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ABSTRACT 

THE "SELF-CONCEPT" THEORY AND ITS FUNCTIONAL SIGNIFICANCE 

FOR COUNSELING IN THE SECONDARY SCHOOL SETTING 

The purpose of this study -was to examine self-

concept theory as described in the literature on coun

seling to determine its functional significance for 

counseling in the secondary-school setting. 

As a basis for evaluating the functional signifi

cance of self-concept theory, five criteria of utility 

were set up by the writer specifically for this study. 

These criteria demanded evaluation of the literature as 

to suggestions for definition and function of self-concept, 

development of self-concept, utilization of self-concept 

in counseling, function of counselor in self-concept im

plementation, and education and training of counselors 

to perform this function. 

The procedure involved a review of sixty books 

which referred specifically to secondary-school counseling. 

The books used in this review were intended to be repre

sentative, not exhaustive, of the literature, with more 

emphasis placed upon recent publications. 

The review of literature disclosed that thirty-

nine of the sixty authors employed various self-terms but 

that only thirteen of these attempted to define and/or 

discuss self-concept. 



Specific, conclusions were not disclosed by the re

view of literature. Self-concept was not clearly defined 

and seemed to offer little more functionally than the 

"Know Thyself" of the ancient Greeks. 

The function of the counselor was described in 

vague terms that defy understanding. No concrete recom

mendations for counselor training were suggested by the re 

view. 

Suggestions of methods and techniques for imple

mentation of the concept in the counseling process were 

conspicuous by their absence. 

Generally speaking, the major purpose served by the 

review was to confirm the confusion which exists in this 

field and to emphasize the need for lucid suggestions 

which might contribute to a reduction or elimination of 

the semantic ambiguity which characterizes these dis

cussions of self-concept theory. 



CHAPTER I 

STATEMENT OF THE PROBLEM ' 

INTRODUCTION 

The seeking of advice, or counsel, has been a par

ticular penchant of man since his inception on the earth. 

For divers reasons individuals have felt the necessity to 

solicit advice concerning proper modes of conduct even 

though they may not always have heeded that which was 

sought. Adam and Eve in the Garden of Eden could certain

ly have profited more had they chosen to follow the advice 

of the wiser counselor. 

What prompts an individual to seek the counsel of 

others? Perhaps it is an attempt to hear good when bad is 

expected; perhaps accepting the realistic is too much for 

the moment and must be postponed temporarily; perhaps it is 

primarily to enjoy the benefits of experiences the indivi

dual himself has never encountered; perhaps it is merely to 

gain attention by pretending to have an insoluble problem; 

perhaps it is due to lack of confidence in one's own ability 

for decision-making; perhaps it is one way to escape from 

the possibility of failure by asking someone else to take 

1 



the risk of an erroneous decision; perhaps it is merely a 

means of building the ego by having one's own beliefs cor

roborated by a more sagacious individual; perhaps it is a 

way to escape a dreaded duty by having another verify that 

it is impossible or impractical to accomplish; or, perhaps 

it is a way to arrive at a new.avenue of insight into under

standing the self. For whatever reasons, as long as man 

continues to be human, counseling will probably be needed 

and sought. 

Counseling is .as old as man's foars and as young as 

his hopes; as common as gossip and as rare as wisdom; as 

harmful as parasitism and as beneficial as labor. Counsel

ing may encourage a man to succeed or precipitate him into 

failure; ...may guide him to renew his strength or enmesh 

him in dependance; in short, it may make him or break him,. 

Counseling has appeared, both practically and de

finitively, under many and varied forms. The ancient tribes 

consulted their medicine men and. their chiefs; the Greeks 

consulted their oracles as well as their sages; all cultures 

curried favor with the gods.and inferred conclusions from 

their prayers and sacrificial offerings. Doctors, lawyers, 

priests, ministers, rabbis, neighbors, friends, and even 

enemies have given freeljr of their convictions, experiences 

and prejudices. Usually such advice was based upon the ad

viser's values and perceptions rather than on those of the 

advisee. Following another's proposed behavior which is not 
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coincidental with one's own experiential background or ca

pabilities may well end in catastrophe. Examples of this 

are seen frequently in cases where children follow the ca

reer choices of parents or admired friends. Obviously, 

effective counseling must encompass more than just the giv

ing of advice. 

In today's societ}*- counselors operate perhaps even 

more extensively than ever. The individual is .becoming 

more selective, however, and now seeks the help of special

ists, e.g., school counselors for personal, educational and 

vocational problems. 

Counseling in the schools, the principal concern of 

this study, was originally handled by the teachers and prin

cipal and consisted chiefly of attempts to prevail upon the 

student to improve his conduct by conforming to the expecta

tions of his supervisors. 

Phenomenal increases in school enrollment,, the ad

vent of intelligence testing, and demands for increasingly 

scientific knowledge compounded the complexities of school 

life to such an extent that the adolescent was hard pressed 

to cope with the situation. More and more special knowledge 

was needed to help the.student with the resulting problems, 

choices and decisions. Over a period of less than fifty 

years counseling grew from a complementary educational-

vocational service into a full-fledged activity. 

School counseling is now generally considered an 



educational specialty requiring a rather thorough under

standing of individual and group behavior so that this be

havior may be predicted and controlled in the interests of 

school functioning as well as in the interests of individual 
t 

development. It seems almost inevitable that the emergence 

of a new field 0/ specialization will be accompanied by the 

development of rationale and/or theories hopefully explain

ing the field or rationalizing various approaches to the 

stated or implied tasks. This is no less the case in coun

seling than in other disciplines. 

Much confusion exists in the counseling field con

cerning the function of theory and the extent to which it 

can be utilized, however. For the most part, theoretical 

approaches to counseling are extensions of or tangential to 

psychological theories of personality. Personality theories 

may have been formulated following studies of experimental 

situations conducted under at least partially controlled 

conditions; or they may have resulted from logical deduc

tions and assumptions made without benefit of experimenta

tion. Whether this source and approach has contributed to 

the confusion is not as important at this point as the fact 

that the confusion exists in the functional extension of the 

theories. 

This, of course, is not to say that theory does not 

have a place. As long as the designated limitations of the 

theorist*s assumptions are kept in mind much can be gained . 



regarding the understanding of individual behavior. Since 

counseling deals primarily with individuals, however, coun

seling theory should be adaptable to individuals and not 

merely to groups and categories of individuals. 

Personality theories, when compared with scientific 

theories, seem to lack explicitness. This may be due to 

the fact that a general theory of personality covers wide 

variances in behavior which render it impervious to testing 

as a whole. According to Hall and Lindzey,^ a theory is 

assumed, and only its propositions or derivations are 

.testable; the theory itself is judged by its utility. 

The chief value of a theory from the observer's 

viewpoint was indicated by Hall and Lindzey: 

The theory permits the observer to go about 
abstracting from the natural complexity in a 
systematic and efficient manner. Abstract and 
simplify he will, whether he uses a theory or 
not, but if he does not follow the guide lines 
of an explicit theory the principles determin
ing his view will be hidden in implicit assump
tions and attitudes of which he is unaware.2 

Certainly the advocate of a theory should make 

every effort to determine how and when it may be applied, 

what results may be expected, what effect modifications of 

the theory may have, and what possible improvements might 

"'"Calvin S. Hall and Gardner Lindzey* Theories of 
Personality (New York: John Wiley and Sons, Inc., 1957)» 
•p. 13. 

2Ibid.» p. 15. 
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help to strengthen the theory. A theory which cannot be 

communicated to others and implemented by them loses its 

usefulness and may justly be ignored by practitioners. 

What Gladys Anderson said of the development of rapport by 

the projectivist may also be said of the theorist in the 

counseling and psychology fields— 

Until he can verbalize his perceptions, until 
he can communicate to others not only what he 
thinks he has found but also evidence for his 
judgment, he is practicing an art. When he, or 
when some other person, learns to verbalize these 
perceptions, his art rises from a level of per
ception to a higher level of verbalization. At 
this level, the art can be communicated to others 
and become a science. The horizons of communica
tion are pushed farther out and the activity, 
skills, and perceptions can be verified and taught 
to others.3 

The sincere counselor is interested in any theoreti

cal approach which will help him to better understand indi

vidual behavior, but his task typically goes well beyond 

this point. Understanding is not enough; he is constantly 

involved in helping a client modify behavior and seek new 

avenues through which he may better express this behavior. 

Researchers who analyze new theories and suggest counseling 

methods and techniques which may facilitate this process 

will encourage more effective counseling. 

Consistent theories of behavior and personality are 

3 
Gladys L. Anderson, "Qualitative Aspects of the 

Stanford-Binet." An Introduction to Projective Techniques. 
Harold H. Anderson and Gladys L.Anderson, editors, (New 
York: Prentice-Hall, Inc., 1951)> p. 5#6. 



rarely formulated by the on-the-job counselor although 

many assumptions and hunches arising from the theories of 

others have proved useful and fruitful in actual practice. 

The counselor's involvement with theory is seen by 

Pepinsky and Pepinsky as follows: 

Admittedly, few counselors are theorists in the 
strict sense of the term, but inevitably every 
counselor will bring to his work with clients 
certain assumptions. He will have some underlying 
rationale (vague and implicit though it may be) 
for what he does, some hunches about what different 
clients will do in different situations, and some 
general ideas about the counseling procedures that 
are apt to be effective. If he is to make claims ' 
for the efficacy of his practice, he must be willing 
to subject these ideas to empirical test. Only 
then can he begin to find out whether what he has 
done works and how it works. Only as the counselor 
makes communicable what he does can his knowledge 
be imparted to others.4 

And only as this verified knowledge is imparted to 

others can they really understand human behavior and deter

mine whether or not individual behavior is consistent enough 

to be predictable and controllable. In this way the chief 

objective of education-and school counseling—the actualiza

tion of the human potential and the motivation required for 

its achievement—can be realized. 

