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	 Pausing in his walk through the woods, Jim looked at the 
sun setting behind the next ridge of  mountains. Along with 
the scent of  pine, he breathed in a feeling of  deep satisfac-
tion. This view always made him feel at peace. Jim's thoughts 
wandered to the play in which he had just landed a part. He 
thought about how he'd enjoy the practices, long though they 
might be. His evenings spent re- hearsing, arguing, and laugh-
ing would be a lot different than last semester.
	 Last semester his evenings had been filled with studying 
at the Java Jive ‘n Jane coffee shop. Jim realized that he'd 
have a lot less time to study this semester because of  the play. 
Beginning his junior year like this just might drop that grade 
point aver- age below the 3.0 he needed.
	 Instead of  bemoaning his fate or deciding to drop out of  
the play, Jim sat down on a log and started planning. He de-
cided to drop one of  his courses and use his remaining study 
time more efficiently. He'd go to the library instead of  trying 
to study in the coffee shop or in his room. Jim smiled, the sun 
winked out, and the clouds turned red.
	 As he walked back to get dinner, he imagined the steps 
he'd go through tomorrow to drop the course. He realized 
he'd have to dig up the course number. Finally, Jim thought 
about what studying in the library would be like. He de- 
cided that on a break between doing the readings for his two 
harder courses, he'd ask a friend to show him how to use the 
library computer terminals. "Good," Jim said to himself, 
"maybe I won't just survive this semester-I might actually en-
joy it!"

	 Obviously, Jim packed a lot of  self-managing into a late 
afternoon walk, but where was the stimulus? What reinforced 
all those responses? That single "Good" at the end of  the vi-
gnette? And can one really talk about thoughts as "re-
sponses"? Aren't thoughts different?
	 This chapter focuses on techniques for self-management 
that take little time or physical effort. Instead, the work re-
quired is largely mental-and it's not always easy. These tech-
niques involve changing your thoughts, that is, your cogni-
tions.

THE COGNITIVE MODEL

OF THOUGHT AND ACTION
	 The model on which cognitive techniques are based dif-
fers radically from the behavioral model. The primary topic 
of  cognitive theory is what goes on be- tween presentation of  
a stimulus and occurrence of  a response, while behavioral the-
ory hardly considers this question important. As shown in Fig-
ure 4.1, the components of  this model are attention, a con-
structor/ comparator, memory, and an executive function. 
Clever experiments in vision, memory, and other areas sup-
port the explanatory power of  each component. Each, from 
attention to the executive, can also be the source of  self-
management problems, or can improve self-management. 
The cognitive model of  what goes on in the head between 
stimulus and response frequently makes analogies to the way 
computers work (Miller, Galanter, & Pribram, 1960). In fact, 
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cognitive models of  human perception, memory, and reason-
ing were developed by extensive simulations on computers 
(see Lindsay & Norman, 1972; Norman, 1969).

Reality, Sensory Information, and Attention
	 According to cognitive theory, there is quite a difference 
between reality (what lies outside our skin and the chemical 
and physical processes inside our bodies) and the sensory in-
formation we perceive through sight, hearing, taste, smell, 
and touch. For one thing, our senses sample very limited as-
pects of  reality. We see only a narrow band of  wavelengths of  
light, for example. We can't "see" ultraviolet or infrared light, 
although we know they exist and are simply higher and lower 
frequencies than visible light.
	 Our brains also seem designed to edit a great deal of  the 
information that does register in our senses. We are aware 
only of  abstract patterns of  information. Our eyes and the 
first layers of  the vision part of  the brain eliminate informa-
tion about individual points of  light, for instance. The rest of  
the brain is just told where the edges and corners are in the 
scene we're looking at. In general, the information about the 
"world out there" that enters our brain is highly censored 
(Lindsay & Norman, 1972).
	 Further processing of  information actively revises our 
picture of  what's going on around us. The human brain re-
tains only a fleeting image of  the incomplete information 
from our senses. These data decay to nearly nothing in a few 
tenths of  a second. The process of  simply perceiving reality 
is also constrained by our limited attention span.
	 Some experiments suggest that humans can actively at-
tend, or at least respond, to only one thing at a time-to only 
one "channel" of  sensory information, such as what you see 
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or what you hear, or what you're thinking, but not to what 
you see and hear, for example (Lindsay & Norman, 1972). 
Most people divide even these channels into more specific 
types of  information to which their primary attention is de-
voted. We can, however, switch back and forth between chan-
nels in a fraction of  a second. That lets us hear the sound 
track as well as see the images of  a movie.
	 According to cognitive theory, which channel we devote 
our attention to is a function of  many things. Attention may 
do some cursory checking of  channels very fast and very of-
ten. Some cognitive theorists say that we actively process in-
formation from a primary channel, but also passively process 
information from other channels at the same time. If  a chan-
nel that's being passively processed starts providing life-or-
death information to us, or just information about our- 
selves, we seem "programmed" to switch our full attention to 
it.
	 For example, if  you're dancing at a party but hear your 
name mentioned across the room, your attention may shift 
from the dance to wherever you heard your name (and you 
may miss a step). Inevitably, a large portion of  the incom-
plete data that does make it from our senses to the edge of  
our awareness is lost because we were attending to input 
from another sensory channel, or because we were attending 
to our own thoughts.

The Active Constructor/Comparator
	 The human brain compensates for the incomplete and 
filtered information it receives from the senses by using mem-
ory and its ability to imagine. What we think we "see" is 
more what we expect to see than what is actually there (Neis- 
ser, 1967, 1976). The same principle seems true for sounds, 
smells, and other sensations. This active construction process 
makes perception easier; we don't have to start from scratch 
each time. Apparently, our minds are not blank sheets of  pa-
per onto which our senses draw an exact picture of  the world 
around us. Instead, before we even take a look at the world 
we "draw a picture" of  how the world should look according 
to our memory of  what we saw and felt earlier in a similar 
situation before. Then we check briefly for any differences be-
tween what should be out there and what actually is out 
there.
Cognitive theory says that perception and thinking are like 
walking across a dark room that you've been in many times. 
You can walk confidently from one end to the other based on 
your cognitive "map" of  how furniture is placed in the room 
(Tolman, 1948). Of  course, it pays to check reality for 
changes; someone could have moved the furniture, for exam-
ple, or reality could have changed in other ways. Unless you 
check for deviations from your model by walking through the 
dark room slowly and carefully, your shins could get bruised 
by a mismatch between your model of  reality and the coffee 
table that was added to reality while you were gone.
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Memory
	 When comparisons between our construct of  some part 
of  the world and our image of  it don't match, we update our 
memory-our cognitive "files" of  information about what the 
world is like. Different types of  mismatch generate different 
types of  information. Bandura (1977) and Mischel (1973) 
identify four different types of  information that are stored in 
memory as a result of  these "mismatch" experiences.
	 Expectancies store information about the consequences of  
our past actions, feelings, and thoughts (response-outcome ex-
pectancies), as well as help us remember which events usually 
follow which other events (stimulus-outcome expectancies).
	 Subjective values are our preferences for different activities. 
The subjective values of  going for a swim, finishing a good 
book, and taking a walk with a friend are different for differ-
ent people. Subjective values may be based on expectan- cies 
of  how much we would enjoy the activity and what costs are 
involved.
	 A construct is a global image of  part of  reality-often one 
that was com- pared to actual reality in the past, updated, 
and then stored for future use. You can make a construct of  
anything, including such entities as emotions, which can't be 
seen, smelled, or otherwise sensed. Every person's memory 
also contains one or more constructs that describe (or at least 
try to describe) oneself  and other people.
	 Plans are instructions to oneself  about what actions to 
perform, what thoughts to think, and even what feelings to 

feel in a future situation. Plans can be based on a memory of  
past events, or on a sequence that's been imagined but never 
actually experienced.

The Executive
	 Still missing from the cognitive approach's picture of  a 
person is the concept of  "consciousness," "self," or "me." 
Let's call this the executive. This element of  the cognitive 
model monitors the functioning of  all other elements, and co-
ordinates them to move the person toward achieving his or 
her goals. The executive is responsible for all of  our goal-
directed behavior, thoughts, and feelings-from eating to mak-
ing the varsity team to preparing for a career.
 
	 To some psychologists, this self-regulatory component of  
the cognitive model seems to put a person within the person 
without solving the problem of  defining consciousness and 
purposive behavior. In reply, cognitive psychologists liken the 
executive to a computer operating system like Windows, An-
droid, OSX, or iOS that drives all other programs (see 
Mischel, 1973). Once established by early training in self-
management, the executive governs itself  as well as the rest 
of  the person.

COGNITIVE TECHNIQUES
	 The preceding chapters proposed that techniques origi-
nally developed to change physical behaviors can be used to 
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change thoughts and feelings as well. Most of  these behav-
ioral techniques, however, have you change a physical antece-
dent or consequence (like removing a picture of  your old 
house from your wall so you feel less homesick).
	 Cognitive techniques also involve changing antecedents 
and consequences. However, the antecedents and conse-
quences they introduce, eliminate, or substitute are not physi-
cal things or mental images of  physical things. Instead, they 
are more verbal. Words and other symbols that transmit infor-
mation are the basic building blocks of  cognitive self-
management procedures, which include self-instructions, 
modeling, planning, and problem solving.
	 Cognitive techniques are relatively new on the self-
management scene. They've been used widely only since the 
mid-seventies. The earliest cognitive techniques were intro-
duced as simple variations of  behavioral techniques. "Cov- 
ert stimulus control," "covert reinforcement," "covert extinc-
tion," and so on are behavioral techniques that were turned 
into cognitive ones just by transferring them to imagination 
(see Cautela, 1970; Homme, 1965).
	 An increasing interest in cognitive theory (Dember, 
1974) spurred its application to self-management. By this 
time a variety of  techniques had been trans- ported from the 
mental health clinic to self-management, but they did not fit 
into behavioral theory. Cognitive theory did explain why the 
new techniques worked (see Mischel, 1973). It also led some 
self-management researchers to discover additional tech-
niques.

