-

ings to the educational value of being in an experiment, 

this could greatly be improved by drawing attention to 

relevant course material, contemporary phenomenon, and 

problems of society. The objective of writing an autobiog-

raphy as an assignment in a developmental psychology class 

is to apply the concepts of the course content to one1s 

own life experiences—clearly a relevant assignment. Further-

more, the potential self-awareness and personal growth that 

may result correspond with students' goals for psychology 

classes (Malin & Timmreck, 1979; McKenzie & Cagemi, 1978). 

According to Diemer and Crandall (1978) and Menges 

(1973), many psychological experiments are characterized by 

boredom and triviality, cannot confer educational value, and 

serve only to alienate students from psychology when subjects 

are coerced to participate. Writing an autobiography may be 

an exception to these generalizations, for some students. 

Privacy. According to the American Psychological 

Association's Ethical Principals in the Conduct of Research 

with Human Participants (1973): 
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Ethical research practice requires the investi-

gation to respect the individual's freedom to 

decline to participate in research or to dis-

continue participation at any time. (p. 2) 

Several autobiographical researchers have recommended that 

students in college classes be permitted to choose an assign-

ment other than an autobiography to meet course requirements 

(Allport, 1942; Ingram, 1979; Jung, 1972; Sell, 1977) . 

In Allport's (1942) words, there is great value in doing so: 

In college courses students can be required to 

write autobiographies. (It is unwise to make 

this requirement rigid and inescapable. Exper-

ience shows that when students are given their 

option in writing either an autobiography or a 

case study of some other personality, the 

majority—often 80%—chose to write about them-

selves. By giving this option there is no 

element of compulsion and no accusation of bad 

taste.) In writing under such conditions, the 

student at first is merely carrying out an 

assigned task, but in the process of writing, 

his interest becomes deeper and personal 

motives are brought into play. Nearly all 

students like the assignment and are grateful 

for the incentive to produce a personal 

document. (p. 72) 
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Sell (1977) found that stable persons tend not to choose to 

write autobiographies, and argues: 

This fact underscores the need for offering 

additional options in academic assignments. 

Whether for academic or personal reasons, the 

choice of these students not to pursue such 

alternatives be made available if they are to 

have personally relevant experiences. (p. 182) 

A recent empirical study by Leak (1981) reveals that 

students recognize coercion but do not object to its pres-

ence. Nevertheless, for such a personal task as writing 

an autobiography, alternatives should be made available. 

In Leak's study, the students could choose to write a case 

study of an individual unrelated to them or a traditional 

term paper reviewing the literature concerning an approved 

topic in developmental psychology. 

Confidentiality. Not only should the students have the 

choice of retaining their privacy by declining to participate 

in a research study requiring the writing of an autobiography, 

but they also have the right to participate with the assurance 

that the content of their autobiography will be kept confi-

dential. In the present study, not only did the instructions 

for writing the autobiography state that the content would be 

held in confidence, but the participants were to identify 

their papers by student identification numbers only. In 

this way, the experimenter-instructor could evaluate the 

paper without knowing the authors' identities. A list of 



Ill 

student identification numbers and corresponding grades 

were kept and later recorded in the grade book by a third 

party. This procedure was explained to the students at the 

time the assignment was made as well as when the papers were 

turned in at the end of the semester. The autobiographies 

were returned to the students after the evaluations were 

complete. 

Referrals. Another ethical consideration for a project 

such as the present investigation is that 

A teacher of psychology who becomes aware of an 

adjustment problem in a student who might profit 

by counseling or psychotherapy should assist the 

student to find such help if it is available. 

When a student requests assistance, and counseling 

facilities are not available, the non-clinically 

trained instructor may offer help as an immediate 

expedient. In doing so he should indicate to 

the student that he is acting not as a trained 

counselor or clinical psychologist but simply 

as a teacher interested in his welfare. Private 

clinical work with a student, for a fee, is con-

sidered an unwise practice, since it may confuse 

the relationship between the student and the 

instructor in other activities. (McKeachie, 1978, 

pp. 219-220) 

Students in the current study who expressed adjustment 

difficulty were referred to the college counseling center. 
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Feedback. Participants in the present study were 

provided feedback of three types at the conclusion of the 

data collection analysis: (a) a description of the hypothe-

ses and results; (b) an opportunity to discuss the partici-

pant's individual scores on the criterion measures; and (c) 

appropriate personal comments on the participant's auto-

biography. According to Lemkau (1981), the latter of these 

feedback modes is particularly important. As White (1974) 

stated: 

If we invite students to offer us a personal 

document we should be prepared to give a personal 

response, one that communicates careful reading, 

appreciation, perhaps sympathy, perhaps a few 

well chosen suggestions, (p. 70) 

Experimenter 

The experimenter-instructor was a doctoral student with 

10 years experience teaching undergraduate developmental 

psychology. All the sections of developmental psychology 

were taught by this one experimenter-instructor. 

The potential for experimenter bias is present in any 

experiment in which the experimenter collects the data, 

but it appears to be greater when the interaction between 

the experimenter and subject is a critical part of the 

procedure (Sidowski & Lockard, 1966). The interaction 

between the experimenter-teacher and the participants in the 

present study was primarily in a group setting and not a 
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critical component of the research procedure. Furthermore, 

every effort was made to teach the four classes in the same 

manner. All four classes listened to the same lectures, 

saw the same films, read the same textbook, and took the 

same examinations. 

The potential is also present for the experimental 

procedures to interfere with the teaching of the classes. 

Both Chute (1974) and Dorsel (1981) wrote about specific 

ethical quandaries for the experimenter-instructor, and 

both concluded that researching one's own classes may dras-

tically interfere with the teaching-learning situation, if 

the research procedures occupy a higher priority than the 

instructional goals and strategies. These potential inter-

ferences are more likely when the experimental manipulations, 

such as random assignment of subjects to experimental con-

ditions, take place within the same class, as opposed to 

between classes, as when used as intact groups (Chute, 1974). 

Nevertheless, asking students to write their auto-

biographies as an assignment in a developmental psychology 

class and as a research task meets the call of Carlson (1971) 

for more "collaborative research" where the researcher and 

subject act as collegues in the research for answers rather 

than as employer and employee. Also, using academic achieve-

ment in a particular class (as in this investigation) necessi-

tates the standardization of teaching objectives and techniques, 

a difficult procedure when more than one teacher is involved. 
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Criterion Measures; Self-Actualization 

Maslow (1970) developed the idea of the self-actual-

izing person—a person who is more fully functioning and 

lives a more enriched life than does the average person. 

Such an individual is seen as developing all of his or her 

unique capabilities. The Personal Orientation Inventory 

(POI) was developed by Shostrom (1964, 1974) to measure an 

individual's degree of self-actualizing. The POI provides 

comprehensive measurement of the values and behavior seen 

to be important in the development of self-actualization. 

The POI consists of 150, two-choice, comparative-value and 

behavior judgements such as: 

1. I only feel free to express warm feelings 

to my friends; and 

2. I feel free to express both warm and hostile 

feelings to my friends. 

The items are scored twice, first for 2 basic scales of 

personal orientation, Inner Directed Support (127 items) 

and Time Competence (23 items), and second for 10 subscales, 

each of which measures a conceptually important element of 

self-actualization. These two basic scales were utilized as 

criterion measures in this study, as they are the only scales 

that do not have overlapping items. The subscales were not 

conceptualized as representing independent dimensions, but 

they may be useful in discussing self-actualization. A 

brief description of each of these subscales is necessary for 

a complete understanding of the POI. 
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The Self-Actualizing Value Scale (SAV) measures affir-

mation of primary values of self-actualizing persons. The 

Existentiality Scale (Ex) measures the ability to situation-

ally or existentially react without rigid adherence to 

principles. The Feeling Reactivity Scale (Fr) measures 

sensitivity of responsiveness to one's own needs and feel-

ings. The Spontaneity Scale (S) measures freedom to react 

spontaneously or to be oneself. The Self-Regard Scale (Sr) 

measures affirmation of self because of worth or strength. 

The Self-Acceptance Scale (Sa) measures affirmation of 

acceptance of self in spite of weaknesses or deficiencies. 

The Nature of Man Scale (Nc) measures the degree of the 

constructive view of the nature of man, masculinity, and 

femininity. The Synergy Scale (Sy) measures ability to be 

synergistic, to transcend dichotomies such as work and 

play, or lust and love. The Acceptance of Aggression Scale 

(A) measures ability to accept one's natural aggressiveness 

as opposed to defensiveness, denial, and repression of 

aggression. The Capacity for Intimate Contact Scale (C) 

measures ability to develop intimate relationships with 

other human beings, unencumbered by expectations and 

obligations. 

Time competence. The first of the basic orientation 

scales used as a criterion measure of self-actualization in 

the present study was the Time Competence Scale (Tc), a 

measurement of the degree to which one is "present" oriented. 
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The self-actualizing person is primarily time competent, 

appearing to live more fully in the here-and-now. Such a 

person is able to tie the past and the future to the present 

in meaningful continuity. A person who is past-oriented may 

be characterized by guilt, regret, remorse, and resentments. 

A person who is future-oriented is an individual who lives 

with idealized goals, plans, and expectations—obsessively 

worrying about the future. This scale is based on 23 items, 

with possible scores ranging from 1 to 21. Higher scores 

indicate greater present orientation. POX subscales that 

correlate the highest with Time Competence are Self-Regard 

(.44) and Self-Acceptance (.43). 

Inner-directed support. The second of the basic orien-

tation scales used as a criterion measure of self-actualiza-

tion in the present study was the Inner-Directed Support 

Scale (I), a measure of the degree to which one is guided 

by internal motivations, rather than external influences. 

The inner-directed person goes through life apparently 

independent, but still obeying an incorporated psychic 

"gyroscope" implanted early in life. This source of 

direction becomes generalized as an inner core of principles 

and character traits. The other-directed person may become 

over- sensitive to others' opinions in matters of external 

conformity. Approval by others may become the highest goal. 

This scale is based on 127 items with possible scores ranging 

from 52 to 95. Higher scores indicate greater inner-directed-

ness, according to Shostrom (1974). POI subscales that 
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correlate the highest with Inner-Directed Support are 

Existentiality (.70), Spontaniety (.71), Self-Regard (.62), 

and Self-Acceptance (.63). 

Validity. The POI's validity has been investigated by 

several different means and in general, has proven to be a 

valid measure of self-actualization. Shostrom (1964) found 

that the POI significantly differentiated between a group 

of beginning outpatients entering therapy and another group 

in advanced states of therapeutic progress. All scales 

significantly differentiated a group of 100 hospitalized 

psychiatric patients from the normal adult sample (Fox, 

Knapp, & Michael, 1968). 

Another approach to estimating the validity of a 

psychometric instrument is to correlate it with other 

standard instruments. Shostrom and Knapp (1966) investi-

gated the correlations of the POI scales and the MMPI 

scales. More significant relationships were obtained for 

the POI scale correlated with the MMPI social I.E. scale 

(S) than any other. Using two samples, 12 of the 24 

correlations were .40 or greater. The correlations were 

negative since S is a measure of social alienation and 

withdrawal and the POI scales are measurements of healthy 

traits. The MMPI Depression scale (D) is a measure of 

intropunitiveness. The healthy complement to this scale, 

as measured by the POI might be Acceptance of Aggression 

(A). In fact, D (MMPI) and A (POI) correlated between -.37 

and -.53. The Inner-Directed Support (I) and Self-Regard 
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scales of the POI both correlated over -.40 with the D scale 

(MMPI). 

When college students were divided into a "high" 

neurotic group and a "low" neurotic group by the Eysenck 

Personality Inventory, the mean scale scores for each of the 

POI scales differentiated the two groups significantly 

(Knapp, 1965). Meredith (1967) correlated the POI scales 

with the 16PF and the Gui1ford-Zimmerman Temperament Survey. 