As above, many theoretical approaches to counseling 

have been suggested, including those described as trait-and-

factor-centered, communications, psychoanalytic, 

+Harold B. Pepinsky and Pauline N. Pepinsky, Counsel
ing Theory and Practice (New York: The Ronald Press Company, 
1954)> p. iii.-
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neobehavioral, eclectic, and self-theory. Currently self-

theory (particularly self-concept theory) is being accorded 

prominence in.the counseling field. 

A number of self-theorists, such as Lecky, Snygg 

and Combs, and Rogers, have postulated that the self and 

the way in which the individual perceives himself in his 

environment underlie behavior. With the impressions gained 

from his self-perceptions the individual forms a concept 

of himself; this concept serves as the basis for his be

havior. Stich self-perceptual theories involve not only a 

study of behavior but also a study of the structure of the 

self, a term which has been given various definitions 

ranging from the inner core of the individual to the in

dividual in his total surroundings. 

If, as self-theorists assume, the self-concept does 

underlie behavior, then, whatever one's actual abilities 

and potentials, the key to fulfillment of the self, or self-

actualization, is self-knowledge—not only of the actual 

self but of the self one wishes to be and of the self that 

one perceives himself to be. If these three views of the 

self—the actual or real self, the ideal self and the per-

5 
ceived self —approximate each other, the striving toward 

self-actualization may be facilitated; however, if these 

''Karen Horney, Neurosis and Human Growth (New York: 
W. W. Norton and Company, Inc., 1950), pp. 17-23. 
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three points of view do not complement each other, preclu

sion of self-actualization may result. 

If, indeed, onefs self-concept plays such a deter

minant role in individual behavior, the counselor certainly 

cannot afford to ignore it—to do so would be to become 

much less effective. 

Evident, then, is the importance, from a counsel

ing viewpoint, of pursuing "self-concept" theory, which is 

currently receiving considerable attention as a possible 

basis by which individual behavior may be explained and 

predicted. 

II. THE PROBLEM 

Statement of the problem. The purpose of this study 

is to examine the "self-concept" theory as presented in the 

literature on counseling and to determine the extent to 

which it may lend itself to functional application, with 

particular reference to such application in a secondary 

school counseling setting. This study is essentially a re

view and analysis of the secondary-school counseling litera

ture presenting self-concept as an approach to counseling. 

The various definitions and descriptions of self-concept 

will be examined in the light of their feasibility of appli

cation to the secondary school counselor^ function. 

The specific objective is to discern whether or not 

those writers employing the term "self-concept" make it 
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operational; i.e., whether or not they are able to define 

and interpret the premises of self-concept theory with 

functionally applicable suggestions that can be clearly 

communicated to those concerned with counseling and coun

selor training. 

Limitations of the study. This study will be lim

ited to analysis of self-concept theory as applied to the 

secondary-school setting and such problems as would normally 

be handled by a school counselor. Counseling involving 

deep emotional problems and mental abnormality will be con

sidered outside the realm of the secondary-school counsel

or^ role. 

Examination of the literature will encompass chiefly 

those contemporary authors referring to the secondary school 

setting, although some related literature in the fields of 

psychology and education must be studied in conjunction with 

the counseling area. 

Current counseling practices and recommendations for 

future improvements are secondary objectives of this study. 

Importance of the study. If the individualTs con

cept of himself does underlie his behavior, generalizations 

and assumptions from this theory should be important in any 

educational setting, even in any societal setting. 14any 

ramifications relative to the counseling operation in the 

secondary school could develop, since the 'secondary school 



11 

furnishes an environment significantly influential in the 

development of personal, educational and vocational aspects 

of the individuals growth toward maturity. 

Theories of counseling also have implications for 

the counselor education program objectives as well. Each 

new theory, therefore, should be examined in order to deter

mine whether or not new practices should be implemented in 

the training program for counselors. Conversely, old prac

tices may need revision or elimination from the training 

program. 

Procedure. The procedure to be followed is an 

analysis of the literature pertaining to "self-conceptn 

theory with the intent not so much to verify the validity of 

the theory but to establish whether or not the theory offers 

newer and more effective approaches to counseling students 

in the secondary school. 

The attempt to evaluate a theory becomes very dif

ficult when universal criteria for this purpose are lacking. 

6 
If the lead of Hall and Lindzey is followed, the theory is 

assumed and is judged by its utility. It may, however, 

prove to be more beneficial to evaluate theory more critic

ally, as Brown and Ghiselli would: 

To the scientist, a theory is a tool of research. 
It is not an end in itself but a means to further 

Hall and Lindzey, loc. cit. 
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understanding, a form of lever by means of which 
he can pry loose more facts. A theory to him is 
something to be tested. It provides various 
postulates, and from these postulates the scien
tist is able to devise theorems for empirical 
testing. If he is unable to devise testable 
theorems the theory,is abandoned as unproductive. 
The pixies of the nonscientist are accepted un
critically; they are accepted without challenge. • 
He does not feel the need of questioning them 
and sees no need of subjecting them to any analy
sis or test. They do not serve as useful tools 
because they do not lend themselves to investiga
tion.? 

Whether a theory is judged by rigid construction 

standards or by its utility, some criteria should be 

followed in order to evaluate the theory fairly. 

The following criteria of utility will be used in 

this study: • 

-• Self-concept should be clearly defined and its 

behavioral function established. Where and how frequently 

is self-concept mentioned? Is self-concept defined? Is 

this definition identified with a particular self theory? 

Does the author attempt to clarify what is meant by the 

"self1'? ¥ hat functional relation does self-concept have to 

forma-tion of values, change in behavior and attitude and to 
k • 

decision making? 

Development of the self-concept should be des

cribed. Does the author indicate how the self-concept de

velops in the individual? How does it change with growth 

'7 Clarence W. Brown and. Edwin E. Ghiselli, Scien
tific Method in Psychology (New York: McGraw-Hill Book 
Company, Inc., 1955)> p^54-
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and maturation? Does he discuss the self-concept of the 

secondary school student and factors which bear upon it? 

3. Suggestions relative to the utilization of 

self-concept theory in counseling should be offered. Do 

the authors make specific suggestions as to how the con

cept may be utilized -in counseling? What are some of the 

problems which may arise in the application of self-con-

cept theory? How can individual behavior and the self-

concept be understood? By what methods and techniques can 

the student be aided in self-understanding? 
* 

4. The function of the counselor in self-concept 

implementation should be revealed. What is the counselor^ 

function in implementing this theory? How can he deter

mine the self-concept of a counselee? How can he be sure 

this self-concept is realistic? Are new methods and tech

niques suggested for this purpose? How can individual be

haviors be predicted or anticipated? 

5. The education and training of counselors pre

paring for self=concept counseling should be indicated. 

What new procedures in counselor training does self-concept 

counseling call for? 

Summary. Counseling, particularly in educational 

institutions, has grown into a field of specialization ac

companied by the development of behavioral theories and as

sumptions. Much confusion still exists concerning the 
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extent to which theoretical assumptions can feasibly be ap

plied in counseling practice in order to achieve more ef

fective results. 

The purpose of the proposed study is to review per- ' 

tinent literature in order to evaluate the currently promi

nent self-concept theory and its functional effectiveness 

in the counseling of secondary-school students. This review 

of the counseling literature will follow the evaluative 

criteria set forth above. 



CHAPTER II 

SELF-CONCEPT: HISTORICAL PERSPECTIVE 

Concern about "self" is not a recent development. 

From the time the ancient Greeks had inscribed upon one 

of the columns to the Temple at Delphi the admonition, 

"Know Thyself," philosophers have spent a great deal of 

time contemplating the nature and extent of the self. 

Among the early Greek philosophers, Socrates was 

most insistent upon a knowledge of self from the point of 

view of rationality—why do you think what you do. "Noth

ing appeared to him more perverse, nothing more obstructive 

to true knowledge from the very outset, than the belief 
6 

that you know what you do not know." Self-examination was 

then deemed important from a practical standpoint as it re

sults in better relationships with others when we know our 

capabilities and limitations; it was also considered im

portant in that as it may result in "the discovery that the 

actual knowledge of the philosopher does not correspond with 

his idea of knowledge, there follows further that conscious

ness of knowing nothing, which Socrates declared to be his 

E. Zeller, Socrates and the Socratic Schools. 
Translated by Oswald J. Reichel (London: Longmans, Green, 
and Co., 1885), p. 122 

15 
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only knowledge." • 

A sound knowledge of human nature and its 
tendencies should shed light on the natural end 
of man, and what we ought to do to realize this 
end. This basic insight into the union of theory 
and practice was expressed in the famous formula 
virtue is knowledge, which lies at the heart of 
Socratic ethics. It is only through accurate 
knowledge of the nature of things and especially 
of himself that man may attain the human good.10 

In early religious thought the meaning of the self 

was closely allied with that of a Supreme Being in the 

metaphysical realm. The connotation of the self was one 

in which the individual gradually gained transcendence 

over the trials and temptations of the physical world and 

achieved a spiritual self beyond his present physical 

world. Only then could he understand his reason for being. 

The development of each individual was important to the 

end that this contributed to the attainment, ultimately, 

of spiritual unity between mankind and God. 

This concept related most closely to Indian philo

sophy where the self was not the body in the final analy

sis; the self, called Atman, was conceived as what man was 

in his pure form and what was beyond this life and this 

self. "The attempt to attain such knowledge will intensify 

one's individuality, deepen onefs being, and strengthen 

9Ibid., p. 123. 

"^S. Radharkrishnan and P. T. Raju, Editors, The 
Concept of Man'(Lincoln 3, Nebraska: Johnson Publishing 
Company, ""i960), p. 66. 
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one*s will and character; and this deepened individuality 

is then surrendered before the Supreme Spirit directly."^"'" 

Unless man was absolutely true to himself he would 

not be able to develop nis capacities to the fullest ex

tent. Therefore, he would not be able to develop others 

and would thus lose the possibility of penetrating the 

metaphysical and attaining closer harmony between Heaven 

and Earth. 