Self-Instructions: Talking Yourself  into Better Self-Management
	 Cognitive theory suggests that some problems in self-
management may be caused by faulty constructs or other cog-
nitions about the world or people around us, or of  ourselves. 
The things we say to ourselves before and after a behavior, a 
feel- ing, or a thought are cognitions. Although we don't al-
ways listen to this "self- talk," it seems to control both our ac-
tions and our reactions to what is happening to us.
	 Perhaps you have wanted to stop work early but then 
said to yourself, "Come on-just another half  hour and you'll 
be done for the day," and the next thing you knew another 
hour of  hard work had been accomplished. Or perhaps you 
have finished something that you should feel proud of, but 
said "Gee, I really could have done better." You felt depressed 
instead of  proud. In both cases, self- talk made the difference. 
Often the difference between successful and unsuccessful self-
management seems to be the things one says to oneself. To 
respond to this need, a body of  cognitive self-management 
techniques called self-instructions has evolved.
	 Self-instructions are thoughts put into words so you can 
remember them more easily, and so you can analyze your 
thoughts to find out what's right and wrong with them. Once 
you put a thought into words, it's easier to see how it could be 
improved, too. Then you can use words to "reprogram" your 
thoughts for better self-management.
	 In a way, self-instructions are like little computer pro-
grams in a high com- puter language such as BASIC or FOR-
TRAN. The actual thoughts or feelings to which the self-
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instructions refer are analogous to the coding language that 
apps are translated into before the computer can understand 
what the app is telling it to do.
	 Something probably is lost in the translation from 
thoughts to words. The benefits gained by making thoughts 
explicit are great, however. Words do have the disadvantage 
of  taking a relatively long time to say aloud or to yourself. 
New self-instructions need to be written down and "talked" 
aloud or silently at first. As you use a self-instruction more 
and more, though, you'll be able to think it to yourself  in-
stead of  saying it to yourself.
	 You'll find that thinking self-instructions is more efficient 
than saying them and that it also helps self-instructions be-
come a natural part of  your lifestyle. The risks of  thinking as 
opposed to saying self-instructions are that you'll stop using 
the self-instructions altogether, or they will change without 
you knowing it. To avoid these risks, it's a good idea to keep 
thinking about what you're saying to yourself-to monitor your 
self-instructions. Every week or so, you might even use a self-
instruction log for a day to record your cognitions about a 
particular topic so you can see if  you're still using the self-
instructions that you developed.

An Example: Self-Instructions During a Speech
	 Suppose that you are anxious about speaking to groups 
of  people. Even when asking a question in a lecture or sec-
tion meeting, you sweat buckets, speak inaudibly, stumble 

over the words you do get out, and often don't communicate 
your question. Even talking to several friends at once is a 
problem.
	 You have tried systematic desensitization, but you still 
get anxious when asking a question in a new class or when 
talking to your friends if  strangers are listening. The antece-
dents of  your anxiety seem to be things you say to yourself. 
After some of  these self-instructions, you get an anxiety at-
tack or the anxiety you already feel gets worse.
	 You have logged your self-instructions for the last few 
anxiety episodes:

1. (before speaking) "They won't like what I'm going to say. Ei-
ther they'll think it's stupid or they're going to disagree 
violently."

2. (also before speaking) "I feel like my smile is painted on my 
face. I can't even relax my cheek muscles. Everyone can 
see how fake I am, how anxious I'm getting."

3. (while speaking) "Was that a dumb thing to say! But I've 
got to keep talk- ing, since I haven't even gotten to the 
real point of  my presentation yet."

4. (also while speaking) "Ack! I can't think of  what to say 
next. And the silence is wearing on and on. People are 
beginning to look at each other. I've got to say 
something-anything!"

5. (again while speaking) "Heh, that fellow in the front row is 
actually smiling at me. He seems to like what I'm saying. 
Or, is he just getting ready to ask some really terrible 
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question that I can't answer? Or maybe he just wants to 
get on my good side."

6. (after an interruption) "I deserved that; I wasn't making my-
self  clear."

7. (feeling dampness under your arm) "Damn-I'm sweating. And 
my stomach is churning. That means I'm anxious! Oh, 
do I feel tense!"

8. (after someone leaves the room) "$#&*! That proves I'm blow-
ing it. Either she couldn't understand what I was trying 
to say, or she did understand and was so disgusted that 
she left."

9. (after finishing, and listening to someone's reply) "Well, I guess 
he's right and I'm wrong. My point wasn't really that im-
portant, and I presented it poorly. Maybe the idea was 
no good anyway.”

	 These self-instructions can all contribute to your speak-
ing anxiety. Looking over your log, you realize that one nega-
tive self-instruction leads to another. The first sets up expec-
tancies and arouses constructs of  oneself  (like the "anxious" 
label) that make more negative self-instructions likely. The 
second self- instruction interprets a natural physical event 
(muscle tightening around the mouth during a smile) as nega-
tive and a quirk of  physiology like sweating as a sign of  anxi-
ety. These interpretations are more likely given the fist self- 
instruction.

	 This "snowballing effect" shows up in self-instructions 
that interpret other people's response to the speech. Even mi-
nor pauses during the speech are seen as supporting the ini-
tial "I'm anxious" attribution.
	 The first step out of  this vicious circle is to replace the 
negative self-labels with positive ones. When you hear your-
self  saying "They're not going to like what I say," you decide 
to replace it with a more appropriate, positive self- instruc-
tion like "Whether they like it or not, the important thing is 
that I present my idea as clearly and concisely as possible. 
Clarity lets the inherent strength of  my idea shine through." 
That self-instruction not only rejects the negative set of  an 
earlier self-instruction, but also refocuses attention to the task 
at hand.
	 You can figure out replacements for other anxiety-
producing or -maintaining self-instructions in your log, too. 
First, you list the inappropriate self-instructions from your log 
on the left side of  a sheet of  paper. You draw a line down the 
middle, and write some alternative, more appropriate self-
instructions on the right side. You can turn the inappropriate 
self-instructions into self-instructions that will help you the 
next time you speak. Table 4.1 shows some alternatives. 
You'll want to make up your own to fit your own mood and 
speaking situation. How do you get yourself  to say what you 
should say? (That's the real challenge of  using self-
instructions for self-management.) Before beginning the 
speech, you could use another self-instruction such as, "OK, 
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now what should I say to myself  during this speech? I need to 
think of  some encouraging self-instructions."
	 Behavioral techniques also could help you use more ap-
propriate self-instructions. You can give yourself  a stimulus 
for this by writing, "Say nice things to yourself !" on the first 
page of  your notes for the speech. Since that statement is too 
general to do anything but start you off, you could also make 
a copy of  Table 4.1 to carry around with you to meetings. 
You review it briefly before each meeting. As you go along, 
you use statements like "Good! I'm following the right self-
statements this time" and "This is going OK, isn't it!"

BASIC STEPS FOR SELF-INSTRUCTIONS
1. Decide which behavior, thought, or feeling you want to 

improve.
2. Find out which self-instructions precede and follow the 

response, and which self-instructions seem to prevent the 
response.

3. Determine the function of  each self-instruction. Is it an 
action, coping, evaluative, or analytic self-instruction? (These 
types are explained in the following section.)

4. Isolate self-instructions that seem to produce or main-
tain the problem, or make it worse.

5. Design one or more new self-instructions to replace the 
inappropriate ones. Consider adding self-instructions to 
further improve the target behavior, thought, or feeling.

6. Replace the old self-instructions with the new ones (per-
haps using a behavioral technique like stimulus control).

9

Table 4.1  Using self-instructions to reduce speech anxietyTable 4.1  Using self-instructions to reduce speech anxiety

Self-instruction recorded in log Substitute self-instructions

(before speaking) “They won’t like 
what I’m going to say. Either 
they’ll think it’s stupid or they’re 
going to disagree violently.”

(before speaking) “I’m going to 
enjoy this presentation! It’s a job, 
and I’m going to do it as best as I 
can, but I don’t work at things I 
don’t enjoy too. The important 
thing is to communicate my three 
basic ideas to them. They can 
like them or leave them.”

(also before speaking) “I feel like my 
smile is painted on my face. I 
can’t even relax my cheek 
muscles. Everyone can see how 
fake I am, how anxious I’m 
getting.”

(also before speaking) “Keep smiling. 
Maintain eye contact. What can I 
communicate to them that would 
be useful right now? I can relax 
the smile when I feel like it, but I 
don’t have to release it until 
then.”

(while speaking) “Was that a dumb 
thing for me to say! But I’ve got 
to keep on talking, since I haven’t 
even gotten to the real point of  
my presentation yet.”

(while speaking) “So, whatever I’ve 
said is said. It’s time to get to the 
heart of  the presentation. This is 
the part I really like! I’m going to 
show my enthusiasm: this is who 
I am!



Types of  Self-Instruction
	 When you monitor self-statements, you may find that 
you're using several different types. Here are four common 
types that you may already be using, or that you may want to 
try out. Each is suited to a particular self-management prob-
lem. Table 4.2 summarizes the four types.