The significant correlations indicate that self-actualization 

is related to 16PF traits of being assertive, happy-go-lucky, 

expedient, venturesome, and self-assured. Correlations 

against the factors measured by the Guilford-Zimmerman 

Temperament Survey depict self-actualizing students as 

emotionally stable, objective, active, and sociable. 

Reliability. Test-retest reliability coefficients 

have been obtained for the POI. Klavetter and Mogar (1967) 

administered the POI twice, a week apart, to a sample of 

college students and obtained reliability coefficients for 

the major scales of Time Competence. (.71) and Inner-

direction (.77). The coefficients for the subscales ranged 

from .52 to .82. Ilardi and May (1968) conducted a test-

retest over a one year period and found reliability coef-

ficients of .32 and .74. 

Faking and social desirability. Knapp (1971) asked 

beginning psychology students to take the POI and respond 

as though they were applying for a job and wanted to make 

a good impression. The results suggested that deliberate 



119 

distortion with "fake good" instructions does not produce 

POI profile characteristic of self—actualizing individuals. 

Only two scales, Self-Regard and Nature of Man, approached 

the average scores for the self-actualizing validation 

group. Brown and LaFaro (1969) concluded that knowledge 

of the characteristics of self—actualizing person in addition 

to the motivation to make a good impression are both neces-

sary for individuals to "fake" a self-actualizing POI profile. 

Warehine and Foulds (1973) and Knapp and Comrey (1973) 

correlated POX scale scores with scales developed to measure 

the tendency to give socially desirable responses. Inner-

directed (I), Existentiality (Ex), Feeling Reactivity (Fr), 

Self-acceptance (Sa), Acceptance of Aggression (A), and 

Capacity for Intimacy (C) were all significantly and nega-

tively correlated. This is probably due to the fact that 

most personality scales are biased xn the direction of generally 

accepted cultural standards, whereas the POI is biased towards 

the self-actualization model of personality rather than on 

cultured norms. 

Acquiescence. Another response set that has been 

identified in test response is acquiescence or the tendency 

to answer "true" or "yes" (Anastasi, 1976). The POI items 

are of a forced-choice between two statements, avoiding 

answers such as "true" or "yes". For example: 

1. I do what others expect of me; and 

I feel free to not do what others expect of me. 
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Additionally, items in the POI are stated both positively 

and negatively as a further safeguard against response sets. 

Criterion Measure: Academic Achievement 

Each participant's academic achievement in the develop-

mental psychology classes was assessed by the mean score 

of four 50 item, multiple choice examinations covering course 

content and administered at equal intervals during the 

semester. Thus, this criterion measure sampled progress on 

all objectives at fixed intervals. According to McKeachie 

(1978), this is a superior method to using only a final 

examination score, as is often the case in educational 

research. 

Criterion Measure: Student Self-Evaluation 

A student-self evaluation instrument was utilized 

in this study to measure the student's perceptions of the 

value of writing an autobiography in an undergraduate 

developmental psychology class. 

Validity. Student evaluations of instruction have been 

and continue to be an area of great controversy. Doyle 

(1975) reviewed a substantial amount of research on validity 

of student ratings and concluded that the results typically 

are moderate correlations between student ratings of instruc-

tion and academic achievement. Centra (1977) found achieve-

ment test scores to be related to global ratings of teachers, 

lectures, as well as, course objectives and organization. 

Costin (1978) reported moderate but consistent correlations 
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between ratings of teacher skill and performance on a 

externally constructed final examination, supporting the 

validity of such ratings for predicting student achievement. 

Hoffman (1979) concluded that students simply learn more 

from teachers that they evaluate as better teachers. Cer-

tainly, these studies do not resolve the debate. Chandler 

(1978) maintained that student evaluations reflect more 

about the rater's needs, feelings, and attitudes or the 

teachers personality, popularity, or speaking character-

istics. The view that student evaluations are invalid and 

unreliable is held by the majority of college instructors 

(Gross & Small, 1979). 

Nevertheless, student evaluations of various components 

of instruction continue to be used as criterion measures. 

McKeachie (1978) justified the utilization of student 

evaluations in educational research when he argued: 

Because achievement measures have been so 

insensitive to difference in teaching methods, 

most experimenters stress the favorable 

student reactions to the new method they have 

introduced. Although the relationship between 

student satisfaction and learning is low, it 

can certainly be argued that, assuming equal 

learning between two methods, teachers would 

prefer to have students leave their classes 

with warm feelings about their experiences 
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and that this would lead to interest in 

learning more. (p. 261) 

The student self-evaluation instrument used in the 

present study (Appendix B) was based on one developed by 

Hettich (1976, 1978, 1980a, 1980b, 1981). The instrument 

asks the student who has kept a journal or written an auto-

biography, as in the present study, to give a self-evaluation 

of its effects. The instrument consists of 12 questions to 

which the student is to respond on a 7 point scale with 7 

denoting "very much" and 1 indicating "not at all". An 

example of an item on the instrument is: 

To what extent was writing your autobiography 

a source of motivation to learn? 

Index of therapeutic effects. Three of the 12 items 

(items 5, 6, 7) on the student self-evaluation instrument 

were combined by calculating their mean to form an "Index 

of Therapeutic Effects." An example of an item from this 

index is: 

To what extent has writing your autobiography 

helped you to understand the concepts and 

principles of developmental psychology? 

Index of educational effects. Six of the 12 items 

(Items 1, 2, 3, 4, 8, 10) on the student self-evaluation 

instrument were combined by calculating their mean to form 

an "Index of Educational Effects." An example of an item 

from this index is: 
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To what extent has writing your autobiography 

helped you to understand the concepts and 

principles of developmental psychology? 

Experimental Design 

The basic experimental design employed was a standard 

2 X 4 factorial analysis of covariance for which the main 

treatments and their respective conditions are as follows: 

Treatments, (structured autobiography, semistructured auto-

biography, unstructured autobiography, no autobiography); 

and Sex (male, female). The design was employed three times, 

once for each of the following measures: (a) adjusted Time 

Competence, (b) adjusted Innerdirected Support, and (c) ad-

justed Academic Achievement. Measurements of Time Competence 

and Innerdirected Support were taken for each participant at 

the beginning of the semester before any autobiography 

writing begins (pretest) and then again at the end of the 

semester after the autobiography is completed (posttest). 

The grade point average (GPA), before enrolling in the 

developmental psychology class, was computed and used as a 

"pretest" of academic ability. The score used in each case 

was the criterion score adjusted for pre-task differences 

via the covariance model. This design was selected princi-

pally because it controls statistically for the possible 

effects of differences to pretest level on the dependent 

measure (Weiner, 1971, pp. 752-753). In the cases of 

statistical significance, specific comparisons were made 
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with Newman-Keul1s tests to determine the acceptance or 

rejection of the specific hypotheses of the present study. 

Since the participants were members of one of four 

sections of developmental psychology and the autobiography 

was the primary assignment for the entire class, the parti-

cipants were not randomly assigned to the various treatment 

or control groups. The classes were utilized as intact 

groups and assigned at random to one of the three treatment 

conditions or to the control group by the use of a table of 

random numbers. Kirk (1968) recommends" the analysis of 

covariance for quasi-experimental designs utilizing intact 

groups. Additionally, all four classes were scheduled 

for the mornings to guard against possible systematic dif-

ferences between morning, afternoon, and evening students. 

It was assumed that since all classes were scheduled in the 

morning and with the same teacher that the enrollment in 

these classes was not systematically biased in any way. 

Additionally, a standard 2 X 3 factorial analysis of 

variance, employing autobiography groups only, was utilized. 

The three major factors and their respective treatment cate-

gories are: Treatments (structured autobiography, semi-

structured autobiography, unstructured autobiography) and 

Sex (male, female). The design was utilized analytically 

two times, once for each of the student self-evaluation 

criterion indexes: (a) Index of Therapeutic Effects; (b) 

Index of Educational Effects. When significance was obtained, 
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specific comparisons were made with Newman-Keul•s tests to 

determine the acceptance or rejection of the specific 

hypotheses of the present study. 

Procedure 

Treatment schedules. During the first week of classes 

in a long semester, the POI was administered to all parti-

cipants. In addition, the age, sex, and total GPA prior to 

enrolling in developmental psychology was determined. The 

random assignment of treatment conditions was determined and 

then during the second week of classes, the instructions for 

the autobiography assignment were distributed to the three 

classes assigned to the treatment conditions. All four 

classes were taught in the same manner, using the same text-

book, lectures, and examinations. During the next to the 

last week of classes, the POI was administered to three 

treatment groups and to the control group. The student self 

evaluation instrument was also administered to the treatment 

groups at that time. The last examination was also given 

during that week, after which the mean examination score 

was computed for each participant. The autobiography was 

returned after all the criterion measures were completed. 

Students choosing one of the alternative assignments followed 

the same treatment schedule but were excluded from the data 

analyses. Feedback was given to the participants after the 

conclusion of the data analyses via a written report and an 

opportunity to schedule a personal appointment with the 

experimenter-instructor. 
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Treatment descriptions. All three treatment groups 

(structured autobiography, semistructured autobiography, 

and unstructured autobiography) were given the same length 

of time to complete the assignment. The same evaluation 

criterion was used for the three types of autobiographies 

produced by the three treatment groups. These were: 

Your autobiography will be evaluated on the 

basis of the degree to which you have used the 

concepts of developmental psychology, and the 

overall subjective quality of the paper. Please 

know that your paper will be kept strictly con-

fidential. Identify your paper with your 

student identification number only. 

The three treatment conditions in this study differed in the 

degree of structure under which the participants wrote their 

autobiographies. The procedure for communicating the degree 

of structure for writing an autobiography was via written 

instructions. Since the remaining procedures for each of the 

three treatment conditions was different, each will be des-

cribed separately. 

The structured-autobiography group was asked to write 

an autobiography under structured conditions by providing 

the participants with a detailed outline or questionnaire 

to follow. Allport (1942) hoped that a standardized guide 

would ke developed, but instead, several excellent outlines 

and questionnaires are available that can be used to structure 
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an autobiographical assignment. These include materials that 

lead to a structured topical autobiography such as a vocational 

autobiography (Cottle & Downie, 1970) or a religious auto-

biography (Ingram, 1979) as well as materials that lead to a 

structured, comprehensive autobiography such as Case (1978); 

Dixon and Flack (1977); Hartley (1976); and Warters (1964). 

Since the objective of this study was to evaluate the effects 

of writing a comprehensive autobiography, the latter group 

of guidelines was distributed to three psychology instructors 

who have taught developmental psychology. They were asked 

to rank order the four sets of documents according to which 

set would more likely produce the most comprehensive auto-

biography with topics appropriate to a developmental psychology 

class. The set of materials with the highest rank (Hartley, 

1976) was given to the participants in the Structured-Auto-

biography Group to "trigger" their memories and to organize 

their thinking and writing. 

The semistructured-autobiography group was asked to 

write an autobiography after keeping a journal of autobio-

graphical recollections. It was suggested by Allport (1942), 

Jelinek (1976), Rainer (1977), and Towles (1979) that a 

journal provides an excellent source of material for the 

writing of an autobiography by providing a self-imposed 

quasi structure for the writer. The guidelines for keeping 

a journal were based on those provided by Hettich (1981). 

The purpose of the journal was to encourage the students to 
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remember and to think about their life and their personal 

developmental history. The guidelines included a statement 

of the purpose of the journal, procedures, evaluation 

criteria, and examples (see Appendix C). The participants 

i n t h e Semistructured-Autobiography Group were asked to 

keep a journal for the first half of the semester and then 

to use these recollections and insights in writing their 

autobiographies. 

The Unstructured -Autobiography Group was asked to 

write their autobiography guided only by the following 

simple instructions: 

Write your autobiography from your earliest 

memories to your present stage of adult 

development. Why are you what you are? 