Christian philosophers insisted that man was im

portant as an individual; mankind was composed of specific 

individuals and each man was made in the image of God. 

While it is true that the good of all counts 
more than the good of one, it is the concrete 
individual who lends meaning to the human race. 
We do not think that a human being-is valuable 
because he is a member of the race; it is rather 
the opposite: the human race is valuable because 
it is composed of human beings.12 

During and following the Reformation this attitude' 

led to an increased emphasis on individuality and the im

portance of the selfness of man apart from God. 

Nikhilananda stressed the importance of self-

knowledge and the dangers of encouraging an individualism 

which would lead to a materialistic philosophy: 

Self-knowledge is vital. All other forms of 
knowledge are of secondary importance; for a 
manfs action, feeling, reasoning, and thinking 

Ibid., pp. 247-24$. 

^2Ibid., p. 111. 
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are dependent upon his idea of the Self. His 
view of life will be either materialistic or 
spiritual according to his conception of him
self. If he regards himself as a physical 
creature, and his soul (provided he believes 
in such a thing) as subservient to material 
ends, then he is a materialist; he follows the 
ideal of material happiness, devoting himself 
to the attainment of power and the enjoyment of 
material pleasures. Whenever a large number of 
people follow such an ideal, society becomes' 
materialistic and there ensue bloodshed* war, 
and destruction. If, on the other hand, a man 
regards himself as a spiritual entity and 
believes that his material body should be 
utilized to serve a spiritual end, then he is 
spiritual. He follows the path of unselfish
ness, consecration, and love, and thus becomes 
a force to promote peace and happiness for all. 
Therefore it behoves everyone to cultivate Self-
Knowledge at all times. Self-Knowledge serves 
the practical purpose of destroying pain and 
suffering (which are always caused by ignorance 
of the Self) and also the positive end of help
ing everyone enjoy supreme peace and blessedness 
here and always.13 

THEORIES OF THE SELF 

As individuality increased in desirability and at

tainment, philosophers and psychologists became more in

trigued with the study of ma^s behavior and sought to 

formulate a theory which would describe and predict this 

behavior in a consistent manner. Many personality theories 

(see Hall and Lindzey ) resulted, as did many philosophical 

•^Swami Nikhilananda, Self-Knowledge (Atambodha). 
(An English Translation of Sankaracharya^ Atambodha with 
Notes, Comments, and Introduction) (New .York: Ramkrishna< 
Vivekananda Center, 1946), p. xv. 

^Hall and Lindzey, ojd. cit. 



analyses of the meaning of the self. Theorists were stimu

lated by animal experimentation; the result was that human 

behavior, which formerly had been analyzed introspectively 

and subjectively, was for a time in the early twentieth 

century studied in a coldly objective or mechanistic manner. 

In the theories presented here the self is assumed 

to be the central core of factors determining the behavior 

of the individual. 

William James—The Self of Immediate Experience. 

James, probably the first psychological writer to attempt-

to formulate a self-theory, defined the "self" thusly: 

In its widest possible sense, however, a manfs' 
Self is the sum total of all that he CAN call his, 
not only his body and'his psychic powers, but his 
clothes and his housej his wife and children, his 
ancestors and friends, his reputation and works, 
his hands and horses, and yacht and bank-account.15 

The self in this wide sense is composed of three 

parts: 1. Its constituents; 2. The feelings and emotions 

they arouse--Self-feelings; and 3. The actions to which 

16 
they prompt—Self-seeking and Self-preservation. 

The constituents of the self included the empirical 

self—a composite of the material self (body, personal be

longings and family of the individual), the social self 

"^William James, The Principles of Psychology (New 
York: Henry Holt and Company, 1$96), p. 291. 

l6Ibid., p. 292. 
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(the recognition received from one's mates) and the spir

itual self (defined as a feeling of activity and direction 

in life which served as the central core of the self)—and 

the pure ego which James described as the inner sense of 

personal unity or identity. 

To the normal individual his particular environ

ment at any place in the stream of consciousness (which 

apparently meant the organism's continuous conscious 

activity of living) would constitute his immediate experi

ence. 

Charles Goolev—The Looking-Glass Self. Cooley 

developed his theory a step beyond James and emphasized 

the social environment as being most influential in one's 

formulation of his conception of self. To this theory has 

been ascribed the connotation that the self is merely a 

reflection of the individual personality from another's 

eyes. In other words, the self of anyone is what he thinks, 

or imagines, other people are thinking. In this sense, it 

is the result of social activities and relationships. Such 

an impression of the self may be spurious since it is an 

inference based upon the reactions of others to the indi

vidual. 

However, Cooley did not imply that the self is 

merely a reflection of the ideas of others; it must include 

self-contemplation or it will necessarily preclude 
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self-understanding. He stated: 

In every higher kind of production a person needs 
to understand and believe in himself—the mors 
thoroughly the better. It is precisely that in him 
which he feels to be worthy and at the same time 
peculiar—the characteristic—that it is his duty to 
produce, communicate, and realize; and he cannot 
possess this, cannot differentiate it, cleanse it from 
impurities, consolidate and organize it, except through 
prolonged and interested self-contemplation.' Only 
this can enable him to free himself from the imitative 
on the one hand and the whimsical on the other, and 
to stand forth without shame or arrogance for what he 
truly is.17 

Cooley also postulated that the individual per

ceives himself in an idealized way; he pictures himself as 

he wants and thinks he appears to others. When he becomes 

aware of misconceptions, when his ideal or a part of it is 

shattered, his self is, to a greater or lesser degree, 

demoralized and must undergo reconstruction. This process 

is continuous throughout life and constitutes the growth 

of the individual; if these periods did not appear the self 

would stagnate and eventually deteriorate since no change 

would ensue to improve the individual. 

John B. Watson—Behaviorism. About the time Cooley 

was advancing his theory of the self, Pavlov and others 

were experimenting with the conditioned response in 

animals. Such experimentation had the effect of inhibiting 

the development of self theories. In his ideology, John 

•^Charles Horton Cooley, Human Nature and the Social 
Order (New York: Charles Scribner^ Sons, 1902), p. 193. 
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B. Watson had no patience with such abstractions as the 

self of introspection. Only the most gross and objective 

perceptions were admissible proof of being with the result 

that only obvious physical functionings could be consid

ered in analyzing the behavior of individuals. Such proc

esses as thinking and remembering were described as internal

ized physical reactions. Watson even postulated that a 

child could not think before he could speak since thought 

processes resulted from prior verbalizations. His theories, 

although they stimulated objectivity in experimentation, 

actually encouraged denial of the subjective self to such 

an extent that the individual was nothing more than an 

automaton who could be controlled and developed to any de

gree desired. He believed the individual could be condi

tioned and developed into any professional pursuit if only 

the right stimulation was provided in the environment. 

Mary Calkins—Return to Self. During this era of 

behaviorism only a few voices were heard crying in the 

wilderness of lost selves. A sample of the thinking of one 

of these self-proponents was provided by Mary- Calkins. She 

extolled individuality and self-development— 

The truth is that in being loyal to the universe 
of selves a man can not ignore or deny himself. For 
his loyalty is of no avail if he is an ineffective 

1$ 
John B. Watson, • The Ways of Behaviorism (New 

York: Harper and Brothers, 192$). 
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and inherently worthless citizen, however 
faithful. The man who is loyal to the Great 
Society must therefore seek for himself enlarge
ment and enrichment. . . . Inattention to his 
individual self, disregard of his own capacities 
and his own needs, would defeat the very ends 
of that universe of selves which he is seeking 
to serve. On the other hand, when his own 
pleasure or intellectual advancement or creative 
impulse is in opposition to the large ends of the 
universe of selves he certainly will sacrifice 
them—not, however to the good of "others" but 
to the good of the "all" of whom he is one.19 

George H. Mead—The Social Self. The behavior pen

dulum eventually swung back to the conception of the social 

self and the contention of Gooley that we see ourselves as 

we think others see us. Mead carried this idea further. 

He ideated that the self is realized by the internalization 

and organization of the attitudes of the group or community 

to which the individual belongs. As each individual per

ceives the actions and reactions of others in the society 

he responds to them and gradually forms patterns of be

havior which are acceptable to the group and which gratify 

his immediate needs. He, in turn, affects others and they 

react to him and his attitudes. This, continuous perception 

and response make up the society of individuals whose re

sponses vary as their perceptions and environments vary. 

Thus each individual is aware of his self as aroused by 

others in common responses to familiar and common things 

^Mary Whiton Calkins, The Good- Man and the Good 
(New York: The Macmillan Company, 191&)> p. 65. 
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and circumstances. "The structure, then, on which the 

self is built is this response which is common to all, for 

20 
one has to be a member of a community to be a self." 

Mead stated further that in order for the indi

vidual to differ from the opinion of the group he must 

first understand the responses of the others and must also 

reason with himself with respect to the past and the fu

ture. 

Mead went on to say that if the individual would 

become conscious of his self, he must first become an 

object to himself. Usually this is possible only part by 

part; that is, he perceives only one part of himself as an 

object at a time. It is only higher level social situa

tions which elicit the feeling that the individual is an 

object to himself when he reacts and responds to the opin

ions of other members of society. This requires thinking 

and analysis (cognitive processes). 

The essence of the self, as we have said, is 
cognitive: it lies in the internalized conversa
tion of gestures which constitute thinking, or in 
terms of which thought or reflection proceeds. 
And hence the origin and foundations of the self, 
like those of thinking, are social.2! 

Mead described the "me" as the attitudes of the 

others in the group which calls for certain responses; the 

20 
George H. Mead, Mindt Self and Society (Chicago: 

The University of Chicago Press, 1934)>p. 162. 