	 Action self-instructions. The most basic form of  
self-instruction is a simple phrase that tells you to do (or not 
do) something. Examples of  these self- instructions include 
"Get out that book, crack it open, and study!" and "Don't 
turn on the TV after dinner." These are self-instructions to 
start behaving (or thinking or feeling) in a particular way. Ac-
tion self-instructions are used most often when no external 
stimulus is present for the action; they provide a self- gener-
ated stimulus for the response.
	 Sometimes action self-instructions are given to redirect 
intended actions ("Don't go down to the shopping center yet; 
mow the lawn"), or to start some behavior that seems inhib-
ited ("So raise your hand and ask the question, you scholar 
you!"). Action self-instructions also can direct you through 
long, complex routines ("Let's start the mower. First, check to 
see if  there's oil and gas in it. Next, move the throttle for-
ward. Now place your foot on the housing, grip the pull-cord 
handle, and pull.").
	 Action self-instructions can be thought of  as complex 
covert stimuli that are generated by the individual who's 
meant to receive them. They usually prompt actions, al-
though sometimes they request inaction, as in "Don't even 
think about lighting up a cigarette in here!" Action self-
instructions probably work because we have been taught to 
obey instructions from parents and other people. A self- in-
struction seems to warrant similar obedience. Neither self- 
nor other- instructions will be obeyed consistently, however, 
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TABLE 4.2 Self-statements and self-instructions

Action self-statements cue specific responses. They serve as internal 
stimuli for external motor behaviors, internal feelings, or other self-
statements and instructions.

Coping self-instructions are responses to situations that call for 
cognitive self-management. Often these statements sound like a 
kind parent or therapist talking to you.

Evaluative self-statements resemble self-administered 
reinforcement or punishment. Ideally, evaluative self-statements 
compare each element of  a performed behavior, thought, or feeling 
to criteria already established for that response, and they judge 
whether the criteria have been surpassed.

Analytic self-statements summarize observations about something 
you're trying to understand. Analytic self-instructions, such as logic, 
help you integrate the different self-statements into conclusions that 
help predict and improve, as well as understand, the topic of  study.



unless they're backed up with reinforcements and punish-
ments.
	 When used as a clinical tool, psychologists teach self-
instructions to clients by first saying them aloud to the client 
like a parent would. Then the clients repeat each instruction 
after the psychologist says it. Following that, clients say the in-
structions aloud on their own. This helps them learn the in-
structions, and lets the psychologist correct the instructions. 
Sometimes an entire script of  action and other self-
instructions is given.
	 Clients are then asked to say the instructions silently to 
themselves. Finally, they are told to think the instructions to 
themselves-not to even put the instructions into words in 
their head, but to put them instead into thoughts (Meichen-
baum, 1977).
	 Self-instructions for actions that are impossible, or far 
above your current level of  performance, can be as destruc-
tive to self-management as setting goals too high. Inflexible 
self-instructions also are contrary to the basic concept of  re-
vising a self-management plan until it works. These maladap-
tive action-oriented self-instructions often include the word 
must as in "I must finish this whole paper tonight before go-
ing to sleep!" or "I must be number one in classes and in 
sports." Albert Ellis calls these "must-erbations" (Ellis, 1962, 
1969, 1970; Ellis & Harper, 1961). In another attempt to pun-
ish people for creating destructive self-instructions and self-
statements, Ellis often calls those instructions and statements 
"irrational."

	 Coping self-instructions. Action self-instructions dif-
fer only in complexity from the sort of  stimuli we talked 
about in Chapter 1 on behavioral techniques. Be- cause self-
instructions use words, however, they also can help us store 
complex self-management routines in memory and retrieve a 
routine when the situation calls for it. A self-instruction can, 
therefore, be our response to a set of  stimuli, rather than be-
ing just a subvocal stimulus. When we use self-statements as 
responses to a specific action, they become coping self-
instructions.
	 If, for example, we realize that we're about to be placed 
in a situation in which we usually get anxious, we can instruct 
ourselves to practice relaxation: "OK, you know you always 
get uptight when you ask for a date, so do a quick relaxation 
routine. That's it. . . . Take a deep breath, hold it for a mo-
ment, let it out slowly, and say 'Relax' as you exhale." These 
are coping self-instructions. We can use other coping instruc-
tions to remind ourselves to watch out for neg- ative state-
ments that can snowball into mounting anxiety. ("I think I'm 
going to blow it. . . . Hold on! That's just a put-down. Who 
says you're going to blow it? Think positive-act positive.")
	 Some coping self-instructions don't specify an overt or 
covert action to remedy the problem. Instead, they work by 
reinterpreting a situation. When some- thing bad happens to 
us, we can use reinterpretive coping self-queries such as 
"What's another way to think about what happened?" to get 
ourselves to see the bad event as something that's actually for 
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the better. If  two people walk out of  the room during your 
presentation, for example, you might think:

Gee, I must be turning people off-see, two just left. Wait a minute! 
Maybe they left to go to the bathroom, or maybe they had an ap-
pointment. Besides, who says I have to please everyone? I don't 
really want to present to people who aren't interested in this area.

	 Parents probably are the origin of  coping self-
instructions, too. They said, "Now don't worry; you'll feel bet-
ter after you have some of  my nice chicken soup" and "This, 
too, shall pass." Eventually, most people learn to compose 
coping self-instructions.
	 Of  course, coping self-instructions can be carried too 
far. A person could "cope" so well with poor performance in 
a class, on a job, or in a relationship that he or she avoids tak-
ing action to remedy the situation-doesn't study, doesn't put 
in overtime to catch up, doesn't pay more attention to the sig-
nificant other's needs.
	 Using coping self-instructions without corresponding "ac-
tions" is useful only when you can do nothing about the prob-
lem. Usually some action can be taken, however. In most 
situations, coping self-instructions should be used only to help 
you get through the time between your reaction to a bad 
event and the time (perhaps only minutes later) when you 
start to do something about the problem.

	 Evaluative self-instructions. Both action and coping 
types of  self-instructions are usually introduced as part of  a 
formal self-management routine. Evaluative self-statements 

are different because we do them all the time. The problem 
typically is that we evaluate our performance in ways that pre-
vent effective self- management.
	 Almost all the self-statements in the example that started 
this section were evaluative. Unfortunately, they all evaluated 
the speaker's actions as negative -- as either poor in quality or 
as indicating an undesirable emotion (anxiety). Not only were 
past actions evaluated ("Was that a dumb thing to say"), but 
present and even future actions were evaluated too ("That 
proves that I'm blow- ing it"; "They'll think it's stupid"). Nega-
tive self-statements are much more likely when you try to 
evaluate something you've just done, or something you 
haven't yet done. Until enough time has passed to show you 
the outcomes of  your actions, it's difficult to evaluate them ac-
curately.
	 Another common problem with evaluative self-
statements is that they often include summary labels about 
one's personality. From a few negative actions or undesirable 
outcomes, you may overgeneralize, assuming you'll always be-
have negatively or that your actions will always have undesir-
able outcomes. Many people who overgeneralize are also led 
to attribute their problems to something inside them. These 
internal "traits" also are assumed to be unchangeable-which 
makes self-management impossible! Unfortunately, this sort 
of  summary self- evaluation is quite typical. It may be a prod-
uct of  hearing one's parents use similar labels as in "Why 
George Maryweather Jones! You're just a lazy no-count boy. 
Now shovel that snow before your father comes home!" Of  
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course, you shouldn't praise yourself  regardless of  what 
you've actually accomplished either. Summary positive labels 
can be as damaging as summary negative ones.
	 Evaluative self-instructions imply that specifications are 
being judged relative to some criterion or goal. If  you do 
something poorly, it would be bad self- management to make 
lots of  general positive self-evaluations like "Every day in 
every way I'm getting better and better." It would be similarly 
poor self- management to label yourself  with pervasive quali-
ties like "I'm no good, never was, and never will be." Instead, 
effective evaluative self-instructions should focus on specific 
responses that can be easily changed.
	 Many irrational self-instructions can occur during self-
evaluation, Some negative self-statements magnify minor 
problems. Others select for our attention only the bad, or 
only the good, things, taking them out of  context. This latter 
case is called selective negative abstraction. For example, per-
haps someone tells you, "You look gorgeous!" You decide that 
the person who paid you the compliment cares only about 
your appearance, not about the "real" you. Selective positive 
abstraction is at work if  you decide, after being told repeat-
edly "I can't go out with you," that the person wants very 
much to go out with you but just can't risk being alone with 
you because their feelings would overpower them.

	 Analytic self-instructions. Most of  the time people 
use their heads to figure things out. This sort of  thinking is 
called analytic self-instruction.People use cognitions all the 
time to try to understand a particular aspect of  life and the 

world, whether it's how a carburetor works, how to conjugate 
a verb, why there is war, or why they got a "C" on the test.
	 Analytic self-statements allow understandings to be 
learned, shared, and remembered easily. The words and sym-
bols that make up self-statements are easy to store and re-
trieve. Analytic self-instructions include rules of  logic (for ex-
ample, "If  A then B, and if  B then C, implies that if  A then 
C"), principles of  psychology (for example, "A neutral stimu-
lus repeatedly paired with a pleasant event eventually pro-
duces some pleasure itself'), and laws of  economics and phys-
ics (for example, "Energy and matter are interchangeable 
forms of  the same thing"). A formula merely is a more pre-
cise and quick way of  stating an under- standing. For exam-
ple, the last statement can be expressed more accurately and 
succinctly as "e = mc2."
	 The concept of  analytic self-statements also does more 
than complete the range of  material covered by self-
statements. Analytic self-statements are re- lated to the scien-
tific method-a method for reaching greater understanding of  
oneself  and the universe. The scientific method first summa-
rizes observations in a list of  explicit statements and then 
combines those observations in new ways to achieve novel in-
sights into natural and social events. The scientific method 
can be applied to individuals, too, so that they can under-
stand and improve themselves. This application of  analytic 
self-instructions has been called the "personal scientist" ap-
proach by Mahoney (1974a; see also Kelly, 1963).
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	 Analytic self-statements and instructions are integral 
parts of  self-management projects. After looking over a self-
statement log, suppose you notice that you're feeling a little 
sorry for yourself  lately. Your analysis of  the log might show 
that most of  your "woe is me" statements are preceded by 
something your roommate forgot to do, left on the floor, or 
did wrong. Following your self-pitying statements, you often 
do what your roommate forgot to do or did incorrectly. That 
leads to a slight feeling of  superiority, according to the log.
	 These analytic statements summarize what's happened 
in that area of  your life. The summary alone can give you a 
feeling that you understand what's going on, but doesn't tell 
you how to reduce the feelings of  self-pity, however. Analytic 
self-instructions do. Analytic self-instructions are general 
rules, following the form: "If  A, B, and X occur, and you 
want Y to occur, then do 2."
	 Take, for instance, an analytic instruction of  the behav-
ioral approach: "To decrease a behavior, thought, or feeling, 
diminish the stimulus that usually pre- cedes the response, or 
the consequence (reinforcement)that follows it, or install a 
new and incompatible response."
	 This global instruction implies that your roommate's 
slip-ups may be causing your self-pity. The feelings of  superi-
ority that follow your self-pity and correction of  what your 
roommate did wrong might be reinforcing the "feeling sorry 
for yourself" sequence.
	 Several remedies also are suggested by this analysis: (a) 
stop letting yourself  feel superior for cleaning up after your 