Si® Control Group was a "no treatment" control group. 

The participants in the control group completed the POI 

at the beginning and again at the end of the course, but 

they did not complete an autobiography or any other written 

assignment. Their mean examination scores were also com-

puted for use in the data analysis. 

Results 

The results section is organized according to the criteria 

employed in this study, namely, self-actualization, academic 

achievement, and student self—evaluation. Tests of hypotheses 

1 through 3 are based on the self-actualization variable, 

time competence. Hypotheses 4 through 6 are tested by the 
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self-actualization variable, innerdirectedness. Tests of 

hypotheses 7 through 9 are tested by means of the academic 

achievement measures. Hypotheses 10 through 13 are based 

on the student self-evaluation measures. The .05 level of 

significance is used in all statistical tests. 

Self-Actualization 

Time competence. Hypothesis 1 predicts that the time 

competence of psychology students who wrote an autobiography 

under any condition of structure would be significantly 

different from that of a control group of psychology stu-

dents who did not write an autobiography. Hypothesis 2 

predicts that the time competence of psychology students who 

wrote an autobiography would be significantly different under 

the structured, semistructured, and unstructured autobio-

graphical conditions. Hypothesis 3 predicts that the time 

competence of female psychology students who wrote an 

autobiography under any condition of structure would be 

significantly different from that of male psychology students 

who wrote an autobiography under any condition of structure. 

These hypotheses were tested by subjecting the time 

competence scores to a 2 (male, female) by 4 (structured 

autobiography, semistructured autobiography, unstructured 

autobiography, no autobiography) analysis of covariance in 

which the pretreatment time competence scores are used as the 

covariate to adjust the posttreatment time competence scores 

for initial differences. Tables containing the adjusted 
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analysis of covariance summary statistics are included in 

Appendix E, Tables 2 and 17, respectively. 

Inspection of Table 17 (Appendix E) reveals no inter-

action effect, F(3, 119) = 0.17, p. = .92, which in turn, 

leads to consideration of the two main effects. Neither 

the main treatment effect, F(3, 119) = 0.73, p. = .54 nor 

the sex effect, F(l, 118) = 1.03, p. = .31 are significant. 

Therefore, support is not found for hypotheses 1 through 3. 

Innerdirectedness. Hypothesis 4 predicts that the 

innerdirectedness of psychology students who wrote an 

autobiography under any condition of structure would be 

significantly different from that of a control group of 

psychology students who did not write an autobiography. 

Hypothesis 5 predicts that the innerdirectedness of psy-

chology students who wrote an autobiography would be 

significantly different under the structured, semistructured, 

and unstructured autobiographical conditions. Hypothesis 

6 predicts that the innerdirectedness of female psychology 

students who wrote an autobiography under any condition of 

structure would be significantly different from that of male 

psychology students who wrote an autobiography under any 

condition of structure. 

These hypotheses were tested by subjecting the inner-

directedness scores to a 2 (male, female) by 4 (structured 

autobiography, semistructured autobiography, unstructured 

autobiography, no autobiography) analysis of covariance in 
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which the pretreatment innerdirectedness scores are used 

as the covariate to adjust the posttreatment innerdirected-

ness scores for initial differences. Tables containing the 

adjusted means and analysis of covariance summary statistics 

are presented in Appendix E, Tables 3 and 18, respectively. 

Results of the covariance analysis of the innerdirect-

edness scores, contained in Table 18 (Appendix E) reveal no 

significant interaction effect, F(3, 119) = 0.46, p = .71. 

The lack of significant interaction effect leads to a con-

sideration of the two main effect tests. The main treatment 

effect is not significant, F(3, 119) = 0.53, p = .66 nor 

is the main sex effect, F(l, 119) = 2.77, p = .10. There-

fore, support is not found for hypotheses 4 through 6. 

Other self—actualization measures. Although hypotheses 

regarding the subscales of the Personal Orientation Inventory 

(POI) are not advanced in this study, additional analyses 

were performed using these 10 measures of self-actualization: 

Self-Actualizing Values (SAV), Existentiality (Ex), Feeling 

Reactivity (Fr), Spontaneity (S), Self-Regard (Sr), Self-

Acceptance (Sa), Nature of Man (Nc), Synergy (Sy), Acceptance 

of Aggression (A), and Capacity for Intimate Contact (C). 

As with the Time Competence and Innerdirectedness scores, 

each of these POI measures of self—actualization were sub-

jected to a 2 (male, female) by 4 (structured autobiography, 

semistructured autobiography, unstructured autobiography, 

no autobiography) analysis of covariance in which the 
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appropriate pretreatment POI scores are used as the 

covariate to adjust the posttreatment POI scores for initial 

differences. The resulting adjusted means utilized in these 

analyses are shown in Appendix E (Tables 6-15). The relevant 

tests of significance involving these means are shown in the 

analysis of covariance summaries presented in Appendix E 

(Tables 21-30). 

The summary of the analysis of covariance of the Exis-

tentiality scores (Appendix E, Table 22) reveals a signifi-

cant interaction effect, F(3, 119) = 2.80, £ = .04. There-

fore, the Newman-Keuls sequential range test was applied to 

the 8 treatment means to determine the loci of significance 

among all possible Existentiality mean combinations. The 

eight treatment means are: (1) Male, Structured Autobiog-

raphy; (2) Male, Semistructured Autobiography; (3) Male, 

Unstructured Autobiography; (4) Male, No autobiography; 

(5) Female, Structured Autobiography; (6) Female, Semi-

structured Autobiography; (7) Female, Unstructured Auto-

biography; and (8) Female, No autobiography. These numbers 

are used to identify the treatment means in the Newman-Keuls 

results presented in Appendix E (Table 61), which indicates 

that only the male, semistructured Existentiality mean 

(24.24) is significantly greater than the male, structured 

Existentiality mean (18.62). 

A significant interaction effect F(3, 119) = 2.62, 

P = .05 is also shown on the summary of the analysis of 
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covariance of the Self-Acceptance scores (Appendix E, 

Table 26) . As with the Existentiality scores, a Newman-

Keuls was administered to the 8 treatment means (Appendix E, 

Table 62). These posteriori comparisons of all possible 

pairs of Self-Acceptance means reveal that both the mean 

for the male, semistructured-autobiography group (17.38) 

and the female, no-autobiography group (17.10) are signifi-

cantly greater than the mean for the male, unstructured 

autobiography group (13.88). 

Significant sex main effects are found on the Nature 

of Man scores, F(l, 119) = 4.06, p = .05 (Appendix E, 

Table 27), and on the Capacity for Intimate Contact scores, 

(Appendix E, Table 30) F(l, 119) = 7.03, £ = .009. In 

both cases, the scores of females are significantly higher 

than those of males. For the Nature of Man scores, the mean 

for the females is 12.31, whereas the mean for the males is 

11.65. For the Capacity for Intimate Contact scores, the 

mean for the females is 19.24, whereas the mean for the males 

is 17.92. 

Academic Achievement 

Hypothesis 7 predicts that the academic achievement in 

an undergraduate developmental psychology course of students 

who wrote an autobiography under any condition of structure 

would be significantly different from a control group of 

students who did not write an autobiography. Hypothesis 8 

predicts that the academic achievement in an undergraduate 



134 

developmental psychology course of students who wrote an 

autobiography would be significantly different under the 

structured, semistructured, and unstructured autobiographical 

conditions. Hypothesis 9 predicts that the academic achieve-

ment in an undergraduate developmental psychology class of 

female students who wrote an autobiography under any condi-

tion of structure would be significantly different from male 

students who wrote an autobiography under any condition of 

structure. 

These hypotheses were tested by subjecting the academic 

achievement scores to a 2 (male, female) by 4 (structured 

autobiography, semistructured autobiography, unstructured 

autobiography, no autobiography) analysis of covariance in 

which the pretreatment total GPAs are used as the covariate 

to adjust the academic achievement scores for initial dif-

ferences. The resulting adjusted means used in the analysis 

are presented in Appendix E (Table 16). 

The summary of the analysis of covariance is also shown 

in Appendix E (Table 31), which reveals no significant inter-

action effect, F (3, 119), - 1.20, £ = .31, which in turn 

leads to consideration of the two main effects. The main 

sex effects are not significant, F(l, 119), = 0.03, p = .87. 

The main treatment effects, however, are statistically 

significant, F(3, 119) = 2.89, p = .04. Post-hoc compari-

sons by the Newman-Keuls procedure (Appendix E, Table 63) 

reveal only one significantly different pair-wise comparison. 
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The mean academic achievement score for the male, 

unstructured-autobiography group (43.24) is significantly 

greater than the mean academic achievement score for the 

male, semistructured-autobiography group (38.56). 

Therefore, hypothesis 7 is not supported by these data. 

The academic achievement in an undergraduate developmental 

psychology course of students who wrote an autobiography 

under any condition of structure was not significantly 

different from a control group of students who did not write 

an autobiography. Hypothesis 8 receives only partial sup-

port, as one group, the male, semistructured-autobiography 

group, was significantly different from the male, unstructured-

autobiography group. Hypothesis 9 is disconfirmed, as no 

®i-Sfnificant sex differences in academic achievement are 

revealed in this analysis. 

Student Self-Evaluation 

Index of therapeutic effects. Hypothesis 10 predicts 

that the student self-evaluations of the therapeutic effects 

of writing an autobiography would be significantly different 

under the structured, semistructured, and unstructured 

autobiographical conditions. Hypothesis 11 predicts that 

the student self-evaluations of the therapeutic effects of 

writing an autobiography would be significantly different 

for male and female psychology students. These hypotheses 

were tested by subjecting the student self-evaluation thera-

peutic index to a 2 (male, female) by 3 (structured 
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autobiography, semistructured autobiography, unstructured 

autobiography) analysis of variance. The means and summary 

statistics of the Analysis of variance are shown in Appendix 

E, Tables 32 and 47, respectively. 

Inspection of Table 47 (Appendix E) reveals no signi-

ficant interaction effect, F(2, 79) = 0.83, p = .44. 

Moreover, neither the main treatment effect, F(2, 79) = 0.43, 

p = .65, nor the main sex effect, F(2, 79) = 1.72, p = .19 

reach the critical level of significance. As a result of 

these nonsignificant findings, hypotheses 10 and 11 are 

disconfirmed. 

Index of educational effects. Hypothesis 12 predicts 

that the student self-evaluations of the educational effects 

of writing an autobiography would be significantly different 

under the structured, semistructured, and unstructured 

autobiographical conditions. Hypothesis 13 predicts that 

the student self-evaluations of the educational effects of 

writing an autobiography would be significantly different 

for male and female psychology students. These hypotheses 

were tested by subjecting the student self-evaluation index 

of educational effects scores to a 2 (male, female) by 3 

(structured autobiography, semistructured autobiography, 

unstructured autobiography) analysis of variance. The 

means utilized in this analysis are shown in Appendix E, 

Table 33. 
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Results of the analysis of variance of the student 

self-evaluation index of educational effects scores, 

contained in Appendix E, Table.48, reveal no significant 

interaction, F(2, 79) = 0.83, £ = .44, no significant 

treatment main effect, F(2, 79) = 0.17, £ = .85, and no 

significant sex main effect, F(l, 79) = 3.70, p = .06. 

Thus, hypotheses 12 and 13 are rejected. 

Additional analyses were performed utilizing the 

individual item rankings on the student self-evaluation 

questionnaire. The mean rankings and standard deviations 

of each item are presented in Appendix E, Table 46. As with 

the therapeutic and educational effects indexes, the rank-

ings on each of the 12 individual items on the student 

self-evaluation questionnaire were subjected to a 2 (male, 

female) by 3 (structured autobiography, semistructured auto-

biography, unstructured autobiography) analysis of variance. 