21Ibid., p. 173. 
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"I11 is the response or reaction to the situation. "This 

process of relating onefs own organism to the others in 

the interactions that are going on, in so far as it is 

imported into the conduct of the individual with the con-

22 
versation of the fIf and the fme, * constitutes the self." 

Mead contended that to realize a self, the indi

vidual must take the attitude of the other; there can be 

no experience of a self by itself; there must always be 

another involved. However, each individual reacts in his 

own way since his perceptions will vary from those of other 

individuals; his total behavior will follow the pattern 

reflected in the attitudes of the group as a whole, which 

constitutes society. The individuals reaction within 

this structure will result from his own unique character

istics and perceptions. 

This concept of individual uniqueness formed the 

basis for further theories of the self. Social (or ex

ternal) influences were emphasized less and more emphasis 

was placed upon the effect of internal needs and percep

tions of the individual as motivational factors in be

havior. 

Kurt Goldstein—Theory of Self-Actualization. Gold' 

stein*s theorizing reverted back to the subjective aspects 

of the self as opposed to Mead's social emphasis. During 

22Ibid., p. 179. 
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his studies of abnormal personalities and particularly of 

the abnormalities caused by brain damage, Goldstein evolved 

a theory which he felt to be basic to the normal function

ing of the individual personality. His theory was centered 

around the premise that the chief function of the organism 

23 
is to actualize itself as fully as possible. That is to 

say, the end product of any strivings of the organism is 

not merely the relief of or the escape from tensions but 

is the integrated functioning of the organism as a whole to 

the full extent of its capacities. 

He contended that erroneous conclusions could be 

drawn from specific experimental situations inasmuch as 

the behavior of the organism as a whole cannot be determin

ed from such narrowly conducted tests. Neither can one 

assume that an organism reacts in the same way to similar 

situations. More is involved than the controlled condi

tions of the experiment; conditions within the individual 

may affect the experiment although they may not be deter

minable from an objective point of view. 

Goldstein believed that each organism reacts most 

naturally under conditions which it prefers; these condi

tions correspond best to the capacities of the whole organ

ism. These preferred conditions ultimately become constant. 

23 
Kurt Goldstein, Human Nature in the Light of 

Psychopathology (Cambridge: Harvard University Press, 
1940), p. 142. 
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for the individual and make up his character and basic 

traits. Although the normal individual can maintain 

activity under non-preferred conditions if necessary, it 

is only under these preferred conditions that the organ-

24 
ism has the greatest opportunity to actualize itself. 

Prescott Lecky—Self-Consistency Theory. Leckyfs 

theory is very similar to Goldsteinfs self-actualization 

theory; the central theme is the preservation of the 

unity of the organism which resembles the preferred con

ditions stressed by Goldstein. The ultimate goal of the 

organism in both theories is the realization of its po

tential, or actualizing the self. 

Lecky declared that there is no stability in be

havior; the stability exists with respect to goals but 

not with respect to movement. An organism tends to react 

consistently toward a variety of situations, not in single, 

isolated situations. The organism acts as its own deter

miner in specific situations depending upon its needs or 

purposes at the moment. "The recognition of the organism 

itself as a determiner is merely a tardy acknowledgement 

of the very obvious fact that each individual evaluates the 

25 
world in his own terms." Habits are developed as the 

24Ibid.. p. 183. 

25 
Prescott Lecky, Self-Consistency« A Theory of 

Personality (New York: Island Press, 1945), p. 10. 



result of reaction to values and can be changed only if 

the values themselves are changed. 

Instead of assuming beforehand, therefore, ' 
that man is a machine which is moved by forces, 
a lump whose future behavior'is predictable from 
records of its past behavior, let us assume that 
as long as he remains alive he must be thought of 
as a unit in himself, a system which operates as 
a whole. His behavior must then be interpreted 
in terms of action rather than reaction, that is, 
in terms of purpose.26 

Motivation results from the attempt of the organ 

ism to preserve its unity, not to escape from conflict. 

This striving for unity may or may not be successful. 

Lecky went on to explain his theory: 

We propose to apprehend all psychological 
phenomena as illustrations of the single prin
ciple of unity or self-consistency. We conceive 
of the personality as an organization of values 
which are felt to be consistent with one another. 
Behavior expresses the effort to maintain the 
integrity and unity of the organization. . . . 
The point is that all of an individuals values 
are organized into a single system the preserva
tion of whose integrity is essential. The nucleus 
of the system, around which the rest of the 
system revolves, is the individualfs valuation 
of himself. The individual sees the world from 
his own viewpoint, with himself as the center. 
Any value entering the system which is inconsis
tent with the individuals valuation of himself 
cannot be assimilated; it meets with resistance 
and is'likely, unless a general reorganization 
occurs, to be rejected. This resistance is a 
natural phenomenon; it is essential for the 
maintenance of individuality.27 

Obviously, then, the individual behaves in a 

26Ibid., p. 80 

27Ibid.. p. 82 



manner which is consistent with his conception of himself. 

Experiences which seem to be inconsistent are rejected and 

those which seem to be consistent are accepted into the 

system and incorporated as a part of the organism*s value 

system which determines his behavior. The organism is 

constantly assimilating new values and rejecting those 

which seem to be outmoded. This process is perpetuated as 

the organism meets and solves new problems. Thus behavior 

is modified in such a way as to maintain the consistency 
•s 

of the unified organism. 

Snygg and Combs—Phenomenological Self Theory. 

Closely resembling the self-consistency theory, the phenom-

enological self theory was described in terms of Gestalt 

psychology. It, too, accorded the organism*s concept of 

self (or valuation of self) the central place as motivating 

factor with the ultimate purpose being the fulfillment of 

the capacities and needs and the preservation of unity as 

perceived by the organism itself. 

Snygg and Combs stated that "All behavior, without 

exception, is completely determined by and pertinent to the 

phenomenal field of the behaving organism.' The phenomenal 

field . . is simply the universe of naive experience 

'Donald Snygg and Arthur W. Combs, Individual Be
havior (Mew York: Harper and Brothers Publishers, 1949)> 
p. 15. 
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in which each individual lives, the everyday situation of 

self and surroundings which each person takes to be real-

29 
ity." Since each individual perceives differently, each 

phenomenal field will vary to some extent. And the field 

will vary for each individual as his needs affect his per

ceptions; he may be more acutely aware of one part of the 

field than of another or may not even be consciously cogni

zant of certain parts of the field when one sector demands 

his concentration. 

Although the phenomenal field is always organized 

and meaningful to the individual at any given time, it is 

constantly in a state of change, or fluidity. The indivi

dual selects, according to his need at the moment, the 

part of the field that is most satisfying to him. Snygg 

and Combs elaborated: 

It is necessary to remember that the field at any 
instant is, from the point of view of the behaver, his 
whole universe, and consequently includes what he knows 
of the past at that moment and what he infers about the 
future at that moment. Like other parts of the field 
these memories of the past or expectations of the 
future will emerge into figure or lapse into ground in 
conformity with the needs of the individual and the 
activity he is pursuing. Like all parts of the field 
they are subject to distortions and modification by 
the general characteristics of the whole field.30 

Any change or modification in behavior, there

fore, would necessitate a prior change in the individual's 

3°Ibid., p. ?8. 



phenomenal field. 

Behavior is most influenced by the phenomenal self 

which "includes' all those parts of the phenomenal field 

which the individual experiences as part or characteristic 

31 
of himself." Evidently, then, the behavior of the indi

vidual results from the way in which he perceives himself 

in relation to his phenomenal field; in other words, his 

concept of himself determines what his reaction will be 

under specific circumstances. As this concept gradually 

stabilizes the phenomenal self becomes fairly constant and 

predictable and permits the individual to function 

adequately in his environment. "A phenomenal self is 

adequate in the degree to which it is capable of accepting 

3? 
into its organization any and all aspects of reality." 

Carl Rogers—Client-Centered Therapy (Self-Concept 

Theory). Rogers described this theory as being basically 

phenomenological in character and used the concept of the 

self as an explanatory construct.. "Every individual exists 

in a continually changing world of experience of which he 

33 
is the center." However, all parts of this world are not 

3-1-Ibid., p. 58. 

-^Ibid.« p. 136. 

^Carl R. Rogers* Client-Centered Therapy (New York 
Houghton-Mifflin Company, 1954)» P» 4&1-. 
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consciously experienced even though available to conscious

ness. The organism reacts as an organized whole to his 

world as he perceives and experiences it; the end product of 

his resultant behavior is to actualize, maintain, and en

hance its self. 

Rogers used the term self to mean "the awareness of 

being, of functioning.11 The structure of the self grows 

out of two sources—the direct experiencing by the indi

vidual and the introjection of values and concepts as if 

experienced. He described the self-structure as: 

. . .  a n  o r g a n i z e d  c o n f i g u r a t i o n  o f  p e r c e p t i o n s  
of the self which are admissible to awareness. It is 
composed of such elements as the perceptions of onefs 

. characteristics and abilities; the percepts and con
cepts of the self in relation to others and to the 
environment; the value qualities which are perceived 
as associated with experiences and objects; and the 
goals and ideals which are.perceived as having posi
tive or negative valence. It is then, the organized 
picture, existing in awareness either as figure or 
ground, of the self and the self-in-relationship, 
together with the positive or negative values which 
are associated with those qualities and relation
ships, as they are perceived as existing in the past, 
present, or future.35 

If the experiences of the individual are perceived 

by him as being related to the self-structure, they are 

absorbed into the self-structure; if no relationship is 

perceived they are ignored; and if they are perceived as 

being inconsistent with the self-structure, they are 

3^-Ibid., p. 49$. 