roommate, (b) stop focusing on your roommate's mis-
takes,or(c) start thinking about something else (like the his-
tory term paper that's due in three days). To see if  the analy-
sis is correct, try one of  the suggestions. (That's actually a 
continuation of  the scientific method.)
	 If  your feelings of  self-pity decrease, your analysis is basi-
cally supported. (Of  course, it's always possible that the self-
pity decreased for some other reason.) If  none of  the sugges-
tions works, though, it's time to reanalyze your observations 
and make a new "theory" of  that particular area of  your life.
	 Irrational analytic self-instructions. Sometimes we ana-
lyze a situation and predict terrible outcomes of  our or oth-
ers' actions. Occasionally the predicted outcomes occur, but 
more often we were "making a mountain out of  a molehill" 
or catastrophizing. This type of  erroneous self-instruction 
might occur because it's been reinforced by such things as (a) 
being able to forget about one's goals and responsibilities "be-
cause all is lost anyway" or (b) getting attention from friends 
and relatives who take time to reassure you that "Dear, dear. . 
.it's not that bad now."
	 It is also possible to analyze a situation, predict an unde-
sirable outcome, and then subtly work to make that outcome 
more likely. This sort of  self-unfulfilling prophecy is more 
common than you may expect, and probably is reinforced by 
the same events that reinforce catastrophizing self-statements.
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Effectiveness of  Self-instructions
	 Self-statements and instructions can be an effective clini-
cal technique for a variety of  problems. They can even add 
to the effectiveness of  behavioral techniques. Careful re-
search has shown that self-instructional training (SIT) im-
proves the effectiveness of  systematic desensitization (Mei-
chenbaum & Cameron, 1974) and reinforcement procedures 
(MacPherson, Candee, & Hohman, 1974).
	 For some problems, self-instructions can be more effec-
tive than behavioral procedures (Dweck, 1975; Miller, Brick-
man, & Bolen, 1975). Self-instructions have reduced the bi-
zarre speaking patterns of  schizophrenics (Meyers, Merca- to-
ris, & Sirota, 1976) and have improved the test performance 
of  hyperactive children (Meichenbaum & Goodman, 1971; 
see Meichenbaum, 1977, for details).

xperiments have even shown that self-instructions can im-
prove creativity (Meichenbaum, 1975).
Self-instructions don't always work (Marks, 1982);no self-
management tech- nique does. Research has yet to discover, 
however, good rules for when self- instructions will and will 
not be effective.
A Self-Instructional Exercise

1. Select an action that you have a hard time doing, develop a self-
instruction for it, and try it out. For example, maybe you 
could get yourself  to straighten up your room each day 
when you finish dinner by telling yourself, "Clean up 

your room!" If  that sounds too imperative, maybe you 
could add a self- instruction to help you anticipate the 
rewards of  a cleaner room: "It'll be easier to find 
things, like my typewriter, in a clean room!" Also con-
sider using "People I invite into my room will get a bet-
ter impression of  me if  it's reasonably clean." Now se-
lect an action you want to do and make up a good self-
instruction for it. Write both down. 

2. For a situation to which you usually react poorly, develop a self-
instruction to produce a better reaction. Write down the typi-
cal situation, your usual reaction, the desired reaction, 
and a few coping self-instructions. 

3. For a situation in which you usually evaluate your performance 
poorly (like right after a test), make up a substitute evalua-
tion. Replace a negative evaluative self-statement with a 
positive one. Write down the situation, current self-
evaluation in that situation (translated into a self-
instruction), and the replacement self-evaluation (self-
instruction)for the same situation.  

	 By following the preceding steps, you've probably gotten 
a better understanding of  how self-statements can be used for 
self-management. And now, whether you planned to or not, 
you have a set of  analytic self-statements: You've summarized 
the self-instructions that make you behave poorly in certain 
situations and you've developed solutions to the problem situa-
tions.
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Modeling
	 When you find it easier to do something because others 
around you are doing the same thing, and when you watch 
someone to "see how it's done," modeling is going on. You 
can use modeling as a self-management technique to

• learn a new social or physical skill,
• learn a new self-management skill,
• get yourself  to believe that you can do something, and
• get yourself  to do something that you know you can do, 

but for some reason haven't got around to doing.
Modeling happens to you all the time. It can affect you even 
when you don't want it to. This awareness can help you coun-
teract modeling that moves you away from your goals, as well 
as letting you use modeling to attain your goals more easily.

Using Modeling to Learn New Skills
	 Much of  your advancement and happiness in the world 
depends on whether you know and can confidently perform 
certain skills. Being able to drive, read, write, and do basic 
arithmetic are essential skills in our society. Knowing how to 
work with computers, and with people, can put you ahead in 
career development and salary. Being able to manage your-
self  so that you can put in long hours of  hard, creative work 
is a self-management skill that can make the difference be-
tween success and mediocre "getting by." Each of  these skills 
can be learned through modeling. Modeling can also help 

you keep trying when the going gets rough and you wonder 
if  your skills are adequate.
	 The world would be a more dangerous place than it is if  
people learned basic skills, like driving, by trial-and-error rein-
forcement and punishment alone. Fortunately, you can profit 
from the mistakes and experience of  others by watching 
them do things and by noting what reinforcement or punish-
ment they get after- ward. Not only can modeling teach you 
how to do something faster and better than shaping can, but 
you can see the end product of  the behavior without the risk 
(Bandura, 1969, 1977; Bandura, Ross, & Ross, 1961).
	 To use modeling as a technique for self-managing the ac-
quisition of  a skill, &st put the skill into words and then seek 
out people who seem to be competent in that skill. By watch-
ing them, you can learn much of  the skill. The competent 
model might add to your skill acquisition by reinforcing your 
successive approximations to the model's level of  skill per-
formance.
	 For example, to learn how to play a good game of  ten-
nis, start hanging out at the local tennis court. Start taking 
your dates to tennis tournaments. You might even sign up for 
lessons from a competent player who would reinforce your 
progress and punish backslides. To learn self-management 
skills, hang around with people who seem to manage them-
selves so they achieve their goals. By being around students 
who get high grades and enjoy themselves, for instance, you'll 
probably learn how to do both, too.
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Modeling isn't restricted to what you see someone do or say. 
You don't have to actually see something done to learn it vi-
cariously (see Bandura, 1969; Ban- dura & Mischel, 1965). 
Most of  us have learned much of  what we know from models 
who never existed except between the pages of  books or on 
the movie or TV screen. Think of  all the social skills and 
ploys you learned from reading plays, romance novels, and 
mysteries. Directing yourself  to read particular books or 
watch certain films can help you learn many physical and so-
cial skills.
	 Modeling can even be used to learn other self-
management techniques. Many strategies you already use for 
self-management probably were learned by watching, listen-
ing, or reading about others' successful self-management. For 
example, by watching my father work in his study, I learned 
to jot down notes (stimuli) for myself  whenever I thought of  
something I had to do. Sometimes I even put the notes on 
the floor between my desk and the door to make sure that I 
look at the notes (or at least step on them) before leaving, just 
like my dad did. Also by watching my dad work in his study, I 
learned that it is OK to work in the evening and on week-
ends, and that there are rewards for doing that.
	 Modeling can teach (or mis-teach) the types of  goals 
used in self-management, as well as techniques for self-
management. The standards one uses for self- reinforcement 
or self-punishment usually are learned from one's parents 
and peers (Bandura & Kupers, 1964; Bandura & Mischel, 
1965; Mischel & Liebert, 1966). Even decisions to use rein-

forcement or punishment in self-management, and the magni-
tude of  whichever consequence is chosen, probably are prod-
ucts of  modeling. Your choice of  peers, spouse, and work as-
sociates probably will determine how, and whether, you self-
manage in the future.
	 Obviously there are many models we can learn from. 
Sometimes different models exhibit conflicting methods for 
performing a skill and conflicting standards for self-reward. 
What determines which models we choose? Research shows 
that unless we plan which models to attend to, we'll generally 
learn from those who are more nurturant and fun to be with, 
more powerful, and more similar to us (see Bandura, 1969; 
Mischel, 1981).
	 If  the models we attend to most determine our behavior 
the most, we can change much of  our behavior by changing 
our models. If  the crowd you hang around with seems to be 
abusing drugs seriously and getting in trouble with the law, 
consider changing your models-by looking around for an-
other group of  friends. Perhaps the ultimate control over the 
models you learn from is to create a model who incorporates 
the best characteristics from all the models you've seen, and 
to attempt to duplicate the actions of  that model. This tech-
nique of  developing a composite model and viewing it is 
called covert modeling. It's like making a movie about some-
thing that you want to have happen.
	 Covert modeling has the disadvantage of  not allowing 
you to rehearse new skills or see a totally new way of  doing 
something. The covert model is entirely a product of  your 
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own imagination. You may be surprised, however, at the 
power of  your imagination. (Haven't your dreams sometimes 
surprised you with your own inventiveness?) Covert modeling 
lets you "see" things done that would be difficult or expensive 
to actually witness, like seeing someone ask for a date or 
calmly sitting back during an airplane takeoff.
	 Covert modeling works best for removing anxiety about 
doing things you already know how to do. Covert modeling 
also makes it easier to get started on mundane chores. You 
could even use covert modeling to see yourself  doing some-
thing that you know how to do, but feel anxious about 
(Kazdin, 1974; 1975). Covert modeling also can help people 
do things that they're not afraid to do, but simply haven't got-
ten around to doing yet. Imagining yourself  doing some 
chore (like washing dishes or reading a book) can make doing 
it more likely.