Tables containing the means and analysis of variance summary 

statistics are included in Appendix E, Tables 34-45 and 49-

60, respectively. 

Inspection of the results of these additional analyses 

reveals nonsignificance on all the items, with the exceptions 

of items 8 and 10. Item number 8 concerns the extent to 

which writing an autobiography helped the student to under-

stand the concepts and principles of developmental psychology. 

The interaction effect is significant, F(2, 79) = 3.29, 

p = .04. As a result of the significant F test, the 
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Newman-Keuls procedure (Appendix E, Table 64) was adminis-

tered to the six treatment means. The six treatment means 

are (a) Male, Structured Autobiography; (b) Male, Semistruc-

tured Autobiography; (c) Male, Unstructured Autobiography; 

(d) Female, Structured Autobiography; (e) Female, Semistruc-

tured Autobiography; and (f) Female, Unstructured Autobiography, 

These numbers are used to identify the treatment means in the 

Newman-Keuls results presented in Appendix E (Table 64), which 

indicates all the treatment means except the male, semistruc-

tured autobiography (4.40) are significantly greater than 

the male structured autobiography treatment mean (3.50). 

These means are male, unstructured autobiography (5.44); 

female, semistructured autobiography (5.41); female, 

structured autobiography (5.29); and female, unstructured 

autobiography (5.15). Stated differently, the male partici-

pants in the structured autobiography group ranked the extent 

to which writing their autobiography helped them to understand 

the concepts and principles of developmental psychology 

significantly lower than did all the other autobiography 

groups, with the exception of the males in the semistructured 

autobiography group. 

Item number 10 concerns the extent to which the students' 

writing skills improved as a result of writing their 

autobiographies. The results presented in Appendix E, Table 

58, indicate a nonsignificant interaction effect, F(2, 70) = 

2.35, p = .12, which leads to a consideration of the main 
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effects. The treatment main effects are nonsignificant, 

F(2, 79) = .82, £ = .31, but the sex main effects are 

significant, F(l, 79) = 8.16, p = .001. Inspection of 

Appendix E, Table 43, indicates the mean for the female 

participants to be 3.58 and the mean for the male partici-

pants to be 2.52. Therefore, the females ranked the 

beneficial effects of writing their autobiography for their 

writing skills significantly higher than did the males. 

Discussion 

Writing an idiographic life history document, such as 

an autobiography, in a college course concerned with nomo-

thetic life history information is intuitively appealing to 

the developmental psychology teacher as well as to the 

personal document researcher. The purposes of this study 

are to investigate the possible therapeutic and educational 

effects of writing an autobiography as an assignment in an 

undergraduate developmental psychology course, to explore 

the role of structure in writing an autobiography, and to 

determine if any significant sex differences exist in the 

effects of writing an autobiography. 

Hypotheses 1 through 6 are advanced about the self-

actualization variables of time competence and innerdirect— 

edness. All of these hypotheses are rejected. In this 

study, neither the time competence nor the innerdirectedness 

of undergraduate developmental psychology students who wrote 

an autobiography is significantly different from those of 
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a control group of students who did not write an autobiography, 

There is also no support found for the hypotheses regarding 

significant differences in either of these self-actualization 

variables under different degrees of structure or between 

males and females. Significant differences based on degree 

of structure and sex are discovered, utilizing the POI 

Subscales of Existentiality, Self-Acceptance, Nature of Man, 

and Capacity for Intimate Contact, but no hypotheses have 

been advanced concerning these measures, as they are over-

lapping measures. Therefore, contrary to the suggestions 

made by J. Jung (1972, 1973), White (1974), and Ingram (1979), 

among others, writing an autobiography does not lead to any 

significant changes in self-actualization, at least as 

measured in this study. These results are similar to Sell's 

(1977) finding that writing an autobiography has no effect 

on introversion, extraversion, or neuroticism. 

The lack of significant findings regarding the thera-

peutic effects of writing an autobiography calls into 

question the theoretical basis for the hypotheses advanced 

this study. It was assumed that writing an autobiography 

is an act of self-disclosure which, in turn, would lead 

to self-actualization (Jourard, 1971a, 1971b). Several 

explanations may be offered for the lack of change in self-

actualization reported in this study. 

Although Jourard (1971a) suggests that "authentic" 

writers self-disclose when they write and that some people 
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may be better able to self-disclose in writing than in 

person, writing an autobiography as part of an undergraduate 

developmental psychology course may not constitute signifi-

cant self-disclosure. This possibility raises the general 

issue of the validity of autobiographies. Perhaps an auto-

biography is so "permanent," or when written under the 

conditions of this study, is so subject to concealment and 

deception that it cannot function as a medium of self-

disclosure. As Cozby (1973) stated: 

Self-disclosing behavior may be seen as the 

product of two opposing forces, one operating 

to increase disclosure, the other operating 

to inhibit disclosure. The first force is the 

one studied most extensively by disclosure 

researchers. There are also factors which 

operate to inhibit disclosure. These might 

be termed discretion, or a need for privacy, 

and have been neglected in research on self-

disclosure. (p. 88) 

The question of how self-disclosure is related to self-

actualization may also be raised. Jourard (1974) hypothesizes 

a curvilinear relationship between disclosure and healthy 

personality functioning. Stated differently, both low and 

extremely high self-disclosure are indicative of a repression 

of self and an inability to grow as a person. The moderate 

self-discloser is thus the most self-actualized. Cozby 
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(1973) reviews the research concerning the curvilinear 

hypothesis of self-disclosure and found it inconclusive. 

The research remains inconclusive: Lombardo and Fantasia 

(19 76) provided support for the curvilinear hypothesis, while 

Kinder (1976) reports that the relationship between level of 

self-disclosure and self-actualization, as measured by the 

POI, was opposite from what Jourard had predicted. Kinder1s 

results indicate that the low and high self-disclosers were 

the most self-actualized. In a review, Resnick and Amerikaner 

(1980) conclude that Jourard's curvilinear hypothesis of 

self-disclosure has not yet been adequately, empirically 

demonstrated. As can be seen, the level of self—disclosure 

in an autobiography may be the key to its potential self-

actualizing effects, but more conclusive research is needed 

to clarify the relationship between self-disclosure and 

self-actualization. 

Assuming again that self—disclosure is the intervening 

variable operative in the potential self-actualizing effects 

of writing an autobiography, the influence of sex differences 

and audience factors needs to be explored in attempting to 

explain the lack of self-actualization changes in this 

study. The present study fails to find support for 

Jourard's (19 71b) notion that females are higher in self-

disclosure, in that the females in the autobiography groups 

did not differ significantly from the males in self-actuali-

zation. Recent research on the relationships between gender, 
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sex-role orientation, and self-disclosure may help in 

accounting for the results of this study. Although 

Banikiotes, Kubirski, and Pursell (1981) found that the 

subject's sex-role orientation (androgynous or sex-role 

stereotyped) had no effect on the perception of self-dis-

closure in either males or females, Stokes, Childs, and 

Fuehrer (1981) reported that androgynous subjects reported 

more self-disclosure than stereotyped masculine or feminine 

subjects. Masculine subjects disclosed more to strangers 

and acquaintances. Disclosure to intimates required not 

only the traditional masculine characteristic of assertive-

ness, but also the stereotyped femine traits of expressive 

ability and comfort with intimacy, indicating that sex-role 

orientation may be more important in predicting levels of 

self-disclosure.than the gender of the subject. 

The audience factor is also of theoretical significance 

in explaining the nonsignificant findings of this study. 

Jourard (1971a) hypothesizes that self-disclosure will take 

place only if the discloser believes his audience to be a 

"man of goodwill." Perhaps the teacher-student relationship 

is not so perceived by many students. This would not, how-

ever, explain the lack of greater male self-actualization, 

as men reportedly self-disclose more to strangers and 

acquaintances than do women (Stokes, Childs, & Fuehrer, 

1981). Jourard (1971a) suggests that this goodwill or trust 

can be built up by mutual self-disclosure. If this is so, 
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perhaps judicious self-disclosure by the teacher, or even an 

offering of his or her own autobiography, might facilitate 

the self-disclosure of the students. 

The present study reveals a lack of significant 

differences between the structured-autobiography, the serai-

structured-autobiography, and the unstructured-autobiography 

groups on the hypothesized self-actualization variables of 

time competence and innerdirectedness. There are, however, 

significant differences between degrees of structure on the 

two nonhypothesized, self-actualization variables of exis-

tentiality and self-acceptance. The male semistructured 

autobiographical group is significantly higher than the male 

structured-autobiography group on existentiality and higher 

than the male unstructured autobiography group on self-

acceptance . There are at least two theoretical explanations 

for the lack of significance on the hypothesized variables. 

First, Allport (1942) suggests that the unstructured auto-

biography leads the writer to concentrate on what is easiest 

or of the most immediate concern. Second, the very limited 

empirical evidence available on the effects of structure on 

writing an autobiography has concentrated on the amount of 

information elicited (Danielson & Rothney, 1954; Mueller, 

Schmieding, & Schultz, 1964). If self—disclosure is the 

significant operative variable in autobiography writing, the 

quantity of information elicited by various degrees of 
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structure would not be as critical as the meaningfulness or 

authenticity of the information offered by the autobiographer, 

Hypotheses 7 through 9 are based on the academic 

achievement of the students in the various treatment and 

control groups. Hypothesis 8, concerning the differences 

between the structured, semistructured, and unstructured 

autobiographical groups, receives partial support, as the 

male semistructured group is significantly higher than the 

male unstructured group. Hypotheses 7 and 9 are rejected. 

These findings are contrary to the assumption of this study 

that learning is a function of information and the personal 

discovery of its meaning (Combs, Richards, & Richards, 1976) 

and that writing, itself is a mode of learning {Calhoun & 

Selby, 1979; Spiegel, et al., 1980), since it requires 

active thinking and involvement with an issue. 

Certain modifications of the autobiography assignment 

might lead to results more supportive of the basic notion 

that writing an autobiography may have therapeutic and educa-

tional benefits. The comprehensive autobiography could be 

replaced with more frequent topical autobiographical assign-

ments of either a structured or unstructured variety. 

Autobiographical writing tasks, such as those described by 

Rainer (1978), might be assigned. These include lists, 

portraits, guided imagery, altered points of view, unsent 

letters, and dialogues. Frequent, prompt, and personal 

feedback on these tasks would probably aid the learning of 
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course content through writing. J. Jung (1972) suggested 

having students write two autobiographies, one at the first 

of the course and the other at the end, as his subjects 

indicated that this might have made them less anxious, 

more detailed, and more cooperative than they were in 

writing just one autobiographical assignment. In the 

present study, more self-disclosure might have occurred in 

the semistructured-autobiography group, if it had been 

given a longer time period for keeping a journal. 

Further research on the therapeutic and educational 

effects of writing an autobiography might do well to take 

one of two directions. First, in a fashion similar to 

Sell (1977), research might focus on the characteristics 

of those students who benefit from the writing of their 

autobiographies. These characteristics might be discovered 

by employing a multivariate correlational stepwise regres-

sion-analysis design utilizing a host of demographic and 

psychological characteristics as predictors. Second, 

future studies of the potential effects of writing an auto-

biography might benefit from research designs utilizing a 

content analysis or judges' rating of the level of self-

disclosure revealed in the autobiographies. Resnick and 

Amerikaner (1980) described several methods for assessing 

written self-disclosure and authenticity which might aid 

our understanding of the role of written self-disclosure 

in self—actualization. Additionally, psychometric instruments 
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other than the Personal Orientation Inventory (POI) might be 

considered. Tosi and Lindamond (1975) stated that the POI 

could be used in counseling and psychotherapy as a stimulus 

for client self-awareness and self-exploration, but it should 

be considered only as a research instrument. 