35Ibid., p. 501. 
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either denied symbolization or are given a distorted 

symbolization. Consequently, the organism adopts those 

experiences which are consistent with the concept of the 

self. When significant sensory and visceral experiences 

are denied awareness, maladjustments result. Adjustment 

exists when these experiences are assimilated symbolically 

into a relationship consistent with the concept of the 

self. Conscious acceptance increases the possibility of 

conscious control. 

Rogers emphasized that when the organism per

ceives new experiences as threats to the self-structure, 

he may resist them and attempt to maintain the self against 

them. The behavior of others may be seen as threats and 

denied from the self picture. "There is then no real 

understanding of the other as a separate person, since he 

is perceived mostly in terms of threat or non-threat to 
O /I 

the self." When no feeling of threat exists "the other 

person is perceived for what he really is, a separate 

individual, operating in terms of his own meanings, based 

37 
on his own perceptual field." ' 

Rogers stated his final assumption: 

As the individual perceives and accepts into 
his self-structure more of his organic 

36Ibid.. p. 521. 

37Ibid., p. 522. 



experiences, he finds that he is replacing his 
present value system—based so largely upon 
introjections which have been distortedly 
symbolized—with a continuing organismic valuing 
process.38 

Various Authors—Conceptions of the Self. Frag

mentary ideas of the self which have contributed to the 

development of self-concept theory or which may affect 

one's acceptance of the theory, should be presented along 

with the integrated theory. 

Some contemporary philosophers, chiefly in the 

religious realm, contended that the self is metaphysical. 

39 
Gregg felt that, although today's scientific man is sure 

that his immediate world is reality, his ultimate reality 

is in the realm of the spiritual and is epitomized in the 

self beyond the self. 

Originally, man was guided by his religious pre

cepts which hampered, to some extent, his freedom to de

velop his individuality. Now, having broken away from 

these ties, he feels isolated and wishes to rid himself of 

this new responsibility for himself and his actions. 

According to Erich Fromm, man wishes to "escape from free

dom" and is doing so via the avenue of excessive conformity 

38Ibid. 

•^Richard B. Gregg, The Self Beyond Yourself (New 
York: J. B. Lippincott Company, 1956). 
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to external standards and authorities. 

Kierkegaard expressed the sentiment of the existen

tialist when he said, "to have a self, to be a self, is the 

greatest concession made to man, but at the same time it 

is eternityfs demand upon him."40 

He emphasized the necessity of actualizing the 

self in the following statement: 

. . .  a  s e l f ,  e v e r y  i n s t a n t  i t  e x i s t s ,  i s  i n  
process of becoming, for the self does not actually 
exist, it is only that which it is to become. In 
so far as the self does not become itself, it is 
not its own self; but not to be onefs own self is 
despair.41 

The despair he spoke of is of two kinds--

But while one sort of despair plunges wildly 
into the infinite and loses itself, a second 
sort permits itself as it were to be defrauded 
by "the others." By seeing the multitude of 
men about it, by getting engaged in all sorts 
of worldly affairs, by becoming wise about how 
things go in this world, such a man forgets 
himself, forgets what his name is (in the divine 
understanding of it), does not dare to believe 
in himself, finds it too venturesome a thing 
to be himself, far easier and safer to be like 
the others, to become an imitation, a number, 
a cipher in the crowd. 

This form of despair is hardly ever noticed 
in the world. Such a man, precisely by losing 
his self in this way, has gained-perfectability 
in adjusting himself to business, yea, in making 

4°Soren Kierkegaard, The Sickness Unto Death. 
(Translated with Introductions and Notes by Walter Lowrie) 
(New York: Doubleday and Company, Inc., 1954)» p. 154 

41Ibid., p. 163. 
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a success in the world. Here there is no hin
drance, no difficulty,'occasioned by his self 
and his infinitization, he is ground smooth as 
a pebble, courant as a well-used'coin. So far 
from being considered in despair, he is just 
what a man ought to be.42 

Apparently Kierkegaard was speaking of the Self 

as synonymous with the Soul and emphasized the futility 

of a manTs gaining the whole world while losing his own 

soul. Kierkegaardfs philosophy reflected his belief that 

man attains being as a spiritual self and to attain this 

self is to become infinite. 

'43 
Paul Tillich,another religious existentialist, 

spoke of the courage to be as consisting of two integral 

elements working in interdependence: the courage to be 

as oneself and the courage to be as a part. The courage 
i/ 

to be as oneself involves the affirmation of the self as 

a unique, unrepeatable, and irreplaceable individual. 

The courage to be as a part realizes self-affirmation as 

a participant in the power of a group, movement, or essences 

and, to achieve this, man must act in spite of the threat 

of nonbeing. 

Existentialist philosophy is based upon the premise 

that existence precedes essence which means that man deter

mines what he is and what he is to become. Tillich said 

^Ibid.. pp. 166-7. 

^Paul Tillich, - The Courage to Be (New Haven: Yale 

University Press, 1952), pp. 87-39. 
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"The essence of his being—the 'should-be' 'the ought-to-

be, '—is not something which he finds; he makes it. Man is 

what he makes of himself."^ 

Sartre, an atheistic existentialist, stressed the 

belief that man, since he did not create himself, is con

demned to be free with no recourse to a determinism with 

which to excuse his actions. He is . . at liberty, and 

from the moment that he is thrown into this world he is 

responsible for everything he does."^ 

While the existentialists probed the mysteries of 

being and emphasized man's determination of his own destiny, 

psychological self-theorists confined their activities to 

the study of man's behavior in his everyday world and dis

counted the influences of his knowledge of the cessation of 

physical life. The contemporary attitude seems more con

cerned with the individual in his life space and the current 

interest is in more concrete and less abstract studies of 

the self. However, the transitory quality of the physical 

life must, obviously, affect the self-concept, particularly 

as the individual approaches his own demise or even as he 

becomes aware of this fact. 

Symonds differentiated between the Ego and the 

^Ibid., p. 150. 

^Walter Kaufmann, Editor, Existentialism from 
Dostoevskv to Sartre (New York: Meridian Books, Inc., 
1951), p. 4. 
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Self: The Ego "is an active process for developing and 

executing a plan of action for attaining satisfaction in 

46 
response to inner drives." The activities of the ego 

include the defense mechanisms and may not always be con

scious. The self is usually conscious and "refers to the 

body and mind and to bodily and mental processes as they 

47 • 
are observed and reacted to by the individual." Appar

ently, then, the self is the picture the organism holds 

of himself while the ego is the driving force which deter

mines the behavior of the individual. 

4$ " 
Symonds continued with the thought that normally 

one picture of the self is held by the individual; when 

this picture is threatened it arouses anxiety and the in

dividual tends to resist the new concept and to enhance 

the original concept. This attempt restricts the percep

tive field but does not remove the threat which constantly 

presses to be accepted into the self picture. As a result, 

the organism is under a constant tension which results in 

restlessness and purposeless activity. 

Erich Fromm warned of the danger inherent in attempt

ing to develop characteristics that are desirable to others; 

^Percival M. Svmonds, • The Ego and the Self (New 
York: Appleton-Century Crofts, Inc., 1954)> p. 4. 

^Ibid.. pp. 104-105 
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the real self is submerged behind the facade of an others-

accepted pseudo-self. The resultant condition is an 

alienation of the individual from himself. "Man does not 

experience himself as the active bearer of his own powers 

and richness, but as an impoverished 1thing,1 dependent on 

powers outside himself, unto whom he has projected his liv

ing substance."^ This conception sounds similar to 

Kierkegaard1s description of the despair in which man loses 

himself in the world. 

Fromm stated further that alienated manTs knowledge 

and intelligence has developed but his reason has deterio

rated. ethics is inseparable from reason and ethical behav

ior is based on the faculty of making value judgments on 

the basis of reason. When man has no self he has no con

science and cannot decide between good and evil. 

Karen Horney observed similarly that the real self 

is the core of the person which enables him to take respon

sibility and to make decisions concerning moral action. 

Any moves away from or against this real self or anything 

'which prevents its actualization will result in alienation 

from the self, which is the main basis of neurotic develop

ment since it produces a loss of identity of the self. The 

^Erich Fromm, The Sane Society (New York: Holt, 
Rinehart and Winston, 1955), p. 124. 



effects of alienation on the individual*s personality may 

be that genuine feelings are dampened or diminished: pride 

governs feelings. "As a result of these trends, there is 

in neurosis a general impoverishment of the emotional life 

showing in a diminished sincerity, spontaneity, and depth 

of feelings, or at least in a restricted range of possible 

feelings."^ 

As a result of alienation, "self-confidence, prob

ably the most crucial prerequisite for creative work, is 

always on a shaky basis, no matter how self-assured or 
c-i 

realistic a person's attitude seems to be."^ 
V 

Allport placed great emphasis upon the uniqueness 

of the individual and the achievement of his potential, 

although he is not classified as a self theorist, even 

though he considers the attainment of selfhood a goal of 

the adolescent. He speaks of the self: 

For certain philosophical purposes it may be 
justified to regard the self as a continuing 
entity—perhaps endowed with immortality. But in 
psychology we do well to avoid the sharp 
separation of the self "as agent" from the 
functioning of the propriate systems within the 
personality.52 

This perusal of self-psychology would not be 

^^Horney, ojd. cit., p. 164. 

51Ibid., p. 310. 

-^Gordon ¥. Allport, Pattern and Growth in Person
ality (New York: Holt, Rinehart and Winston, 19621, p. 130. 



41 

complete without some mention of contemporary behavior-

ists, led by B. F. Skinner. The current Watsonian approach 

to behavior prediction and control is presently labeled 

operant conditioning; its purpose is to manipulate en

vironmental conditions through processes of response re

inforcement so that certain desired behaviors result. 

This would permit building the type of world that is 'deemed 

desirable by society; however, the difficulty arises in 

deciding who determines what behaviors are desirable. 

Certainly, under operant conditioning, the despair of the 

existentialists would be accentuated as the loss of self 

would seem mandatory for the majority of people. 