Using Modeling to Gain Confidence
	 In addition to teaching you new skills, modeling can 
help you gain (or regain) confidence in skills you already 
have. Seeing someone glide effortlessly across the ice can in-
spire the novice to learn how to skate, and can help a veteran 
skater put on the blades again. Even the simplest skills may 
not be performed because the person has forgotten the intrin-
sic reinforcement that follows performance of  those skills 
(such as the pleasure of  skating fast across the ice), or fears 
the consequences of  performing the skill (the social embar-
rassment of  a fall, for example).

	 Watching others perform the behavior, and seeing that 
the expected aversive consequences do not occur, can help 
people perform the behavior again. A variety of  fears (pho-
bias) can, in fact, be eliminated by modeling. For example, 
Bandura, Blanchard, and Ritter (1969) used modeling to cure 
serious fears of  snakes by f  i s t having snake phobics watch a 
model approach and handle a large nonpoisonous snake with 
no bad consequences. Next the phobics were invited to par-
ticipate in the handling procedure along with the model 
(hence the term for this procedure, participant modeling).

An Example: Using Overt and Covert Modeling to Overcome Fear and 
Acquire a Skill
	 The wonderful world of  surfing excites many people 
who live near a beach with even half-decent waves, but a few 
still dislike and even fear it. Suppose you are one of  those peo-
ple who'd rather just avoid surfing all together. You know that 
you could have a great time, and even make some new 
friends, if  you knew more about surfing. But you find your-
self  avoiding it entirely. When someone offers to show you 
how to start surfing, you suddenly remember an urgent er-
rand to run or a call to make. Somehow you never get back 
to take the offered help. If  the firm you work for offers to fly 
you to a seminar on "Surfing for Self-Challenge," you decide 
you can't go because you're really needed around the office.
	 Unfortunately, you're not really that indispensable. All 
the new people in your office surf, or are learning how to. 
You aren't. They're having the time of  their lives, but you 
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aren't. You've worried about this for the last few months, but 
now you resolve to get over your surfing phobia and learn the 
basics of  judging waves, getting up on your board, balancing, 
and finishing the ride. Modeling can help you it all.
	 Before you can learn how to ride a surfboard, you've got 
to get near one. It's funny how you've always ended up sliding 
away from surfboards on the beach. You could use systematic 
desensitization or several other self-management techniques 
to let you at least look at a computer screen, but you resolve 
to try modeling for now.
	 You ask your closest friend at work if  you can watch her 
surf  for a while. You watch, biting your nails at first. You're 
amazed at how quickly and easily your friend can rise up and 
ride the smaller waves. You also notice his smile, and those of  
friends watching him.
	 Next you ask her to show you the basics: paddling out 
beyond where the waves are breaking, rising up on the board 
in calm water, and picking a wave. What you used to call 
“scary” you’re now start to think of  as “exciting”! She lets 
you borrow her “basic board.” Each of  acts is a bit more 
threatening, but you notice that you’re really enjoy it -- even 
when you fall flat on your belly! Grace may come later ... 
right now you just want to stand up on a board for more than 
10 seconds. ... then 20 seconds ... then a minute.
	 Finally, you arrange some time during the next few week-
ends to borrow her board and just fool around yourself. 

	 After a few more sessions, you go out with your friend 
on a quiet day with rather dull waves. You have pretty much 
conquered your fear of  surfing! It gives you a thrill, sure, but 
that’s what you want! You still don't know how to take the big-
ger waves. Going up to the front of  the board to hand a toe 
or ten is not gonna happen any time soon. A different sort of  
modeling can help you acquire those more advanced surfing 
skills. Participant modeling is the self-management technique 
you want to employ now.
	 You're going to ride your board side by side with your 
friend, and maybe another friend. You'll work with them in 
approaching and standing up on medium waves. You're go-
ing to watch them do the things you want to do, but you're 
not going to just watch. You're going to help them do each 
thing. You'll learn the basics of  turning each direction de-
pending on how you think the wave will break first.
	 On the day that you've arranged to begin the partici-
pant modeling with your friend and her board, you find your-
self  getting tense when you see the beach as you walk there.  
To combat this, you use covert modeling. You imagine each 
step you'll take in preparing to ride, riding, and finishing a 
wave. You see yourself  initially showing some trepidation, but 
then smiling and getting caught up in the excitement of  even 
a few seconds in “the zone.” You realize that it really isn't 
scary or hard. In fact, it's easier than that body-surfing you 
used to do, half  the time grinding your face in the sand at the 
bottom of  a wave that crested sooner than you thought it 
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would. You decide to see your buddy at the surf  shop about 
ordering a simple board for you.

BASIC STEPS FOR MODELING
1. Whether you're trying to learn a new skill or regain con-

fidence in an old one, select a model who's reasonably 
competent in the skill, who's rewarding, and who's simi-
lar to you. The model can be a person you watch, some- 
one on a film or videotape, or someone you just read 
about.

2. If  you're using a live model, attend to what the model 
does and says. A self-reinforcement contingency may 
help you initially watch and later keep attending to the 
model.

3. If  possible, perform the skill alongside a live model. 
Then do it on your own, but with the model still observ-
ing and correcting you. A live model can repeatedly per-
form a particular subroutine of  the skill for your atten-
tion. A live model also can reinforce each of  your succes-
sive approximations to goal performance of  the skill.

4. If  you're using a covert rather than a live or symbolic 
model, imagine the sequence of  actions as vividly as pos-
sible. Make sure that you "make" the imagined model 
perform everything just as you will have to perform it; 
don't leave out any steps. Visualize the whole sequence 
of  actions and thoughts necessary for the skill.

	 Due primarily to the influence of  Albert Bandura, a 
prominent American psychologist, the effectiveness of  model-
ing techniques has been researched thoroughly. Modeling of-
ten is more effective than systematic desensitization in elimi-
nating fears. For example, Bandura, Blanchard, and Ritter 
(1969) found that participant modeling allowed 92 percent of  
their snake phobics to reach the end of  the snake approach 
sequence: sitting for two minutes with a three-foot snake in 
their lap. Only a third of  snake phobics receiving systematic 
desensitization could do the same. Filmed modeling of  snake 
approach and snake handling (called symbolic modeling) was 
more effective than systematic desensitization but less effec-
tive than participant modeling.

	 Participant modeling also is more effective than cov-
ert modeling in changing actual approach behavior (Ban-
dura, 1977). Symbolic modeling and covert modeling are, 
however, as effective as participant modeling in changing atti-
tudes and feelings about feared objects and activities (Ban-
dura et al., 1969).
	 To make modeling as powerful as possible, you might 
use a model who initially has some fear or difficulty with the 
tasks-who exhibits, for instance, some fear at first with the 
computer-but who later conquers the fear. Research by 
Kazdin (1973), Meichenbaum (1971), and others shows that 
this sort of  coping model reduces anxiety better than a mas-
tery model who just walks in and does the thing perfectly 
right away.
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	 The superior effectiveness of  coping over mastery mod-
els may be caused by the "coping" techniques (for instance, 
coping self-instructions said aloud) that the coping model ex-
hibits along with eventually competent performance of  the 
skill. Another factor that may contribute to the effectiveness 
of  coping models is their enhanced similarity to you. Com-
pared to a mastery model, you're more similar to the coping 
model in that you both have a problem doing the same thing.
	 To further enhance the effectiveness of  a model, try to 
find one who's nurturant and powerful as well as similar in 
some ways to you. Finally, it's best to see the model enjoying 
the activity and otherwise being reinforced for performance 
of  the skill. Those things, too, will make the model more ef-
fective.
	 If  you use covert modeling, you may find yourself  using 
the planning technique (described in the following section) in 
the middle of  an imagined modeling sequence. For example, 
you might realize in the midst of  your fantasized Saturday 
shopping spree that you'll need to get cash from the bank 
across town before going to a store that's two blocks from 
your home. Mixing up modeling and plans is fine. Imagining 
a performance forces you to run through each step. If  you 
add a little "imagination" and are creative with the covert 
modeling, you'll run into problems. You can then solve the 
problems before they actually happen. It's best if  you do this 
with a sense of  humor so that you think up even more prob-
lems that could befall you. After seeing what problems could 

occur, you can make plans for minimizing or preventing 
them, or at least not repeating them next time.
	 In a way, covert modeling sequences become plans as 
you repeat them over in your head. Covert modeling is like 
making your own film or videotape. You compose an "adven-
ture," imagining all possible mishaps. Don't trust covert mod-
eling to do it all, though. Imagining what will happen and see-
ing what actually happens are two different things. Usually 
you can't anticipate all the things that will go wrong, not even 
in your wildest imagination. The primary advantage of  cov-
ert modeling is that you can imagine quickly many things 
that could go wrong, even those things that might not go 
wrong until the hundredth time you try them.

A Modeling Exercise
a) Pick something that you've wanted to know how to do-something 

that's pretty simple, like changing the oil and oil filter for 
your car. Or use modeling to get yourself  to do some-
thing that you're a little reluctant to do but that involves 
no real fear-like the laundry that's been piling up.

b) Get a model who knows how to do the thing you're trying to do 
(like how to change the oil on your car). Arrange a time 
to meet for a demonstration. And don't just watch. Par-
ticipate in each step by stopping the model and asking 
the model to undo whatever he or she has done. Then 
you do it. They may not like that at first, but be asser-
tive. It will really help you. 
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c) If  you're trying to persuade yourself  to do something, 
first imagine doing the thing. Be as concrete and vivid as 
possible in the imagery you develop. Try to actually 
"see" yourself  doing it. Imagine the date, time, place, 
what you're wearing, the smells -- everything. Make this 
cognitive "film" as real as possible. Imagine succeeding 
or getting reinforced for doing the thing, too. Think, for 
example, how nice it'll be to have clean, fresh socks 
when you finish the laundry. 