The analyses of the student self-evaluation indexes of 

therapeutic and educational effects also yield nonsignifi-

cant differences between the structured-, semistructured-, 

and unstructured-autobiography groups and between males and 

females. The additional analyses of the individual items 

does reveal that the males in the structured-autobiography 

group ranked the extent to which writing their autobiographies 

helped them to understand the principles and concepts of 

developmental psychology significantly lower than all other 

autobiographical groups, with the exception of the male 

semistructured group. Also, the females in the autobio-

graphical groups ranked the extent to which the task 

improved their writing skills higher than did males. How-

ever, the relative lack of significant differences between 

the autobiography groups on the ranking of the effects of 

writing an autobiography should not overshadow the fact 

that the students in all the autobiography gorups ranked 

the various effects of writing an autobiography quite 

positively (see Appendix E, Table 46). The highest rankings 

indicate that the students felt the writing of their auto-

biographies (a) increased their self awareness; (b) was a 
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source of feedback and motivation to learn; (c) was a 

valid measure of their learning; and (d) aided their 

understanding of the concepts and principles of develop-

mental psychology. Furthermore, the participants in the 

autobiography groups in this study strongly recommended that 

the assignment be made to future developmental psychology 

classes. These positive student self-evaluation results are 

consistent with those of J. Jung (1972, 1973); Hettich (1974, 

1976); Ingram (1979); and White (1974). 

In conclusion, the results of this investigation are 

of some theoretical, as well as practical, significance. 

The results of the tests concerning the potential thera-

peutic effects are inconsistent with numerous suggestions 

but are consistent with the one study designed to assess 

similar effects of writing an autobiography (Sell, 1977). 

The potential educational effects of writing an autobiography 

are not revealed in this study, as had been suggested and 

hypothesized. Ineffective applications of learning prin-

ciples may account for this lack of significant educational 

effects. The student self-evaluation data are positive and 

consistent with previous studies. This study also raises 

some significant issues for self-disclosure theory as it 

relates to writing. 

Despite their methodological problems as research 

instruments and negative evidence of their therapeutic 

and educational effects, autobiographies will continue to 
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of value in psychological research as an idiographic 

"touchstone of reality" to supplement our nomothetic under-

standing of personality (Allport, 1942). In the teaching 

of psychology, autobiographies should continue to be used 

as a way to interest students in the course material and as 

a way to interest teachers in their students. 
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Appendix A 

Consent Form 

I, the undersigned, am volunteering my services in a 

study designed to evaluate the effects of completing an 

undergraduate developmental psychology class. I do so on 

my own free will and am not under duress or coercion from 

any person or institution. 

I am currently in good health, do not have and am not 

being treated for any medical disorder. Moreover, I am not 

currently under the care of a psychologist or psychiatrist 

for any type of psychological or psychiatric disorder. 

I have been informed that after my participation is no 

longer needed, I will have the opportunity to receive feed-

back about the study and to discuss any questions which I 

might have concerning my participation in this project. 

I understand that if at any time I desire to withdraw 

from this project, I will be free to do so. 

Date 

Participant 

Witness 
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Appendix B 

Writing an Autobiography in Developmental Psychology 

Student Opinionnaire 

Instructions: Please mark your opinions on each item by 
circling a numberon the seven-point scale ranging from 
"very much" to "not at all." You may write your comments 
in the space provided. Thank you. 

1. To what extent was writing your autobiography a valid 
measure of your learning about developmental psychology? 

7 6 5 4 3 2 1 
very 
much 

Comments: 

not at 
all 

2. To what extent was writing your autobiography a source of 
feedback about your learning about developmental psychology? 

very 
much 

Comments: 

not at 
all 

To what extent was writing your autobiography a source of 
motivation to learn? 

very 
much 

Comments: 

not at 
all 
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4. To what extent was writing your autobiography a supple-
ment to exams in this class? 

6 

v e r £ ~ "H5t at 
much a l l 

Comments: 

5. To what extent has writing your autobiography increased 
your self-awareness? 

7 6 5 4 3 2 1 

v e ? y ~~ * 55t at 

much a l l 

Comments: 

6. xO what extent has writing your autobiography increased 
your self-acceptance? 

v e r £ ~ 55t at 

much a l l 

Comments: 
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7. To what extent has writing your autobiography clarified 
your goals and objectives for the future? 

very ^ afc 

much a U 

Comments: 

8. To what extent has writing your autobiography helped you 
to understand the concepts and principles of develop-
mental psychology? 

very 
much 

Comments: 

not at 
all 

To what extent was writing your autobiography difficult 
for you? 

6 

v e r £ not at 
much a l l 

Comments: 
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10. To what extent has writing your autobiography increased 
your writing skills? 

v e rY not at 
much a l l 

Comments: 

11. To what extend did the first part of this writing assign-
ment help you in writing your autobiography? 

v e rY not at 
much a l l 

Comments: 

12. To what extent would you recommend including an auto-
biography assignment in future developmental psychology 
classes? 

7 6 5 4 3 2 1 

very : ~~ not at 
much a l l 

Comments: 
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Appendix C 

Guidelines for Journal Writing 

Developmental Psychology 

Purpose of the Journal 

The objective of writing a journal in developmental 

psychology is to encourage you to remember and to think 

about your life and your personal developmental history. 

It differs from a diary, which is a log or daybook of 

events and happenings. A journal is an expansion of the 

diary format, a more detailed form of expression, recording 

not only facts, but also feelings and emotions created by 

or related to those facts. 

Procedure 

Acquire either a new or used standard-sized spiral 

notebook and use it solely as your journal. Try to write 

at least one entry each day. You may write as many as you 

wish on any one day. Begin each entry on a separate page 

and date it. Some may not take up an entire page but this 

leaves room for further reflection at a later time. 

Journal entries may be spontaneously written or may be 

the result of a deliverate effort on your part to remember 

significant developmental events in your life. Sample 

hournal entries printed on the following pages may help 

clarify the journal techniques. 
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Evaluation of the Journal 

If you want to make sure you understand the procedures 

for journal writing, you may show yours to me anytime you 

like. On the due date, turn in your journal to me,iand I 

will evaluate it by the degree to which you have examined 

your life and your personal developmental history, the 

extent to which you have used the concepts of developmental 

psychology, and the number and length of the entries. This 

is admittedly a subjective process, but I trust that you 

know it will not be a capricious one. Also, please know 

that your journal entries will be kept confidential. Most 

students have not written a journal for a college course. 

Yet, all who have seriously tried, succeeded. 

Examples 

Sept. 1 

My earliest memory is of my brother trying to teach me 

to tell time. Actually what I remember is him telling me 

that when both clock hands were on the 12 to come outside 

and look across the street at the second story window in 

the school house, and he would come and sharpen his pencil 

and wave at me. I remember how long the morning seemed, 

waiting and waiting. I don't recall if I was pleased or 

disappointed with the success of the project. 
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Oct. 5 

My father was very much a creature of habit. My most 

vivid memories of him are of seeing him shave every night 

with his leg draped over the sink. It took him forever 

to shave his face—so long that my mother used to go and 

sit on the edge of the bathtub to talk to him. After 

dinner (promptly at 6 p.m.), he would always work on his 

sales orders for the next day. I remember once when I was 

emptying the trash and I cut my finger on a razor blade 

that was in the trash, my father told me he was sorry. I 

couldn't understand why he was apologizing when he didn't 

do anything. Similarly, he told me that giving me a 

spanking was going to hurt him more than me. I didn't 

quite see how. I guess these are examples of egocentrism. 

Dec. 10 

Learning to ride a bike is a vivid recollection of mine. 

I remember being put on the seat and given a shove down the 

schoolyard hill, whereupon I would coast until I fell. When 

I learned how to ride, that't all I wanted to do. I had to 

put the bike next to the curb to get on it. 

Sept. 15 

During hot summers, we used to hang out at the Sears 

and Roebuck up the street since it was air conditioned. 

All the salesmen knew us. We would play with toys, sneak 

through the women's lingerie department, and ride on the 

escalator. There were four bathrooms—white men, white 
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women, colored men, colored women and two water fountains— 

whites and coloreds. I thought about that a lot—wondering 

what kind of commodes they used and water they drank. 

Concrete operational thinking? 

Nov. 1 

In the fourth grade, we had a book report contest. 

The person who read the most books and wrote reports on 

them got a book of his or her choice. I won but I cheated. 

I still have the prize book, The West Point Story, and it 

gives me a good guilt trip on this day to see that book on 

my shelf. I wonder if Mrs. Harris knew since I made up 

some of the book titles. 

Sept. 6 

When I was in high school and throughout my first 

couple of years in college, my goal in each and every class 

was not to get called on. I sweated out many 50 minute 

classes. Now, when I am in class, I have to keep reminding 

myself not to comment and not to talk. What happened? 

Sept. 20 

In about the 6th or 7th grade, we got a new art teacher, 

Mrs. Ledbetter. She drove a red 1957 T-Bird and she was 

beautiful. I loved her. One day, for some legitimate 

reason, I went into her room during her off period. She 

was standing up with her dress pulled up, adjusting the 

garter on her stocking. I remember stopping in my tracks 

and staring. My mouth must have been wide open. I was 
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in pubescence and just figuring out some sexual things, 

and this vision is etched in my mind. 



160 

Appendix D 

Guidelines for Personal History Writing 

Developmental Psychology 

Purpose of the Personal History Questions 

The objective of responding to these personal history 

questions is to encourage you to remember and to think about 

your life and your personal development. These questions 

not only trigger your memory, but they also organize your 

thinking and writing. 

Procedure 

Each of the following pages begins with a set of ques-

tions pertaining to a particular topic or time period in 

your life. The rest of the page is blank. Your task is 

to read over the questions, thinking about your development, 

and write out your thoughts on the blank part of the page. 

You do not have to "answer" each and every question, rather, 

respond to those that pertain to you. Record not only 

events and happenings, but also feeling and emotions 

created by or related to those facts. Some entire pages 

may not pertain to you, such as the ones pertaining to 

marriage, child rearing, etc. You may abbreviate, use 

phrases, and use additional pages. 
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Evaluation 

If you want to make sure you understand the idea be-

hind responding to these personal history questions, you 

may show your work to me anytime you like. On the due date, 

turn in your questionnaire to me, and I will evaluate it 

on the basis of the degree to which you have examined your 

life and your personal developmental history, the extent 

to which you have used the concepts of developmental psy-

chology, and the number and length of the entries. This 

is admittedly a subjective process, but I trust you know 

that it will not be a capricious one. Also, please know 

that your responses will be kept confidential. Most 

students have not written a personal history for a college 

course. Yet all who have seriously tried have succeeded. 

1. Family Heritage 

Briefly tell why your ancestors came to America, some-

thing about their emigration, the families' subsequent 

experiences down to your time, family stories about individ-

uals relatives, claims to fame or notoriety, and something 

about family patterns regarding locations, work, social 

class, and genetic characteristics. Also tell about family 

traditions, celebrations, heirlooms, and properties. 

2. Communities Lived In 

Describe each community in which or near which you 

have lived. Tell about its geographic features, climate, 

economic activities, size, age, and the types of people 
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living there. Discuss community landmarks, leading 

families, what you like or did not like about the place, 

why you moved there, and why you left. 

3. Neighborhoods 

Tell about neighborhoods you lived in. In what part 

of town were they, and what differences did that make? Why 

did or didn't you enjoy living there? Mention favorite 

neighbors, and features of the neighborhood such as the 

corner store, alleys, and apartments. How did the neighbor-

hood change while you were there. What has happened since 

then? How convenient were shopping areas, schools, parks 

and work to you? 

4. Homes and Residences 

Somewhere in your history provide some discussion of 

each house you lived in: where located, how old, main 

features and rooms, how crowded, nice or shabby, and what 

you liked and disliked about each. Mention remodeling or 

additions. Tell why you moved and what effect this had on 

the family. What were your reactions to new residences 

and locations during your childhood, youth, and adult years? 