Discounting individual differences as resulting 

from unmanipulated environmental variables, the modern be-

haviorists (whose beliefs reemphasized the earlier con

tentions of Watson) stated as their goal: 

If intelligence can be analyzed into the 
behavior that constitutes its component parts, 
it can be taught in an orderly environment so 
that almost everyone can reach the same high 
level of performance. Similarly, motivation 
can be considered not as an innate function of 
specific drives but as a function of environ
mental determiners of which one of the most 
important is positive reinforcement.' Under 
appropriate environmental conditions, which 
man can create, almost anyone can be motivated 
to do anything.53 

"^Jack Michael and Lee Meyerson, "A Behavioral 
Approach to Counseling and Guidance," Harvard Educational 
Review, 32:402, Fall, 1962. 
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The desirability of operant conditioning depends 

upon the type of society or world mankind would wish to 

develop. Does conditioning remove the necessity for man 
/ 

to think and reason? If so, does it not contribute to 

the creation of an enforced conformity which precludes 

self-development? 

Self-attainment encourages diversiveness through 

the development of the differences in interest, purpose 

and abilities. Operant conditioning encourages the de

velopment of mechanistic similarities which are determined 

by someone else other than the individual himself. There

fore, it is a view which is antagonistic to that of the 

self-theorists. 

Summary. The meaning of self has been an area of 

concern for some time even though the term "self-concept11 

has come into use, with increasing emphasis, within the 

past decade or two. However, self-theories have been pro

posed by a number of psychologists who stressed the striv

ing for unity and coordinated functioning of the organism 

in his environment. 

Metaphysicists and philosophers have been most 

concerned with the probabilities of life after physical 

death and the ethical living of a worldly life which pre

pares for a world beyond the earthly one: their concern 

is spiritually oriented. 



. 43 

Psychologists have been interested in the whys and 

wherefores of the functionings of man, particularly as it 

involves the mental and physical aspects of his function

ing. Although they are interested in optimum development 

of the individual, their tendency has been to omit the 

spiritual aspects. 

Behavioral scientists concern themselves with 

physical functionings and overt behaviors with the objec

tive of predicting and controlling the individual in ways 

prescribed by society*., 

These divergent views of the self should transmit 

to the reader the confusion which exists in this field. 

Attempts to define the self depend upon which of these 

areas receive greater emphasis. 

If only the obvious physical and mental aspects of 

the self (the conscious elements) are included in the 

definition, can any definition of self be complete? On the 

other hand, if the spiritual aspects are included as well 

as the unconscious influences, how accurate can the defini

tion be, since these aspects are so ethereal and, therefore, 

elusive to thorough understanding and comprehension? 

Even when one attempts to understand himself, how 

easily can he analyze all of the mental, physical and moral 

aspects of his functioning and understand what elements in

fluence his behavior at any specific moment? On what as

pects of the self does one place prime importance and how 
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does this emphasis alter the functioning of the whole 

organism? 

As indicated in this chapter, a number of psycholo

gists have attempted to evolve a theory of self. The 

major problem arising is the difficulty of defining the 

"self." Too narrow a definition limits the accuracy with 

which normal behavior may be explained. Too broad a defini

tion involves so many vague and nebulous conceptions of the 

various aspects of the self that valid studies of the self 

are almost impossible to conduct. 

Self-concept theorists insist that behavior results 

from the way the organism perceives himself in his environ

ment. Since each self is different, so each self-concept 

is perceived and formulated somewhat differently. 

According to self-concept, then, effective counsel

ing would depend upon the degree of understanding of the 

individuals behavior as perceived and evaluated from his 

own point of view. 

As has been shown, concern for the "self" has been, 

perhaps, as old as man himself, and philosophers have strug

gled with theories and assumptions which would make "self" 

more understandable. No attempt has been made to determine 

the legitimateness of these theories or to prove whether or 

not they were properly tested experimentally so that their 

claims have been validated. These views have been presented 



only to show their relationship to and their possible 

influence on the development of the self-concept theory of 

behavior. 

As the self-concept theory is analyzed in subse

quent chapters, special reference will be made to some of 

these contributions which relate specifically to this 

analysis. Several of these theories suggest either a 

self-concept or a similar idea of the self, such as valua

tion of the self, self-picture, or conception of the self. 



CHAPTER III 

"SELF-CONCEPT" THEORY 

In order to determine the value of self-concept 

theory with respect to secondary-school counseling, a 

consideration of the major premises of the theory must be 

made. Of the self-theories under consideration which'posit 

self-concept as the central motivating agent in behavior, 

those of Lecky, Snygg and Combs, and Rogers seem to be most 

consistently organized and described. Therefore, these 

self-theories will be selected as representative of self-

concept theory, and a discussion of the major premises de

rived from a combination and integration of the postulates 

of these theories will follow. 

This analysis of self-concept theory will facili

tate the proper evaluation of secondary-school counseling 

literature by the Criteria set forth in Chapter I. In 

addition to the discussion of the major premises of self-

concept theory, the analysis will result in a disclosure 

of ways in which the theory may affect behavior, limita

tions and criticisms of the theory, the status of research 

in this area, and possible implications of the theory for 

the counselor. 

46 



DISCUSSION OF THE MAJOR PREMISES 

Six major premises to be discussed here seem to 

cover adequately the main points of the three theories 

which were chosen as representative of self-concept theory. 

Premise 1. Every individual is the center of his 

own continually changing world of experience to which he 

reacts as an organized whole according to his perceptions. 

This world is "reality" to him. 

One point stressed by Rogers'^ was that the organ

ism is at all times a total organized system which is 

affected by any changes in any of its parts. Reaction is 

governed by the perceptions of the experiencing organism 

and the nature of his private world can be judged genuinely 

only by the individual himself. Even though his world 

may seem different to other persons and the individual may, 

in actuality, entertain faulty perceptions, this world is 

still "reality" to him and he reacts accordingly. 

This private world of "reality" is synonymous with 

55 
the phenomenal field of Combs and Snygg, of which the 

phenomenal self is the center. Lecky described the same 

^Rogers, ojd. cit., pp. 4$l-*532. 

^Arthur W. Combs and Donald Snygg, Individual Be -
havior (revised edition; New York: Harper and Brothers, 
1959), p. 44. 



idea in the paragraph quoted below: 

The point is that all an individual^ values 
are organized into a single system the preserva
tion of whose integrity is essential. The nucleus 
of the system, around which the rest of the system 
revolves, is the individuals valuation of himself. 
The individual sees the world from his own view
point, with himself as the center.56 

Premise 2. Behavior results from attempts to 

satisfy the perceived needs in order to fulfill the basic 

tendency of the organism: to actualize, maintain, and en

hance itself. Behavior is facilitated by emotion, its in 

tensity varying with the perceived significance of the 

needs. 

This premise is founded upon the assumption that 

the goal of the organism is growth and expansion toward 

greater independence and self-responsibility. Combs and 

Snygg stated that manfs basic need is "that great driving 

striving force in each of us by which we are continually 

seeking to make ourselves ever more adequate to cope with 

57 
life." Similar, also, to this view was Goldstein1s 

observation: "The tendency to actualize itself is the 

motive which sets the organism going; it is the drive by 

5 $ 
which the organism is moved." 

^Lecky, ojd. cit., p. 82, 

c n  

Combs and Snygg, 0£. cit., p. 46. 

cd 
^ Goldstein, o^. cit., p. 140. 
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Rogers further contended that, although past 

experiences may influence the meaning and interpretation 

of present experiences, all affective elements determin

ing behavior exist in the present. This contention denies 

or ignores any possible influence on behavior of deep-

seated unconscious elements. 

Recurring experiences gradually stimulate a consis

tent pattern of responses which are followed in order to 

satisfy the needs as they are perceived by the experiencing 

organism. Those needs which are most insistent are the 

ones which are satisfied first, if satisfaction is possible. 

The type of behavior participated in is peculiar to the in

dividual because of the way he perceives his world and 

figures out what behavior would be most effective in meet

ing his immediate needs. The long-range objective, from 

the self-concept point of view, is to actualize, maintain, 

and enhance his self by employment of these behaviors. 

Amotion, accompanying perception of needs, may in

fluence the individual to attach greater significance to 

some needs than to.others or to the same needs at different 

times; in this way emotion may facilitate goal-directed be

havior. 

Premise Most of the ways of behaving which are 

adopted by the organism are those which are consistent with 

the concept of self. 
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Originally, the self was a part of the perceptual 

field. Gradually, however, this self emerged as a separate 

entity in the field; viewed broadly, the self may be said 

to be figure while the remainder of the perceptual field 

is ground. Rogers defined the self as "an organized, 

fluid, but consistent pattern of perceptions of character

istics and relationships of the TIf or the fme,1 together 

59 
with values attached to these concepts.• The self, then, 

.could also include the habitual or learned behaviors of 

any individual. The individual senses the self as an 

awareness of being or functioning. 

Each individual has a definite picture of this 

self which has been formed over a period of time from the 

subjective interpretation of perceptual experiences. This 

is the individual's self-concept which forms the basis upon 

which his behavior is determined. Rogers* definition 

follows: 

It is, then, the organized picture, existing 
in awareness either as figure or ground, of the 
self and the self-in-relationship, together with 
the positive or negative values which are associated 
with those qualities and relationships, as they are 
perceived as existing in the past, present, or 
future.60 

The statement that the self-concept is composed of 

59 
Rogers, 0£. cit.. p. 501. 
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elements which exist in awareness would exclude the in

fluences of unconscious elements in the personality as 

being affective of behavior. Hilgard, however, believed 

that unconscious elements may affect the self-picture and 

that such influences on the self-concept may not be recog

nized by the individual. These influences would have to 

be detected by inference by another person, resulting in 

an inferred self. His reason for abandoning a purely 

i n t r o s p e c t i v e  a p p r o a c h  i n  f a v o r  o f  i n f e r e n c e  w a s :  " . . .  

defense mechanisms and self-deception so contaminate self-

observation that unaided introspection is bound to yield a 

distorted view of the self." 