Macro, Meso, and Micro Plans
	 Many self-statements and self-instructions used in self-
management are brief  statements that set in motion more spe-
cific instructions or other, more detailed self-management 
strategies. Plans are a large set of  different types of  self- state-
ments and instructions that are carefully structured in their 
level of  detail, and that are coordinated toward a common 
goal.
	 Plans are a powerful technique for self-management 
(Hayes-Roth, 1979, 1980; Hayes-Roth & Hayes-Roth, 1978; 
Hayes-Roth & Thorndyke, 1980; Mahoney, 1974a;Miller, 
Galanter & Pribram, 1960).Plans also are the basic structure 
that all self-management techniques use: All of  self-
management is really some type of  planning for the immedi-
ate or more remote future.
	 The core idea of  self-management is the general plan 
that we can apply a technique to a particular problem so that 

we can solve, or at least reduce, that problem. More specific 
plans identify which technique to use for which problem. 
Even more concrete plans guide us through the steps of  a 
self-management project, from problem definition to self-
monitoring to technique application and more. Plans, then, 
permeate our efforts at self-management.
	 Plans can be global (macro), more specific (meso), or ex-
tremely specific (micro). Plans typically are hierarchical, too, 
in that one macro plan leads to several meso plans, and each 
meso plan leads to several micro plans (Milleret al., 1960). In 
a way, this entire book is a hierarchy of  plan upon plan, rang-
ing from the very general to the highly specific.
	 Plans are intimately related to goals, too. Plans are a 
combination of  a goal, a method of  achieving that goal, and 
a commitment to try the specified method:

plan = (commitment + method + goal)
If  any of  these components of  a plan is missing, self-
management via planning probably will fail. One can have a 
goal without a plan to reach it, a method to follow without 
goals to guide it, and both a goal and method but no commit-
ment. ("Commitment" might be best defined here as a self-
reinforcement contingency to pursue the method to achieve 
the goal.)
	 Goals and plans can be thought of  as being organized in 
a single hierarchy. As depicted in Figure 4.2, what appears to 
be a goal at one level is, when you look at it from a more 
macro level, merely one of  several plans for achieving a more 
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all-encompassing or distant goal (see Miller et al., 1960). 
Eventually, plans and goals are broken down to the level of  
specific thoughts and minute behaviors. The plans-goal hier-
archy can even be carried down to the level of  neuron firings 
(Miller et al., 1960; Pribram, 1971).The following example 
illustrates the hierarchical nature of  plans and goals, and how 
they describe the self-management process.

An Example: Using Plans to Get a Job
	 Suppose you have the general goal of  getting a job. This 
goal is broad enough to be called a macro goal, although get-
ting a job could itself  be part of  a plan for achieving an even 
more general goal, such as "becoming a member of  the mid-
dle class" or "keeping body and soul together."

	 You quickly generate a macro plan, along with several 
meso plans, for the macro goal "get a job." First, you resolve 
to look for a job rather than wait for one to drop into your 
lap. The look-for-a-job macro plan begets several meso plans, 
some of  which have to be carried out before others:

a.	Assess your qualifications and experience realistically, 
without excessive modesty or conceit. 

b.	Find the types of  jobs that match your qualifications 
and experience. 

c.	Adjust your personal grooming to match the expecta-
tions of  potential employers (like getting a haircut). 

d. Update your resume.
...
z. Choose rationally among the job offers.

	 Taken together, these meso plans are methods of  achiev-
ing the macro plan. The meso plans are not specific enough, 
however, to be put into action. They serve instead as goals for 
more detailed micro plans. For instance, micro plans for up-
dating your resume would be as follows:

d. Update your resume.
1) Dig out your most recent resume, or
2) Get a "model" resume on which to pattern yours.
3) Find a typewriter or word processor that prints 

clearly and neatly.
4) ... 13)
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14) Show a copy of  the resume to several friends and 
someone who's already working in the area in 
which you want a job.

15) Write down all their comments. Take their sugges-
tions seriously.

16) Then revise your resume and show it to them 
again.

17) ... 20)
21) Line up former employers who are willing to 

write you letters of  recommendation on short no-
tice, and who are willing to be phoned for recom-
mendations.
i. Get the addresses and phone numbers of  

those who agree to be your references.
ii. Have copies of  those addresses and numbers 

ready to hand out or mail out if  someone 
asks about that "References Supplied on Re-
quest" phrase at the bottom of  your resume.

22) ...
	 A similar series of  micro plans would be generated for 
each of  the preceding meso plans. Using the planning 
method of  self-management doesn't obligate you to write 
down every part of  the micro plan, of  course. Getting too de-
tailed ahead of  time might even be a bad idea.
	 So, you write down the meso plans and think out pretty 
thoroughly most of  the micro plans for doing the meso ones. 

You piece together some of  the micro plans while you're on 
the bus and in the car, when you eat lunch, and sometimes 
on strolls between classes. Planning doesn't have to take a lot 
of  time. You find out that planning can help you stop worry-
ing. During the job search, whenever you start saying things 
to yourself  like "Oh my gosh! Am I gonna be able to eat next 
month?" you switch to elaboration of  some of  your meso and 
micro plans for getting a job. And you stop worrying.
	 In the midst of  all this, you realize that your plans are 
focused on earning money, not on doing something you're 
really interested in. Maybe that's why your heart hasn't some-
times been in it lately. This realization prompts you to change 
your "looking for job" goal slightly. You decide to look for a 
job you'll enjoy, not just one that pays well.
	 You quickly see that most jobs you like require more 
preparation and experience than you have. But the goal of  
getting a job you like is important to you. To find out what 
sort of  preparation is best, you make appointments with peo-
ple who have jobs that you think you'd enjoy. You figure that 
they can tell you best what their jobs are really like, and what 
sort of  preparation would help you get their type of  job.
	 Your visit with two small business owners not only opens 
your eyes to the excitement and risks of  opening your own 
business, but also suggests that you should work several years 
for someone else before starting up your own business. A talk 
with a professor discourages you from the long years of  study 
needed to become one. Your discussions with a lawyer, how-
ever, really turn you on. You decide to follow the path of  
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preparation outlined by the lawyer. For now, that means get-
ting a job as a legal assistant or legal secretary. With that spe-
cific goal in mind, you find it much easier to set the rest of  
your job-hunting goals. An array of  plans runs before you 
into your future, and you realize that you'll never stop plan-
ning.
BASIC STEPS FOR PLANNING

1. Select the macro goal. 
2. Outline the steps that lead to that goal (if  alternative 

paths to the goal are available, find out which one is 
most reliable and involves the least time, money, and has-
sle). 

3. Commit yourself  to those steps, perhaps by just writing 
them down, or maybe by discussing them with someone 
else. (Commitment is a type of  reinforcement contin-
gency you make with yourself.)

4. Now treat the accomplishment of  each step as a goal in 
and of  itself. Recycle to Step 2 above to find the steps 
for achieving the meso goal.

5. Repeat Step4 for each meso plan to identify micro plans. 

Hints for Using the Plans Tool
	 The first thing to realize about planning is that although 
it can be a very powerful technique, it's not everything. Plan-
ning can be part of  a good self-management project, but it 
seems to work best when accompanied by behavioral tech-

niques like reinforcement. "The best laid plans" usually fail if  
there's no reinforcement for putting the plan into action. You 
might want to view plans as complex responses "in waiting." 
These response routines are held in reserve until certain con-
ditions or stimuli are present, at which time they're executed 
and then need to be reinforced (especially if  they worked).
	 That brings up a second point: what's the difference be-
tween implementing a plan and achieving a goal, and when 
should you reinforce what? Many people reinforce only 
achievement of  the goal, not execution of  the plan. If  the 
plan is implemented but the goal is not achieved, for what-
ever reason, most people will withhold reinforcement from 
themselves. That can be a serious mistake. If  one faithfully 
executes a plan that is supposed to lead to a goal, but the 
plan does not produce goal attainment, one still deserves 
something for executing the plan. If  no reinforcement follows 
execution of  plan after plan, even the acts of  making plans 
and trying will extinguish.
	 Of  course, the same amount of  reinforcement shouldn't 
be given for a plan execution that fails and a plan execution 
that succeeds. There is some reason that the plan did not at-
tain the goal, and that's often the person's own fault- because 
he or she developed or at least chose the plan. Only plans 
that are both executed and effective in reaching the goal 
should earn the most reinforcement.
	 Third, when plans fail to be implemented, or fail to 
achieve a goal, it's often because they weren't detailed 
enough. Plans that are extremely vague or general, like "look 
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for a job," require more elaboration before they will produce 
results. Research on plans suggests that people do not elabo-
rate plans on their own, and that only reasonably detailed 
plans will work (Mischel & Patterson, 1976). (This finding 
isn't firm yet: Maybe Mischel and Patterson didn't find much 
impact for elaboration because their subjects were preschool 
children instead of  adults.)
	 Other self-management problems may be engendered 
by plans that are elaborated in great detail but too long be-
fore the action takes place. In a series of  experiments on help-
ing students self-manage studying, Kirschenbaum and his col-
leagues found that self-management plans made months in 
advance are not as effective as more flexible plans made week 
by week (Kirschenbaum, Hum- phrey, & Sheldon, 1981; 
Kirschenbaum, Tomarken, & Ordman, 1982).
	 Presumably, the weekly plans are elaborated and made 
more detailed by students on a day-to-day basis, allowing ad-
justments in goals to maintain high ratios of  self-
reinforcement. The superior flexibility of  weekly versus daily 
plans also may allow students to build into later plans what 
they've learned from executing earlier plans (Reich, 1982). If, 
for example, you realize that you've set your goals too high 
(or low), you can elaborate the plans for the next week to sup-
ply a higher rate of  reinforcement.
	 There's a final advantage of  initially making general 
plans that get elaborated as you go along: These plans be-
come more one's own plans. Setting up rigid plans long in ad-
vance of  when they'll be needed makes the plans seem more 

like "self-orders" than guides for self-help. The natural re-
sponse to "orders" is similar to the response we often use to 
counter attempts by others to control us: We extinguish the 
attempt by complying minimally (see Brehm, 1966).