5. Parents 

Tell about each of your parents1 physical character-

istics and personalities. Was either previously married? 

How were your parents alike and how were they different? 

What were each one's talents, hobbies, interests, or skills? 

How did they adjust to each other's peculiarities? Was 
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their marriage a happy one? Tell about their involvements 

in religious, civic, social, or trade activities. What 

personality problems, disabilities, or health problems did 

your parents have while you were growing up? Was there a 

constant family unit of the same two parents? If not, 

what effect did loss of a parent have on your family? If 

they divorced, what caused it and how was it handled? What 

change did remarriage bring? 

What was each parent's respective role in the family 

regarding disciplinging of children, managing finances, 

decision making, religious training? What were the main 

contributions they each or together made to your life? 

What negative effects? 

6. Father 

Tell about your father's work or careers. Did he earn 

the family's basic income? How did his work effect his 

being a husband and father? Did any children learn some 

of his skills? Tell what you remember about his role in 

the home. Was he happy as a husband and father? Was he 

boss in the family? Cite examples from your experiences 

with him to show what kind of father he was to you. Men-

tion memorable experiences you had with him or family 

stories about him. 

7. Mother 

What was her role in the family? Was she primarily a 

housewife? How did she like it? What domestic skills did 
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she have? How well didher pregnancies and childbirths go? 

Did she ever work outside the home or have paid employment 

within the home? Was she happy as wife and mother? Cite 

examples from your experiences to show what kind of mother 

she was. Mention memorable experiences you had with her 

and family stories about her. 

8. Brothers and Sisters 

Name, characterize, and describe each. Give a sketch 

of their lives while they were in the same home with you. 

Tell memorable experiences you had with each. To which 

ones did you grow up close? Why? Tell about things you did 

with each or all of them. How did they compare with you and 

with each other in terms of personalities, talents, physical 

looks, and interests? Tell about adopted children, foster 

children, or other children living in your parent's home. 

Were those born first or last or in the middle treated any 

differently than the others? 

9, Other Relatives 

Name, describe, and tell about grandparents, uncles, 

and aunts who were important to you as you grew up. Relate 

favorite family stories about each one. Mention something 

about where they lived, their occupations, and their children. 

Did you have any favorite cousins? Cite memorable exper-

iences. Were you close with any nieces and nephews? 
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10. Parents' Family As A Unit 

What were your family's tastes in things like books, 

magazines, reading, art, radio, TV, music, and musical 

instruments? What did your family do together for recrea-

tion? Tell about family or your own pets. What were some 

memorable family vacations or outings? How did you cele-

brate holidays like birthdays, Christmas, Easter, Halloween, 

Thanksgiving, Valentine's Day, 4th of July, Mother's Day, 

Father's Day and religious or ethnic holidays? Also tell 

about special occasions like weddings, funerals, gradua-

tions, reunions, and celebrating the birth of babies. 

What were family rules, standards, and expectations of 

you children? Was there affection in the home? Was home 

life a satisfying experience for you? How well did your 

home training and experiences prepare you for life? 

11. Family's Health 

Tell about allergies of particular members, including 

yourself, and any physical disabilities, accidents, major 

surgery, or serious illnesses (physical or mental). What 

do you remember about doctors, housecalls, operations, 

hospitals, shots, medicine, vitamins children had to take, 

dentists and teeth care, teeth braces, or eye glasses? 

12. Pre-School Years (Ages 0-5) 

What were circumstances of your family when you were 

born: where you lived, your father's occupation, how many 

children, any birth complications? What are your earliest 
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memories of home? Father, mother, brothers, and sisters? 

What family stories are told about you as an infant, 

toddler, and child? 

13. Childhood Play and Friends (Ages 0-11) 

Tell about your closest friends: names, what you liked 

about them, and things you did together. What types of out-

door play did you enjoy then? What indoor play did you like 

best? Tell stories about you getting into mischief. How did 

you learn to ride a bike, swim, play baseball, sew, or cook? 

What groups did you belong to, like Cub Scouts, Little League, 

Brownies, street gangs, interest clubs? What were your child-

hood hobbies? 

14. Beliefs As A Child (Ages 0-11) 

What were the religious preferences of your parents? 

What influence did your father have upon your religious 

beliefs? Mother? Other relatives? What religious teach-

ings in the home do you remember? Tell about practices 

like prayers, special diets, and religious reading materials. 

What were your parents' beliefs about politics, social 

issues, current affairs, patriotism, education, race 

relations? Tell about issue groups they joined. 

What church or faith did you belong to? How devoted 

were you? Tell about Sunday Schools, summer camps, child-

ren's organizations you belonged to. What were your 

religious meetings like? Tell about memorable religious 
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ceremonies, lessons, reading, leaders, or firends. What 

were your own beliefs about right and wrong and about God? 

15. Grade School and Intermediate School 

Tell what shcools you attended and when. Were they 

public or private? Mentally walk through the rooms, halls, 

cafeteria, and playfields and note what experiences pop into 

mind. Mention individual teachers who influenced you for 

good or ill. Discuss memorable classes and learning 

experiences. Tell about school rules, report cards, field 

trips, nurses, singing, assemblies, and travel to and from 

school. What serious, fun, humorous, or embarrassing ex-

periences come readily to mind? What characteristics did 

you develop as a student that influenced your later schooling 

and life? What were your and your family's attitudes about 

schooling? Did you and your parents feel you received a 

good elementary education? 

16. Your Physical Development (Ages 11-18) 

Discuss generally how your own body grew and changed 

during these years in terms of height, weight, growth 

spurts, onset of puberty, body build, and conditions of 

eyes and teeth. What effects did your physical features 

and abilities have on things like acceptance by adults 

or by peers, sports abilities, musical talents, jobs, 

buying clothes, and choices of friends of same or opposite 

sex? 
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17. High School (Ages 11-18) 

Describe your high school(s) in terms of buildings, 

classrooms, types of students, location in community, and 

reputation. What classes did you take and why? Which did 

you like best? What teachers particularly influenced you, 

good or bad? What were highlights of your high school 

experience? What did you like best? Least? What humorous, 

tragic, embarrassing things do you easily remember. 

How well did you fit in with the other students in 

terms of your abilities, social class, interests, or race? 

Were you involved in school assemblies, athletics, music 

groups, special events, pep rallies, or dances? What fads 

were "in" while you were in high school: dances, dress, 

music, hair styles, expressions, jokes, heroes, or heroines? 

What current events were of particular concern to students? 

How did your own personal standards fit in or conflict with 

your peers' attitudes regarding honesty, morals, smoking, 

drinking, dancing, or drugs? 

How well did you do academically? What were your main 

problems? Tell aobut honors or awards. Describe your 

graduation and activities connected with it. 

18. Teen-Age Friendships (Ages 11-18) 

Tell-about schoolmates and non-school youth who were 

your best friends. What were some of the favorite activi-

ties you did together? Hangouts? Eating places? What 

transportation did you or they have? What has become of 
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those friends? Mention humorous, serious, or tragic 

experiences. Were you part of a clique or of the "in" 

group at school? 

19. Teen-Age Activities (Ages 11-18) 

What high school extra-curricular activities were you 

involved in? Tell highlight experiences, important coaches, 

instructors, co-workers, honors, and awards. What about 

non-school groups you belonged to? What were their activi-

ties? What was your involvement in them? What were the 

best experiences or unforgetable personalities? Did you 

attend important outings, trips, retreats, or conferences? 

What free-time activities did you enjoy most as a teen-

ager? How did you finance your teen years and buy things 

you needed like clothes, cosmetics, and sports equipment, 

and how did you pay for dates? Did you have part-time jobs 

that taught you skills or attitudes later helpful in life? 

How did you learn to drive? 

20. Teen-Ager and Family (Ages 11-18) 

What was your role in your home? What was your 

relationship with your parents, and how did you gain inde-

pendence relating to time, money, privacy, and belongings? 

How central were brothers and sisters in your life then? 

How did you feel about your house, family, father's work 

and social class when you were with your friends? What 

were major family developments then? Were you close to any 

particular uncles, aunts, grandparents, or cousins? 
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21. Beliefs as a Teen-Ager (Ages 11-18) 

How did your religious beliefs change from childhood 

to teens? Tell about meetings you attended, members and 

leaders of your group, special Sunday School classes or 

activity programs, positions or responsibilities you were 

given, reading you did, and special events. What religious 

questions or problems did you experience, or what beliefs 

did you reject? Tell about your own conversion or about 

your converting others. How were your convictions chal-

lenged by friends or family? Were you more or less religious 

than your family members? Can you summarize your beliefs 

about God and religion by age eighteen and your standards 

of right and wrong? 

What new values or beliefs became important to you? 

What were your feelings about politics, social issues, drugs, 

new life-styles, and military service? What values of your 

parents' generation did you question or reject? 

22. Boy-Girl Relationships (Ages 11-18) 

Did your interest in the opposite sex develop early, 

average, or late? How did you learn the "facts of life"? 

Discuss your first date and earliest dating experiences, 

what were your parents1 feelings about your dating? What 

rules did they set for you? What did you do and where did 

you go on dates? Tell about serious romances or going 

steady (any customs regarding rings, pins, sweaters). 

Which romantic intersts benefited you most, or mutually 
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helped each of you? What became of your former girlfriends 

or boyfriends? If you did not date much, how did you feel 

about it? Did you try to change it? Were your dating 

years generally happy ones? How did your dating experiences 

help prepare you for marriage later? 

23. Military 

Why did or didn't you serve in the military? If so, 

which branch? Why it and not another? Tell highlights of 

your military experiences, including basic training, special-

izations, where you were stationed, your pay and benefits, 

what you liked and disliked, friends, leaders, and how your 

time away affected your relationship with family, friends, 

and sweethearts? Did you have any combat experience or 

special assignments or missions? Tell about them. 

24. Missionary or Humanitarian Service 

Tell about missionary or humanitarian work (Peace 

Corps, Vista, volunteer work) you performed. How were you 

chosen for that work? What preparation did you make? How 

was it financed? What areas did you work in? Tell about 

characteristics of the peoples with whom you worked. Men-

tion work companions, leaders, programs you implemented, 

details of your normal work, and highlight experiences. 

What were the main problems? Satisfactions? Did you hold 

leadership positions? What adjustments were required in 

terms of finances, food, customs, climate, and language? 
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How did this service benefit you? Others? (This type of 

special experience might deserve a special in-depth history 

all its own.) 

25. College, Trade, or Professional Schools 

What colleges, technical, or professional schools did 

you attend? Why? Where? When? Did you have any problems 

qualifying for admission? Tell about the community the 

college was in. If you changed schools or dropped out, 

why? Where did you live, who were your roommates, and 

what was your transportation? Mention your taste in clothes, 

hair styles, cosmetics, and leisure activities. How did you 

finance your schooling? What courses did you take? Which 

were most worthwhile? Tell about influential teachers, 

courses, books, and learning experiences. Did you earn 

any honors or awards? How beneficial was this schooling? 

Were you involved in extracurricular clubs, teams, frater-

nities or sororities? How did you spend semester breaks, 

vacations, and summers? How did this schooling help you 

later in jobs or in the home? 

26. Beliefs and Values (Ages 18-25) 

Tell of your involvements in and feelings and beliefs 

about social issues, politics, and religion. Did your 

beliefs and values change during these years? Tell about 

influential books, teachers, classes, ideas, or friends. 
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27. Friendships and Activities (Ages 18-25) 

Who were your best friends of both sexes? What 

activities did you do with them? Tell about roommates. 

Did you "drop out" from work or school or do any traveling? 

What were your interests, hobbies, talents, and hangouts? 

How did you use your leisure time? Weekends? Holidays? 

Vacations? 