By way of summarizing the implications of Rogers1 

definition, the self-concept would conceivably include all 

of the many views the person has of his existence, its 

meaning, the various ways in which he functions, his im

pressions of what others are thinking about him and his 

actions (these may and probably will vary with different 

individuals), his physical and mental characteristics, his 

judgments as to whether or not his qualities and character

istics are desirable and to whom they are desirable, his 

conceptions of the world and his decisions as to how he can 

best function in this world, his behavior and the causes of 

^Ernest R. Hilgard, "Human Motives and the Concept 

of the Self", The Study of Personality, Howard Brand, editor 
(New York: John Wiley and Sons, Inc., 1954)» p. 353. 
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this behavior (it may seem realistic or unrealistic to 

others), his values as they are formed and why he feels 

these particular values should be a part of his moral 

code—in fact, the self-concept, by Rogers* definition, 

could include everything and anything the individual per

ceives as having an influence on his attempts to actualize, 

maintain, and promote the functioning of himself as an in

dividual. 

This extremely comprehensive view of the self 

could be understood by the individual only after extensive 

study and analysis. It definitely would be learned. The 

full self-picture could hardly be complete and clear at 

any specific point in time without studied awareness and 

conscious mental effort. 

Combs and Snygg apparently used self-concept synony

mously with the phenomenal self although at times they spoke 

of an individuals self-concepts, apparently meaning 

simpler, less complicated sub-conceptions of the self. They 

stated: 

The self is the individuals basic frame of 
reference, the central core, around which the 
remainder of the perceptual field is organized. 
In this sense, the phenomenal self is both 
product of the individuals experience and pro
ducer of whatever new experience he is capable 
of ... . All perceptions existing in the 
perceptual field acquire their meaning through 
their relationship to the existing self.62 

A 
4Combs and Snygg, ojd. cit.» pp. 146-7. 
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The idea of an intricate self-system as implied by 

Rogers was first suggested by Raimy: 

The self-concept is regarded as a learned 
perceptual system which functions as an object 
in the perceptual field. It is independent of 
any particular sense modality; More than a 
small "picture" of onefs self, it is regarded 
as an intricate arrangement of sub-systems 
which themselves have sub-systems or parts.63 

Since no attempt was made to explain this defini

tion further, the authorfs meaning must be inferred by 

the reader.. The definition would seem to indicate that 

in order to understand his self-concept an individual 

must stand off and look at himself as an object with 

many characteristics and qualities. Then, after many 

observations he will arrive at a concept of a self which 

is composed of specific characteristics, qualities and be

haviors. 

When observed in this objective manner none of the 

senses are involved as determining the picture; the self 

is seen broadly as a series of systems which have a 

hierarchy of sub-systems. For, example, the individual 

may see his physical body as an intricate system with many 

sub-systems of organs and parts working harmoniously, yet 

separately. His organized concept, then, would incorporate 

all such systems into a functioning unit as determined by 

^Victor c. Raimy, The Self-Concept (Negative), 
(unpublished Doctoral Dissertation, Columbus, Ohio: Ohio 
State University Library, 1943)> P» 457# 



his own objective perceptions. 

Raimy further stated that normally this self-

concept corresponds somewhat to the objective personality 

although there may be considerable difference between the 

concept a person holds of himself and the personality he 

presents to others.^ 

These various views, or sub-concepts, the indi

vidual has of himself have resulted from experiencing 

himself in many and varied situations or roles in which 

he has had to conduct himself in such a way that his 

self-concept is maintained^or enhanced. Gradually these 

views are incorporated into a broad concept of the self. 

The over-all concept amounts to seeing oneself as a 

structure with interrelated parts working in harmony 

toward the goal of self-actualization. This concept is 

acceptable to the extent that it can be actualized, main

tained, and enhanced as it functions in its field of 

operation. 

According to Rogers, when this basic tendency 

cannot be realized, when the organism fails to incorporate 

64Ibid., p. 458. 
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symbolically,* into the self-structure some of his basic 

experiences, maladjustment ensues. Under these circum

stances, behavior may be inconsistent because the behav

ior is not a'part of the self-structure**—it is not owned 

by the individual since bhe experiences have not been 

symbolized to the point where they can be absorbed as a 

part of the self-concept. 

Rogers observed that as the individual encounters 

65 
new experiences he reacts in one of three ways: 1. The 

fL. 

*Symbolically literally means: by the use of a 
symbol or symbols. Although Rogers does not define or ex
plain clearly the use of this term, he seems to imply the 
following meaning: the assigning of a concrete form or 
concept to new experiences so they are perceived and remem
bered as qualities or types of-behavior consistent with the 
individual*s existing opinion of self or self concept. 
'E%g.> a certain type of behavior may be perceived as steal
ing and may be evaluated as inconsistent with the self-
concept of one who considers himself honest. When experi
ences are inconsistent with the self-concept, the symboliza-
tion may be distorted so they are perceived as qualities or 
behaviors which are consistent with the self-concept. In 
.such a case the individual could distort the meaning to be 
borrowing instead of stealing so he could avoid labeling 
himself "thief,"a term or quality he considered inconsis
tent with his self-picture. 

**From its use here this would appear to mean the 
same as self-concept system. Rogers could be referring to 
the "real" or "actual'^ self rather than to the perceived 
self or self-concept. However, to incorporate an experi
ence symbolically into the self-structure would call for 
awareness on the part of the individual of this structural 
concept. Self-concept demands awareness although "actual" 
or "real" self may not. 

Ac  
•'Rogers, ojo. cit., p. 502. 
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new experiences are symbolized, perceived, and organized 

into some relationship to the self; 2. They are ignored 

because there is no perceived relationship to the self-

structure; or, 3. They are denied symbolization or given 

a distorted symbolization because the experience is in

consistent with the structure of the self. 

When experiences are inconsistent with the struc

ture of the self they may be perceived as threats in which 

case the individual attempts to maintain the self-struc-

ture more rigidly in order to defend his self-structure 

against the threats. 

In situations where no threat to the self-structure 

exists, the individual may examine these inconsistent ex

periences and, if he feels it desirable, he may alter the 

structure of the self to assimilate them. 

66 
Rogers described this self-concept development as 

a learning process: the learning of the self. 

Change in the self-structure, then, can apparently 

be accomplished only when the individual sees in new 

experiences a possibility of actualizing, maintaining, or 

enhancing the self by accepting them symbolically into the 

self-structure. No threat can be present and the experi

ences must bear some relationship to the existing self-

concept before they can be perceived as being utile. 

66Ibid.. p. 519 



Combs and Snygg listed three factors upon which 

67 
change in the phenomenal self seems to be dependent: 

First, the place of the new concept in the indivi

dual's self organization. Less important concepts are. 

changed more easily than the more important ones. 

Second, the relation of the new concept to the 

person's basic need: that great driving, striving force 

in each of us by which we are continually seeking to make 

ourselves even more adequate to cope with life. Experi

ences which seem threatening to the self-concept are re

jected; those which seem enhancing to the self-concept are 

accepted. 

Third, the clarity of the experience of the new 

perception. First hand experiences are likely to be much 

more effective in producing self-concept change than are 

symbolic experiences. Direct experiences are much more 

conducive to change than are warnings or admonitions from 

people concerning the effect of experiences. 

Premise J±. Self-acceptance leads to acceptance of 

others. 

Assume that with self-acceptance there is also 

understanding of the self. One who understands himself 

can better understand others and the ways in which they 

^Combs and Snygg, ojd. cit.« pp. 163-4. 
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differ from himself. If he can accept himself, weaknesses 

as well as strengths, he will be more able to accept others 

as they are and not as he hopes or fears they are. 

An individual who denies experiences (his realities) 

will see in other people threats in the form of words or 

behavior which remind him of feared experiences. The ex

tent to which another person is seen as a threat is the ex

tent to which he is not acceptable. 

68 
Rogers explained the basis of threat. VJhen the 

individual denies some experiences he must always be on 

guard against the symbolization of those experiences. 

Consequently, all experiences are viewed defensively as 

potential threats and cannot be perceived as they really 

are. 

If another person is seen as a threat he cannot be 

understood—therefore he is not accepted. If he seems to 

be a threat in any way, it is necessary to defend oneself 

against him--and the best defense is attack. If he is not 

seen as a threat, there is no need to attack him and he can 

be accepted as he is. 

The ability or inability of the individual to accept 

social standards and rules and regulations depends upon the 

degree to which he sees them as threats to his self-concept. 

68 
Rogers, oj>. cit., p. 520. 
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Premise j>. A value system,* unique and personal 

for the individual, gradually emerges as the individual 

perceives and accepts into his self-structure more of his 

organic experiences. 

The child, largely because of lack of adequate ex

periences upon which to build his sense of values, intro-

jects parental value systems into his self-structure. These 

introjected values, based as they are upon distorted sym-

bolizations, form the basis of his behavior. As new experi

ences are encountered the individual modifies these values 

in line with his perceptions and needs. If new experiences 

are not accepted into the self-structure, behavior will be 

either rigid or inconsistent since it is not "owned" by the 

individual. Eventually the value system is reformed so that 

it is adequate and consistent with the individual's self-

perceptions. 