Effectiveness of  Plans
	 For several decades, psychologists have written about 
plans and have advocated them as a technique for self-
management (for example, Miller et al., 1960). Only recently, 
however, has the effectiveness of  self-management plans been 
studied systematically. Surprising! Even then, the purpose of  
most research on plans has been to answer theoretical ques-
tions rather than to h d the most effective practical plans for 
common self-management problems. The theoretical and ap-
plied research done on plans typically has used plans based 
on self-instructions. The effective- ness of  these plans may be 
partially due to the effectiveness of  self-instructions (or vice 
versa?).
	 Research by Patterson and Mischel (1975) demonstrated 
that plans improve preschool children's resistance to tempta-
tion. A beguiling "Mr. Clown Box" tried to distract children 
from a dull task; various plans helped the youngsters keep 
working for a higher percentage of  the available time than 
did no plans. Plans also have been shown by research to help 
adults achieve goals better and quicker (Hayes-Roth & 
Hayes-Roth, 1979).
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	 Researchers have begun discovering how to make self-
management plans as effective as possible. So far it seems 
that a few good plans, not too general and not too specific, 
do just as well as a large number of  plans. Also, Mischel and 
Patterson (1976) and Patterson and Mischel (1975) found that 
plans to say no (temptation-inhibiting plans) to a Mr. Clown 
Box's enticements are more effective than plans to say yes to 
working (task-facilitating plans). (Hence the saying "No Thy-
self'? :-) ) Also, having several plans on hand seems no more 
effective than just one good plan-at least for preschool chil-
dren trying to resist temptation and work on a boring task.
	 Kirschenbaum's experiments have focused on adult self-
management situations (university students' studying behav-
ior) and have used socially significant measures of  plan effec-
tiveness: test and course grades. Kirschenbaum's re- search 
also has examined the delayed as well as the immediate ef-
fects of  study plans. The plans that improved student grades 
the most were specific plans for how to study (the "Survey, 
Question, Read, Recite, and Review" of  Robinson, 1970)and 
general plans for what to study when.

An Exercise in Planning
a) Select a simple goal that you haven't got around to doing 

for a while (like finding a pattern for that skirt you want 
to make or a part for your bike).

b) Write down the general steps to outline how you'll accom-
plish the goal.

c) Now, for each general step write out more specific steps. (Maybe 
think of  the more specific steps as self-instructions.)

d) Don't specify every last detail of  what you'll do: let yourself  
work out the final details as you execute the plan.

e) Finally, set up a prompting and motivation system to get your-
self  to follow the plan when it's needed. You might, for 
example, promise yourself  an activity reinforcer after 
you've executed the plan. Reinforce carrying out the 
plan, to some degree regardless of  its outcome, to avoid 
extinction of  trying. Reinforce yourself  even more when 
you've followed the plan and have attained the goal that 
the plan was designed to reach.

Problem Solving
	 There's one type of  plan that deserves special attention 
because it's an all-purpose way to use any self-management 
technique for achieving any self-management goal. You usu-
ally think of  doing self-management only when there's a prob-
lem of  some sort. Otherwise, whatever self-management sys-
tem has been in operation is just continued. Specific tech-
niques can help solve specific self-management problems, but 
more general techniques for solving problems of  all sorts 
have emerged, too. One particular plan for solving problems 
has received special attention in the cognitive self-
management literature, and is usually called the problem-
solving plan (Figure 4.3).
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BASIC STEPS FOR PROBLEM SOLVING
1. Define the problem. Be as specific as possible.
2. Translate the problem into a model that includes 

only the basic elements of  the problem.
3. Manipulate the model to generate alternative so-

lutions to the problem.
4. Choose the solution that maximizes benefits and 

minimizes costs.
5. Try out that solution: see how it works.
6. Compare the actual benefits and costs to what you 

expected, and to what you need to solve the 
problem and can afford. 

7. If  the solution worked, implement it on a larger 
scale. If  the solution did not work, or if  its results 
were worse than you expected, return to Step 
2, examining your definition of  the problem 
for errors.

8. If  repeated swings through these steps don't work, re-
turn to Step 1and redefine the problem-
perhaps as not being a problem you can't solve 
but one you'll have to live with.
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An Example: Using Problem Solving to Make Friends
1. Define the problem. Be as specific as possible.
	 Put the problem into words, diagrams, or whatever 
helps you make it as concrete and real as it can be. Gen-
erally, problems exist initially as vague feelings of  dis-
pleasure, pain, or anxiety. Translating these problems 
into words makes them more specific.
	 Usually the more words the better, but not all 
words work equally well. Psychological labels like "de-
pressed" don't define the problem in a very specific or 
useful way. More detailed descriptions of  the problem 
in everyday language may move you closer to a problem 
solution. For example, you could describe the boredom 
you feel in more detail-perhaps you have too few friends 
to talk to, go out with, or confide in. You might get even 
more specific and note what you do instead of  develop-
ing friendships (like taking long walks nowhere, visiting 
bars, reading novels, or working overtime).
	 You may even be able to transform the problem 
into one of  numbers. If  the problem is money, just how 
short is your checking account? To quantify the friend-
ship problem, you could record how many minutes you 
spent on an average day talking with friends and doing 
things versus minutes spent walking, drinking, or read-
ing fiction.
	 Drawings or diagrams may help you define other 
problems at a more micro, solvable level. Making a dia-

gram of  where your current friends' rooms are could 
help you drop in on more of  them in an evening, for ex- 
ample, maybe improving your chances of  finding some-
one there. If  the problem is getting lots of  shopping 
done, you could make a map of  the different places you 
have to shop today, so you can figure out the shortest 
route between them all.
	 This step actually appeared first in the instructions 
for using the reinforcement technique. It was given 
there as "Define the behavior, thought, or feeling that 
you want to change as specifically as possible." If  you're 
able to specify the problem in terms of  concrete behav-
iors, thoughts, or feelings, you're well on your way to 
putting the problem into numeric terns. The problem 
reduces to one of  decreasing or increasing the fre-
quency, duration, or intensity of  the response.
	 To complete your problem definition, add a goal 
that's in the same terms as the problem. For example, if  
you define the friendship problem as having too few 
friends, set a goal of  developing ten new friends over 
the next three months. (Yes, that goal probably is too 
high. We'll fix it in a minute.)

2. Translate the problem into a model that includes only the basic ele-
ments that are essential to understand the problem.
	 "Model" here means a reconstruction of  the prob-
lem that includes only the essential elements of  the di-
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lemma. This reconstruction also uses "elements" that 
you've use-d before and that you f-eel comfortable ma-
nipulating. Ideally, the materials with which you make 
your model should be well worn with the practice of  re-
organizing them into solutions to past problems.
	 Suppose, for example, that you feel comfortable 
with the Antecedent → Behavior → Consequence 
model of  what controls you. Working on the boredom 
problem, you’d identify the antecedents of  friend-
ships—what has to happen before a friendship can 
really develop. You have to spend a fair amount of  time 
with the person regularly, should should have some 
things in common perhaps, and it would be less confus-
ing best if  he or she weren’t your boss, teacher, student, 
or someone you supervise.
	 You also would isolate the consequences of  friend-
ship, or what you expect these consequences would be. 
Maybe you think that the primary con- sequences of  
making friends is that they eventually leave or take ad-
vantage of  you. In the past this expectancy may have 
led you to say, "So why make friends? I'm going to work 
overtime and make money instead!"

3. Manipulate the model to generate alternative solutions to the prob-
lem.
Manipulate the model every way that's possible, or at 
least every way that seems even remotely promising. 

Each way you can possibly twist the model is a potential 
solution to your problem. If  you've made the model out 
of  ideas that you're used to thinking about, manipula-
tions will be easy. You'll be able to do lots of  them, arriv-
ing at several promising solutions quickly.
	 Once you recognize the basic nature of  the prob-
lem, you may realize that it's on-e you've seen before in 
a different form-one for which you al- ready have a solu-
tion that worked before. If, on the other hand, the ma-
nipulating seems too difficult at this step, go back and 
reconstruct the model to place it in a more familiar 
framework.
	 The Antecedent → Behavior → Consequence 
model in which you’ve couched the friendship problem 
readily gives you a few basic possible solutions, includ-
ing
3.1. change the antecedents (in this case, increase the 

antecedents for forming friendships),
From these two meso-level solutions it's easy to generate 
many specific alternatives from which to select an even 
more specific solution. You write:
(from 3.1) increase friendship antecedents by:

3.1.2. spending less time walking aimlessly
3.1.3. not work so much overtime
3.1.4. practicing nonverbal social skills like smiling 

and making direct eye contact.
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3.1.5. coming up with a list of  opening lines and a 
list of  "friendly" activities to propose, like 
going canoeing or seeing a new exhibit at 
the art museum.

or
3.2. Possible changes in friendship consequences:

3.2.1. Use self-instructions to get yourself  to enter-
tain more constructive ideas about friends. 
You might try "Friends can be lifelong or 
temporary, but the important thing is that 
they're friends here and now."

3.2.2. Start off  by giving yourself  reinforcement 
for trying to form friendships—like letting 
yourself  see a special on TV if  you propose 
an outing with someone you'd like to know 
better.