Tell about your dates and romantic interests while 

working, in college, or in the military. Mention attach-

ments that were important to you, engagements, and your 

feelings then about marriage. How easy or hard was it to 

get dates? How did your dating activities compare or 

differ with your high school dating? 

28. Courtship and Marriage 

How did you and your spouse meet? What did you like 

about each other? What common interests did you share? 

How did the relationship turn from casual to courtship? 

Tell about the proposal, the engagement, rings, parties 

and showers, saving money, planning the wedding details, 

the announcements, decorations, and reactions of parents. 

Did you have any problems deciding where, when, and how to 

get married, and by whom? Tell about the ceremony itself 

and your own feelings at the time. Where did you honeymoon? 

As newlyweds, where did you first set up house? How 

did you furnish and supply it? How did you finance the 

first few years? What happened to former friendships with 
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singles after you married? What marital adjustments were 

required? What was your relationship with in-laws? How 

did your spouse get along with your parents? 

20. Your Marriage Relationship 

Assess the "health" of your marriage during the child-

rearing years. What was good? What deepened and strength-

ened the relationship? What hurt or weakened it? How did 

you handle problems of finances, sex, health, divergent 

interests, changing personalities, career competition, 

declining physical appearances, wife working, husband's 

night shift, extended separations, in-laws, philosophies 

of child rearing, and major crises or tragedies which beset 

the family? Were problems caused by husband and wife dif-

ferences of religion, race, class, education or age? After 

being married for a fair length of time, how were you and 

your spouse alike? How different? What did you like best 

about your spouse? 

30. Child Rearing 

If childless, discuss your feelings about it. Did you 

want children? If not, why not? If so, what efforts did you 

make to overcome sterility, to adopt children, or be a 

foster parent? 

If you had children, review topics 2-8 again, this time 

applying them to your own experiences as a parent. 

When you both married, what were your thoughts about 

having children? Tell about the birth of each child and 
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how names were selected. What financial, housing, and 

emotional adjustments did each new child require you and 

your spouse to make? Were babies breast-fed? What were 

reactions of your other children to new babies? Were any 

of the children handicapped? If so, how did you help them? 

Tell about your children as they each grew up. What 

was your basic child rearing philosophy relating to manners, 

chores, discipline, and money? What were each child's 

characteristics and personality traits? Mention special 

memories, humorous episodes, achievements, problems, and 

favorite family stories told about each. How were your 

children like each other and how were they different? When 

the children became teen-agers, how did that affect you 

and the family unit? Tell about teen-age drivers, parties 

held at home, and highlight experiences during their teen 

years. How did step-children and natural children get 

along together? As children grew older, at what stage 

did you feel most fulfilled and useful as a parent? Least? 

Were you a successful parent? Was yours a happy and affec-

tionate home for the children? Tell how each child "left 

the nest," and your feelings about it. How do you feel 

about each child's course in life since he or she left home? 

About each one's spouse? What has been your relationship 

with your grown children? 

How did parenthood affect your life as a private person 

in terms of time, money, privacy, hobbies, talents, and 
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career, and what impact did having children have on your 

marriage? 

31. Work and Careers 

Tell about full time jobs you have had, how you landed 

the job, what work each job entailed, your promotions and 

firings, the job's pay and benefits, and your co-workers, 

supervisors, bosses, customers, competitors, and car pools. 

What did you like best and what did you dislike about each 

job? Tell memorable experiences and stories connected with 

your world of work. If self-employed, tell about your busi-

ness or operation, its building(s), lands, equipment, crops 

or animals, employees, finance and tax structure, how you 

produced and marketed your goods or services, and what the 

main problems were that hindered your profit making. What 

were turning points in your firm's history? Why did you 

leave or change jobs? What contributions were you able to 

make to your company or in your field of specialty? Did you 

have special training or additional education? What busi-

ness, trade, and professional organizations or unions did 

you join? Tell about them. How did your work help or 

hinder your development as a person? Your family's well 

being? How did you balance time spent at work and time 

spent at home? 

32. Finances 

Tell something about your financial affairs as an 

adult: earnings, raises, benefits, typical monthly budgets, 
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major expenditures, standard of living, the buying of homes 

and cars, financing children's schooling or lessons, major 

financial commitments, your savings and investments, insur-

ance, and retirement programs. Which family members helped 

with the household earnings? Who managed the money? What 

were financial turning points or key decisions? What would 

you do over if you had the chance? 

33. Homemaker's Career 

What experience did you have in domestic skills before 

marriage? What were your main skills in managing the 

home? Tell stories to illustrate how you handled such 

household jobs as meals (planning, shopping, cooking), care 

of clothes, care of children, housecleaning, and home main-

tenance. Did you have a regular routine for things like 

laundry, housecleaning, and shopping? Over the years 

what things helped you to be more effective (classes, 

books, other homemakers, improved housing, better appli-

ances, simpler food products, better fabrics, cleaning aids, 

and help from children and spouses)? How did you feel 

about each house you lived in, its space, conveniences and 

appliances? Tell about chauffeuring children and doing 

volunteer work for groups your children belonged to. Tell 

about unique family tastes in foods. What memorable meals 

or parties did you put on? 

Did you have or take time for your own interests? What 

did you like to do, or would you have liked to do, with a 
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day or evening off? What was most rewarding about being a 

homemaker? Most frustrating? Did you feel appreciated by 

your spouse and children? 

34. The Unmarried Adult 

Explain your feelings about never having married. How 

did that affect your relationship with your parents, married 

brothers and sisters, married men and women at work or in 

organizations you belonged to, and your choice of career 

and subsequent advancement in it? How did being single 

affect your religious activity, attending cultural events, 

spending holidays, and finding male and female friends? 

What are advantages of being single? Disadvantages? Did 

you try to adopt or raise any children? 

35. Divorce 

Tell something about what caused the divorce, how you 

and your spouse reacted to it, how you worked it out, and 

what the settlement was. How did it affect the children? 

Your own self image? What damage and what good came of it? 

Were any religious problems caused by it? In the long run 

was it a wise decision? What did it change in terms of 

your own financial position, former friendships, and your 

housing arrangements? What about dating and social life 

following the divorce? If a homemaker, did you have to go 

to work? How were children cared for if you worked outside 

the home? 
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36. Death 

When and how did your spouse die? How did you deal 

with it, and how did other family members accept it? What 

readjustments were required in terms of housing, finances, 

rearing of children, and social life? If male, how did you 

manage the household and care for the children? What things 

strengthened you during the death and adjustment period? 

What was hardest? How well did the will or estate settle-

ment provide for you and the family? Was it possible for 

you to be both mother and father to your children? Tell 

about subsequent dating and interrelationships with other 

adults, with couples, and with former friends and family 

of your spouse. 

37. Remarriage 

How soon after divorce or death of your spouse did you 

think about remarriage? How did you meet your new spouse? 

What ways were there for you to meet new, eligible compan-

ions? Was there a stigma attached to being divorced or 

widowed? What characteristics did you like most in your 

new companion? How did your children, and children of your 

new spouse, react to the new marriage? (See topic 29 and 

apply it to your new marriage.) 

38. Your Physical Health as an Adult 

Comment on your physical condition and health generally 

from about age eighteen to the present. Note major changes 
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(height, weight, eyesight, hearing, teeth, joints) and 

problems (diseases, accidents, handicaps, operations, diets). 

What about exercise? If female, what long-range affects did 

the bearing of children have on your body? How did meno-

pause affect you? 

39. Relationship with Relatives 

What was your relationship with your parents and your 

spouse's parents in their retirement years? How did you 

help them financially, and how did you decide which children 

would help them or house them? How often did you visit or 

have contact with the parents? How did you react to the 

death of your father? Mother? If one parent remarried, 

how did this change your relationship with that parent? If 

parent(s) lived in your house, how did your spouse and 

children adjust to it? After being an adult and family 

person yourself, how do you judge how well your own 

parents did as human beings, as parents, and as providers? 

Which of their beliefs and values do you still accept and 

which do you reject? 

In middle-age what has been your relationship with 

your brothers and sisters and their families, nieces and 

nephews, or uncles and aunts? Have you helped, financially 

or otherwise, any of these relatives? 

40. Personal Beliefs 

What have been your feelings about religion as a 

college student, in the military, and as a mature adult, 
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and how have your beliefs changed during your lifetime? 

Comment on major religious problems, doubts, or disbeliefs 

you have had. How active have you been in organized 

religion? Tell about local congregations you have belonged 

to, leaders and members, preaching meetings, lessons and 

study classes, and social groups. What positions have you 

held and what did each require of you? What has been most 

rewarding about your religious activity? Most bothersome? 

What special spiritual experiences have you had? What ef-

fects have your beliefs and religious standards had on your 

career, earnings, and use of leisure time? Has religion 

benefited your marriage? Has it helped during trials and 

tragedies? Has religion affected the way you have reared 

your children? Tell about their religious training, com-

mitments , and activities. 

Tell how you have felt about various political issues 

of importance to you over the years. What presidents have 

you liked? Why? What about your views on government 

spending, taxes, free enterprise, unions, social welfare 

programs, unemployment, and farm subsidies? How have you 

felt about America's inovlvement in world wars, Korea, and 

the Vietnam War? About the effectiveness of our schools 

and colleges? About the life styles of upcoming generations? 

41. Interests, Activities, Service 

Comment on your adult hobbies, favorite recreational 

activities or exercise programs, talents, group you 
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belonged to, typical weekends, types of vacations, and 

tastes in things like TV, radio, music, cultural events, 

movies, and sports. How have family members shared in these 

interests? What equipment did you buy to support these 

interests (recreational vehicles, fishing and hunting gear, 

tools, sewing machine, musical instruments, paints) and 

what classes or lessons did you take? What hobbies or 

activities would you have engaged in if you had more time 

or money or if your spouse would have let you? Mention 

highlight experiences and special friends related to these 

activities. 

Tell about volunteer service or charitable work you 

participated in. What service organizations or auxiliaries 

did you join? Tell about meaningful projects you helped 

with. How did you finally help people in need? 

42. Important Friendships 

Of all the people you meet and work with during a 

lifetime only a few become really close friends to you. 

These usually include a few fellow workers, employers, 

employees, neighbors, and people met at various activities 

and through organizations you belonged to. Comment on 

long-time family friends and close personal friends and 

some of the memorable things you have done together. How 

have you kept in touch with each other? 
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43. Current Affairs 

Comment on how you and your family have been affected 

by such things as the Great Depression, the flu epidemic, 

wars, floods, fires, natural disasters, growth or decline 

of towns, campus unrest, new inventions, changes in stan-

dards of morality, civil rights programs, federal aid pro-

grams, fads and fashions, crime, drugs, job obsolescence, 

housing shortages, medical techniques, zoning laws, and 

climate changes. 

44. Role as a Grandparent 

Discuss your feelings about each of your children and 

their families. What has been your relationship with your 

grandchildren? What do you do and talk about with them 

when you get together? What influence do you exert upon 

the way each is being raised? Have you enjoyed being a 

grandparent? How do you feel about each grandchild's 

development and character as a human being? 

If you cannot be a grandparent, how has this "end of 

the family line" made you feel? 

45. Retirement Years 

Comment on why you retired and your feelings about it. 

Comment on others attitudes toward retirees. With retire-

ment, what changed about your life and that of your spouse? 

What adjustment in roles did spouses have when one or both 

left careers and returned home full time? Retired or not, 

discuss your situation regarding housing, finances, standard 
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of living, leisure activities, and physical health. What 

have been your main worries and concerns? Your main 

pleasures? What new interests have you developed? What 

keeps you motivated? 

46. Reflections About Life 

Discuss your life beliefs, standards, values, religious 

convictions, feelings about your family's progress, and 

judgements about how the nation and society have changed 

for better or worse. Evaluate what have been the most 

important ideas you have accepted, and the best things 

you have enjoyed. What has been the value of your life? 

Did you do as well as your parents, and as your brothers 

and sisters? What achievements bring satisfaction? What 

would you do differently if you had the chance? 

If you had to honestly characterize yourself in one 

paragraph, what would you say? Similarly, how would you 

characterize your spouse? How have each of you changed 

in character and personality over the years? 

What are your feelings about death and dying? What 

suggestions would you offer to the upcoming generations 

about living successfully, finding happiness, raising 

children, practicing religion, helping society, and 

choosing careers? 

Note. From Preparing A Personal History by W. G. 

Hartley, 1976, Salt Lake City: Primer Publications. 

Reprinted by permission. 
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Table 17 

Summary of Analysis of Covariance of the 
Time Competence Scores 

Source SS df MS 

Treatment (A) 14.05 3 4.68 0. 73 

SEX (B) 6.59 1 6.59 1. 03 

AXB 3.30 3 1.10 0. 17 

Error 764.13 119 6.42 — 

Total 788.07 126 — — 

Table 18 

Summary of Analysis of Covariance of the 
Innerdirectedness Scores 

Source SS df MS F 

Treatment (A) 103. 63 3 34 ft
 

U~i
 

0. ,53 

Sex (B) 179. 96 1 179 .96 2, .77 

AXB 89. 45 3 29 .82 0, .46 

Error 7730. 50 119 64 .96 

Total 8103. 54 126 — — 
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Table 19 

Summary of Analysis of Covariance of the 
Time Incompetence Scores 

Source SS df MS F 

Treatment (A) 10. , 88 3 3. ,63 0. , 72 

SEX (B) 9. ,41 1 9. .41 1. , 86 

AXB 0. , 99 3 0. .33 0. .07 

Error 601. .35 119 5, .05 — 

Total 622, .63 126 — — 

Table 20 

Summary of Analysis of Covariance of the 
Other Directedness Scores 

Source SS df MS F 

Treatment (A) 215 .74 3 71. ,91 1. .29 

Sex (B) 111 

00
 

C
N
 • 1 111. .28 1. ,99 

AXB 122 .64 3 40. . 88 0. ,73 

Error 6644 .18 119 55. .83 — 

Total 7093.84 126 
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Table 21 

Summary of Analysis of Covariance of the 
Self-Actualizing Values Scores 

Source SS df MS F 

Treatment (A) 33, .96 3 11. . 32 1. 99 

SEX (B) 1. .41 1 1. ,41 0. 25 

AXB 13. .62 3 4. .54 0. 80 

Error 676. .17 119 5. .68 — 

Total 725. .16 126 ... 

Table 22 

Summary of Analysis of Covariance of the 
Existentiality Scores 

Source SS df MS F 

Treatment (A) 67.35 3 22.45 2.06 

Sex (B) 12.53 1 12.53 1.15 

AXB 91.43 3 30.48 2.80* 

Error 1205.09 110 10.88 ' — 

Total 1466.40 126 — — 

*p < .05 
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Table 23 

Summary of Analysis of Covariance of the 
Feeling Reactivity Scores 

Source SS df MS F 

Treatment (A) 31. , 52 3 10. .51 2. .08 

SEX (B) 0. , 45 1 0. .45 0. .09 

AXB 13. .41 3 4. .47 0. . 88 

Error 601. .32 119 5. .05 — 

Total 646. . 70 126 — — 

Table 24 

Summary of Analysis of Covariance of the 
Spontaneity Scores 

Source SS df MS F 

Treatment (A) 4. 38 3 1.46 0.44 

Sex (B) 3.28 1 3.28 0.99 

AXB 3.33 3 1.11 0. 34 

Error 392.58 119 3. 30 ' — 

Total 403.57 126 — — 
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Table 25 

Summary of Analysis of Covariance of the 
Self-Regard Scores 

Source SS df MS F 

Treatment (A) 6.26 3 2.09 0.58 

SEX (B) 1.46 1 1.46 0.41 

AXB 9.56 3 3.19 0. 89 

Error 425.61 119 3.58 — 

Total 442.89 126 — , — 

Table 26 

Summary of Analysis of Covariance of the 
Self-Acceptance Scores 

Source SS df MS F 

Treatment (A) 42 . 72 3 14. 24 2.57 

Sex (B) 5 .06 1 5. 06 9.91 

AXB 43 .50 3 14. 50 2.62* 

Error 658 .55 119 5. 53 

Total 749 .83 126 — — 

*p < .05 
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Table 27 

Summary of Analysis of Covariance of the 
Nature of Man Scores 

Source SS df MS F 

Treatment (A) 11. 31 3 3.77 1.41 

SEX (B) 10. 83 1 10. 83 4.06* 

AXB 13.55 3 4.52 1.69 

Error 317.63 119 2.67 — 

Total 353.32 126 _ _ 

*p < .05 

Table 2 8 

Summary of Analysis of Covariance of the 
Synergy Scores 

Source SS df MS F 

Treatment (A) 1. .05 3 0. . 35 0. 23 

Sex (B) 0. .33 1 0. ,33 0. 22 

AXB 4. .12 3 1. .37 0. 92 

Error 178. ,30 119 1. ,50 

Total 183. ,80 126 — — 
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Table 29 

Summary of Analysis of Covariance of the 
Acceptance of Aggression Scores 

Source SS df MS F 

Treatment (A) 15. .73 3 5. .24 0. 80 

SEX (B) 4. . 83 1 4. . 83 0. 74 

AXB 33. .18 3 11. .06 1. 70 

Error 776. .40 119 6, .52 — 

Total 830. .14 126 — — 

Table 30 

Summary of Analysis of Covariance of the 
Capacity for Intimate Contact Scores 

Source SS df MS F 

Treatment (A) 24. .97 3 8.32 0. , 88 

Sex (B) 66. . 78 1 • 66.78 7. .03** 

AXB 47. ,51 3 15. 84 1. .67 

Error 1129. .89 119 9. 49 — 

Total 1269, .15 126 — — 

* * p < .01 
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Table 31 

Summary of Analysis of Covariance of 
the Academic Achievement Scores 

Source SS df MS F 

Treatment (A) 89.48 3 29.83 2.89* 

SEX (B) 9.28 1 0.28 0.03 

AXB 37.05 3 12. 35 1. 20 

Error 1226.62 119 10.31 — 

Total 1353.43 126 — 

kp < .05 
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Table 47 

Summary of Analysis of Variance of the Therapeutic 
Index of the Student-Self Evaluations 

Source SS df MS F 

Treatment (A) 1. . 32 2 0, .66 0. 43 

SEX (B) 2. ,66 1 2, .66 1. 72 

AXB 2. , 55 2 1, .28 0. 83 

Error 121. , 76 79 1. .54 — 

Total 128. , 29 84 — — 

Table 48 

Summary of Analysis of Variance of the Educational 
Index of the Student-Self Evaluations 

Source SS df MS F 

Treatment (A) 0 . 32 2 0 .16 0.17 

Sex (B) 3 .57 1 3 .57 3.70 

AXB 1 .60 2 0 . 80 

ro 
00 • 
o
 

Error 76 .08 79 0 .96 — 

Total 81 .57 84 — — 
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Table 49 

Summary of Analysis of Variance of the Mean Ratings 
of Item One of the Student Self-Evaluations 

Source SS df MS F 

Treatment (A) 1. .57 2 0. ,79 0. ,54 

SEX (B) 0. , 51 1 0. .51 0, .36 

AXB 2. .62 2 1. .31 0. .91 

Error 114. .26 79 1. .45 — 

Total 118. .96 84 — — 

Table 50 

Summary of Analysis of Variance of the Mean Ratings 
of Item Two of the Student Self-Evaluations 

Source SS df MS F 

Treatment (A) 1 .44 2 0.722 0. .41 

Sex (B) 3 . 30 1 3.30 1, .89 

AXB 2 .44 2 1.22 0, .70 

Error 137 .85 79 1.75 — 

Total 145 .03 84 
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Table 51 

Summary of Analysis of Variance of the Mean Ratings of 
Item Three of the Student Self-Evaluations 

Source SS df MS F 

Treatment (A) 4.82 2 2.41 0. 97 

SEX (B) 5.91 1 5.91 2.37 

AXB 0.46 2 0.23 0.09 

Error 196.77 79 2.49 — 

Total 207.96 84 — - -

Table 52 

Summary 
of 

of Analysis 
Item Four of 

of Variance 
the Student 

of the Mean Ratings 
Self-Evaluations 

Source SS df MS F 

Treatment (A) 10.77 2 5.39 1.66 

Sex (B) 0.07 1 0.07 0.02 

AXB 3.49 2 1.75 0.537 

Error 256.78 79 3.25 ' — 

Total 271.11 84 — — 
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Table 53 

Summary of Analysis of Variance of the Mean Ratings 
of Item Five of the Student Self-Evaluations 

Source SS df MS F 

Treatment (A) 2 .65 2 1 .32 1.15 

SEX (B) 0 .75 1 0 .75 0.65 

AXB 1 .10 2 0 .55 0.48 

Error 90 .99 79 1 .15 - -

Total 95 .49 84 — — 

Table 54 

Summary of Analysis of Variance of the Mean Ratings 
of Item Six of the Student Self-Evaluations 

Source SS df MS F 

Treatment (A) 2.12 2 1.06 0.36 

Sex (B) 2.13 1 2.13 0. 73 

AXB 11.66 2 5.83 1.99 

Error 230.56 79 2.92 • — 

Total 246.47 84 — — 
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Table 55 

Summary of Analysis of Variance of the Mean Ratings of 
Item Seven of the Student Self-Evaluations 

Source SS df MS F 

Treatment (A) 3.17 2 1.59 0.44 

SEX (B) 6.20 1 6.20 1. 72 

AXB 6.77 2 3.39 0.94 

Error 284.85 79 3.61 — 

Total 300.99 84 — — 

Table 56 

Summary of Analysis of Variance of the Mean Ratings 
of Item Eight of the Student Self-Evaluations 

Source SS df MS F 

Treatment (A) 2.06 2 1.0 3 0. 54 

Sex (B) 6. 87 1 6.87 3.60 

AXB 12.56 2 6.28 3. 29* 

Error 150.73 79 1. 91 — 

Total 172.22 84 — — 

*P < .05 
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Table 57 

Summary of Analysis of Variance of the Mean Ratings 
of Item Nine of the Student Self-Evaluations 

Source SS df MS F 

Treatment (A) 10.24 2 5.12 1.06 

SEX (B) 3.70 1 3.70 .76 

AXB 10.50 2 5.25 1.08 

Error 393.09 70 4.85 

Total 407.53 84 — 

Table 58 

Summary of 
of Item 

Analysis of Variance of the Mean Ratings 
Ten of the Student Self-Evaluations 

Source SS df MS F 

Treatment (A) 3.58 2 1.79 .82 

Sex (B) 17.86 1 17.86 8.16** 

AXB 10.29 2 5.15 2.35 

Error 173.15 79 2.19 

Total 204.88 84 — 

**p < .001 



Appendix E—Continued 230 

Table 59 

Summary of Analysis of Variance of the Mean Ratings 
of Item Eleven of the Student Self-Evaluatons 

Source SS df MS ] F 

Treatment (A) 5. .25 1 5. .25 1. 71 

SEX (B) 1. ,03 1 1. .03 0. 34 

AXB 3. . 82 1 3. .82 1. 25 

Error 137. .87 45 3. .06 — 

Total 147. .97 48 — — 

Table 60 

Summary of Analysis of Variance of the Mean Ratings 
of Item Twelve of the Student Self-Evaluations 

Source SS df MS F 

Treatment (A) 1. .93 2 0. 97 0. .55 

Sex (B) 0. .91 1 0. 91 0, .52 

AXB 0. . 81 2 0. 41 0. .23 

Error 138. .41 79 1. 75 — 

Total 142. .06 84 — — — — 
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