4. Choose the solution that maximizes benefits and minimizes costs.
	 Usually you can't make all the changes you want 
right away. Doing all of  them together might exhaust 
you, and some potential solutions may be entirely in-
compatible with others. Either on paper or in your 
head, line up the solutions, estimate the costs and bene-
fits of  each, and choose the most cost-beneficial solu-
tion. I define benefits and costs as including psychologi-
cal benefits such as pleasure and psychological costs 
such as hassle.

	 It would be nice, of  course, to go with the most 
beneficial solution. Unfortunately, the more beneficial 
the solution, the more it usually (but not always) costs. 
In choosing the solution, you'll want to assess first the 
amount of  time, hassle, and other costs that you're will-
ing to bear. Solutions with costs that clearly exceed 
these constraints are simply not feasible. Don't even try 
them, unless you think you could be seriously overesti-
mating their costs or underestimating their benefits. 
Among the remaining solutions, select the one that 
gives you the best expected benefit "for the buck."
	 You might, for example, decide to cut back your 
work hours to fifteen a week. That's one antecedent change. 
Another is to keep a list of  three different things to do 
on a Saturday afternoon with a friend or group of  
friends. That way you won't be stuck for a place to sug-
gest that you and your friend go. For consequence 
changes, you might decide that self- instructions aren't 
worth the effort. A little self-reinforcement, however, 
might be just what you need to propose outings to two 
or more acquaintances each week.

5. Try out that solution on a trial basis: see how it works.
6. 	 Usually the first solution tried won't work-at least it 

won't work like you thought it would. The benefits usu-
ally are lower than you anticipate while the costs are of-
ten greater. There's no sense in implementing that solu-
tion full-scale. Instead, try it out with the notion that 
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you'll be tinkering with it for a while. In our example, 
the reduction in work hours isn't from thirty to zero, but 
just to fifteen hours per week. The reinforcement isn't 
for making a "forever friend" every day, but just for pro-
posing some simple activities. The important thing is 
not how forcefully the solution is implemented, but how 
well and frequently you reexamine the solution and its 
results.

6. Compare the actual benefits and costs to the benefits and costs you 
expected.
	 Your trial run of  the problem solution tells you how 
effective the solution and how much it will cost in time 
and effort (and maybe money). You might be tempted 
now to ignore some costs and overestimate some bene-
fits of  a solution you've actually tried out. Instead, sit 
back and think realistically about how cost-beneficial 
this solution turned out to be, and what else might work 
even better.
	 For developing friendships, cutting down work to 
15 hours a week may have produced money problems 
that distracted you from making friends. Inadequate 
funds may have made it difficult to go to some places on 
your outings list, too. Having that list of  places to go, 
however, may have worked reasonably well.

7. If  the solution worked well, implement it on a larger scale. If  it 
didn't work well, return to Step 2 and rebuild the model.
	 This probably is the most crucial idea in problem 
solving: to keep trying, to learn from past mistakes, and 
not to throw out solution components that did work just 
because other solution components didn't work. For ex-
ample, if  fifteen hours per week was too few to get you 
the income you need, try twenty hours per week. Don't 
forsake the whole self-management project. This still 
gives you more time than before for making fiends.
	 If  the list of  weekly "places to go" worked well and 
didn't take much time to make, expand that component 
of  the solution. For instance, have a longer list, which 
you change more frequently. You might even browse 
through newspapers for new (and less expensive) things 
to do. You can also expand the list component of  your 
plan by making a list of  opening lines for beginning con-
versations with strangers whom you'd like to know bet-
ter. You might even make a list of  self-instructions that 
could prevent extinction of  this self-management effort 
when you get turned down.

8. If  repeated swings through these steps don't work, then redefine 
the problem—perhaps as being not a problem you can 
solve, but one you'll need to live with.
	 This probably is the last thing you'd expect in a 
book on self-management, but sometimes even the best 
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efforts at self-change fail. It seems at least possible that 
some problems can't be solved, at least not within the 
limits that you or nature impose on your available time, 
money, physical capabilities, and tolerance for hassle. 
That’s only logical. Perhaps you could give up some-
thing else to "slacken" the constraints on your time. If  
you're not willing to do that, however (if  that doesn't 
seem like a cost-beneficial solution), consider accepting 
the problem instead of  trying to change it. "Coping" 
self-instruction could really help here.
	 Alternatively, the problem may have been defined 
incorrectly. Or per- haps the original problem has 
changed. The solution even could have eliminated the 
first problem but created another. In these cases, you 
may need to redefine the problem and swing through 
the problem-solving cycle again.
		 Suppose, for example, that your friendship project 
seems to be stalling. You find that a lot of  people are say-
ing no, and that your old friends don't seem so friendly 
anymore. Maybe you defined the problem as not having 
enough friends and set as a goal having ten new, close 
friends within a month. You might want to redefine the 
problem as not spending enough time with the smaller 
number of  friends you already have. Or you could drop 
your goal to three or four new, close friends: The old 
goal may have made you try too hard to foster new 
friendships, making your efforts seem insincere.

Effectiveness of  Problem Solving
	 Problem solving has been shown to be an effective clini-
cal technique in a variety of  case studies and in a few experi-
ments (for example, D'Zurilla & Goldfried, 1971). Its roots 
are not in psychology, however, but in a field that at first 
glance seems quite removed from psychology: operations 
research.
	 Operations research was developed in the early 1940s to 
help governments solve problems of  allocating scarce re-
sources to achieve production goals. Later it was adapted to 
improve management of  private business, medical programs, 
and, more recently, mental health services (Yates, 1979, 
1980a, 1980b). Al- though the specific solutions that opera-
tions researchers developed are highly quantitative and may 
not be readily used to manage oneself, the basic steps that 
guide operations research are those of  the problem-solving 
technique just de- scribed.
	 Problem solving is routinely prescribed in most self-
management texts (for example, Rudestam, 1980). Its "all-
purpose" nature makes problem solving a widely advocated 
technique. Versions of  it crop up in humanistic and psycho- 
dynamic therapy training manuals.
	 Problem solving is often advocated as a means of  solving 
problems between two or more people, too. Arguments, an-
ger, and suddenly cool relationships are often the cause of  
self-management problems, and are amenable to problem 
solving. The first step is for both parties to reach some agree-
ment on what the problem is, or at least to share with each 
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other their different definitions of  the problem. Differences 
in the definition of  the problem often are the root of  the 
problem, and they may point to a solution. Later steps in in-
terpersonal problem solving have both persons generate alter-
natives and compare the expected costs and benefits of  each 
potential solution to their problem.
	 At this point, other reasons for the initial problem usu-
ally can be pinpointed. The two people may have different 
ideas of  what it will take to put certain solutions into effect 
(that is, different estimates of  the costs of  the solutions). 
They may have different expectations of  how successful a 
particular solution would be (that is, they have different bene-
fit estimates). By sharing information on expected costs and 
benefits of  alternative solutions, individuals sometimes can 
agree on costs and benefits of  a solution and become willing 
to try one out together.
	 This book uses the steps of  problem solving as the basic 
steps for doing a self-management project. By itself, however, 
problem solving does not solve problems. Instead, it is a gen-
eral plan that needs to have the details in place before it can 
work. Other techniques, from reinforcement through self-
instruction and beyond, actually are solutions that can be 
used in the problem-solving framework for improved self-
management.

A Problem-Solving Exercise
	 To try out problem solving, take a little problem —
maybe one that you and someone else need to talk about. 
(Keep it a little problem.) See how problem solving guides 
you to a solution by following the steps. Be sure you don't 
just run through them from start to finish. At least once, cy-
cle back to an earlier step. The following is an abbreviated 
list of  the steps for your convenience. You might get some pa-
per and write down the specifics of  what you'll do at each 
step-that can make these general steps more "real," too!

a) define the problem in words, maybe even in numbers.
b) make a model of  the critical parts of  the problem.
c) generate alternative solutions from the model
d) compare the benefits and costs of  each solution.
e) try out the most cost-beneficial solution.
f) assess the actual benefits and costs of  the solution.
g) consider trying a new solution that could be more cost-

beneficial.
h) examine the definition of  the problem, especially if  all else 

fails (and maybe even if  the solution works).

FROM COGNITION TO FEELING
	 Compared to behavioral techniques like reinforcement 
and aversive conditioning, the cognitive techniques of  prob-
lem solving, plans, modeling, and self- instructions may seem 
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closer to the sorts of  self-control techniques you use daily. 
Still, cognitive techniques lack some of  the "gut" feeling of  
struggle and control that's often part of  self-management ef-
forts.
	 When one tries to control something, to change some-
thing about oneself, there often are undeniable surges of  
emotion. Initially there's a sort of  "No I don't want to!" resis-
tance, hopefully followed in the not too distant future by a "I 
did it-and I did it myself !" euphoria. For many people, these 
feelings, not the behavior or thoughts, are the goal of  self-
management or what sabotages their self-management pro-
ject. This alone justifies including a chapter on feelings in a 
book about self-management.
	 There are other reasons, too. Long before the first pi-
geon pecked in an operant conditioning lab, surprisingly ef-
fective self-management strategies were being practiced un-
der the guise of  religion in the Orient. Certainly these de- 
serve some attention. Other approaches to understanding 
and treating psycho- logical problems have evolved methods 
that can be adapted to self-management. The last chapter in 
the techniques section discusses the role of  emotions in self- 
management, and how Eastern and other techniques may as-
sist self-management. There will be a conscious effort to 
show that the religious and psychodynamic techniques can 
be thought of  as building on, and perhaps as being elabora-
tions of, behavioral and cognitive techniques for self-
management.
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SELF-STUDY

Lorem ipsum dolor sit amet, consectetur adipisicing elit, sed do eiusmod tempor in-
cididunt ut labore et dolore magna aliqua. Ut enim ad minim veniam, quis nostrud 
exercitation ullamco laboris nisi ut aliquip ex ea commodo consequat. 
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