His value system, then, permits the person to make 

decisions which are appropriate for him and which actualize, 

*As inferred by this writer, presumably a symbolic
ally-organized sub-system of the self-concept developed 
over a period of time as a result of successfully meeting 
new experiences in such a way that certain behaviors become 
habitual. Habituation stimulates formation of a perceptual 
mental set toward certain types of behavior which are per
ceived as consistent with the self-concept and, therefore, 
are preferred by the individual. Certain types of decision
making are thus screened by the value-system automatically 
and the thorough perception and evaluation originally called 
for is eliminated as an unnecessary step. 



maintain, and enhance the self-concept. If he does not 

reform his system of values, but operates by the intro-

jected ones, he may not be able to actualize his self-

concept, which is the .goal of each organism. Rogers 

expressed this idea as follows: 

One of the ultimate ends, then, of an hypothesis 
of confidence in the individual, and in his capa
city to resolve his own conflicts, is the emergence 
of value systems which are unique and personal for 
each individual, and which are changed by the 
changing evidence of organic experience, yet which 
are at the same time deeply socialized, possessing 
a high degree of similarity in their essentials.69 

Raimy emphasized that the individuals self-

evaluations are clearly social in origin and serve 

society as follows: 

As a psychological structure strongly in
fluenced in its development by the social pattern, 
the self-concept may serve as a vehicle for the 
continuation and dispersal of familial habits of 
thinking and acting. Since it is likewise in
fluenced by the larger.units of society, it may 
also serve to perpetuate mores and customs.70 -

Premise 6. The best vantage point for understand 

ing behavior is from the internal frame of reference of 

the individual himself. 

Because each person views his world by his own 

perceptions and analyzes these perceptions according to 

his organic needs, any real understanding of individual 

69Ibid., p. 5?2. 

70 
Raimy, 0£. cit., pp. 45$-9. 
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behavior is possible only from the point of view of the 

experiencing individual. Any interpretation of behavior 

from an external viewpoint becomes judgmental and does 

not result in understanding the cause behind the behavior. 

As postulated by self-concept theorists, even 

though certain behavior may seem, to others, ridiculous, 

to the person directly involved in the experience his be

havior, at that moment, is rational. By his perception 

and interpretation of all the elements involved in the 

experience only one solution appears to him to be effec

tive in restoring balance to his world and in maintain

ing or enhancing his self-concept. 

This premise has particular ramifications for 

counseling in the secondary-school setting where indivi

dual attitudes toward learning and new experiences are 

undergoing development and modification. Lecky observed 

that 

. . .  l e a r n i n g  c a n n o t  b e  u n d e r s t o o d  a s  a  p r o c e s s  
of forming separate habits, but only in terms of 
the development of the entire personality. It 
follows that no type of subject matter is interest
ing merely for its own sake. It is interesting 
only when an individual happens to be interested 
in it, because of the way he interprets it in re
lation to his problem. Indeed, though learning 
and resistance seem to point in opposite direc
tions, they really serve the same purpose. In 
the one case we are supporting the system by the 
assimilation of consistent ideas, while in the 
other we are protecting the system from incon
sistency and conflict. Both are necessary in 
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order that the unity of the system may be preserved.71 

Lecky believed further that in order to change the 

attitude of a student toward learning certain material it 

would first be necessary to change the self-conception he 

holds: that learning this material would be inconsistent 

with his system of ideas, the core of which is his con-

72 
ception of himself. 

To the advocate of self-concept theory,' change in 

behavior would first call for an alteration in perception 

of certain types of experiences by the individual in

volved before achievement of a corresponding change in 

self-concept. As Lecky said, merely attacking a resist

ance will prove fruitless (inconsistencies must be recog

nized as inconsistencies before changes can occur) and 

that each individual must solve his own problems in his 

73 own way. 

Combs and Snygg emphasized the thought that the 

problem of education arises from the fact that the stu

dent fs goals are immediate and personal while the goals 

71 
of education are frequently cultural and remote. Unless 

an experience can be seen as fulfilling an immediate need, 

^Lecky, ojd. cit., p. 120. 

?2IMd. 

"^Ibid., p. 154-

7^-Combs and Snygg, ojo. cit., p. 366. 
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the student is likely to consider it inconsistent with 

his self-concept and to resist it. 

Perhaps the counselor could encourage the student 

to set more immediate goals in line with his future objec

tives as well as of those of society; or, he could at least 

assist the student in seeking some relationship between 

these two goal-states. 

Summary. Self-concept theorists appear to assume 

that every individual has a self-concept whether it is 

acceptable to him or not, that he is conscious of it, and 

that this self-concept is used to screen or test new expe

riences for compatibility with existing behavior. This 

self-concept is learned gradually as the individual per

ceives and interprets new experiences in the light of their 

significance to him and his self-enhancement. Behavior is 

the considered response to this perception and interpreta

tion. 

Eventually certain responses become habitual and 

develop into a value system, unique for each individual, 

which becomes a permanent part of his self-concept. Although 

this value system undergoes modification throughout life as 

new experiences are evaluated and incorporated into the self-

structure, it remains fairly constant and stable. 

Each person is the center of his own world of expe

rience and will perceive and interpret these experiences 
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differently in line with his needs. Therefore, behavior 

can best be understood from the internal frame of.reference 

of the individual himself. 

This discussion of the premises of self-concept 

theory is important to the counselor. As an observer he 

must be acutely aware of the uniqueness in each individual, 

his needs, his perceptions, and his behavior. Understand

ing behavior is dependent upon the counselor's ability to 

see it from the frame of reference of his counselee. 

Since the counseleefs behavior is perceived and interpreted 

in the light of his self-concept, understanding his self-

concept is the first obligation of the counselor. Avenues 

to understanding the self-concept will be sought in the 

review of literature in the next chapter. 

ANALYSIS OF SELF-CONCEPT THEORY 

Analysis of the theory is undertaken here to pre

sent some of the criticisms and shortcomings of the theory, 

as well as its major claims, from the standpoint of 

operability. 

Operabilitv of the theory. The nature of this 

theory, emphasizing as it does the individuality of behav

ior, makes testing of its premises difficult. 

Generally speaking, the purpose of experimentation 

is to produce generalizations which may predict the group 
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behavior of substances or organisms under specific condi

tions. Then, theories are developed embodying these 

generalizations as principles and serving as a basis for 

establishing behavior categories. 

Self-concept theory bases its assumptions on the 

uniqueness of the individual human organism and postulates 

differences in behavior as a result of differences in the 

quality and quantity of individual needs and perceptions. 

Therefore, categorization of human behavior, except in ex

ceedingly broad terms, would be precluded by this theory. 

Value of the theory lies in this underlying principle of 

individual uniqueness. The full development of the capaci

ties of each individual organism depends upon the recog

nition, subjectively viewed, of the qualities it possesses 

and their importance in relation to the goals which are 

personally deemed desirable of attainment. As long as be

havior theorists in any culture look upon this concept of 

individuality, as opposed to extreme conformity, their 
/. 

theories must deny rigid groupings and stereotypings. Self-

concept theory depends upon the development of that rational 

ability which acts as the controller of the individuals be

havior. Effective self-control must be volitional and 

emanate from the internal frame of reference, where it has 

been perceptively determined by the behaving organism. 

Self-concept theory has stimulated researchers to 

more and more experimentation although the results of most 



studies do not appear to be operationally fruitful. 

Self-concept has been found by Strang, McCullough, 

and Traxler to be a factor which profoundly affected read

ing improvement. From negative comments of parents, teach

ers and classmates and from repeated failures, the student 

may form a concept of himself as incapable of learning to 

read. Only by persuading the student to change his self-

75 
concept can he be .encouraged to improve his reading. 

Rogers and Dymond indicated that self-concept is 

affective of behavior under therapeutic conditions and that 
rj £ 

acceptance of self facilitates the acceptance of others. 

77 7$ 
Other studies by Morrison, Stephenson, and by 

79 
Field, Kehas, and Tiedeman found self-concept to be an 

important element in the choice of an occupation. In one 

75 
Ruth Strang, Constance M. McCullough, and Arthur 

S. Traxler, The Improvement of Reading (Third edition; New 
York: McGraw-Hill Book Co., Inc., 1961), p. 286. 

76 
Carl R. Rogers and Rosalind F. Dymond, Psycho

therapy and Personality Change (Chicago: University of 
Chicago Press, 1954). 

77 
Richard L. Morrison, "Self-Concept Implementation 

in Occupational Choices,11 Journal of Counseling Psychology, 
9:255-60, Fall, 1962. 

78 
Richard R. Stephenson, "Occupational Choice as a 

Crystallized Self Concept," Journal of Counseling Psychol
ogy, 3:211-6, Fall, 1961. 

79 
Frank L. Field, Chris D. Kehas, and David V. 

Tiedeman, "The Self-Concept in Career Development: A Con
struct in Transition," The Personnel and Guidance Journal> 
41:767-71, May, 1963. 
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sense, self-concept may be considered synonymous with 

career choice since it is based on extensive self-analysis. 

Super said, "In choosing an occupation one is, in effect, 
SO 

choosing a means of implementing a self-concept." 

A theory should serve as a framework from within 

which to make deductions and predictions. Self-concept 

theory may be more difficult to judge by this criterion 

since predictions are most frequently made for groups. 

Si 
However, in the studies involving self-appraisal and in 

those which have investigated the probability of a relation

ship between self-concept and performance, some positive 

evidence seems to support the claim that academic achieve

ment is positively related to the individuals self-

4. S2, S3 concept. ' 

A theory should also be fertile in producing new 

ideas and in generating testable hypotheses. Wrenn ex

pressed the conviction that the results of some of the 

recent studies in self-concept will prove efficacious in 

50 
Donald E. Super, The Psychology of Careers (New 

York: Harper and Brothers, 1957)> p. 196. 
51 

Daniel W. Soper, "A Realistic Appraisal of Worthy" 
National Education Association Journal, 49122-3» September, 
T9E0", 

^^Martin B. Fink, "Self-Concept as It Relates to 
Academic Underachievementi" California Journal of Educational 
Research. 13;57-62, March, 1962. 

S3 
Robert M. Roth, "The Role of Self-Concept in 

Achievement," Journal of Experimental Education. 27J265-S1, 
June, 1959. 
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counseling even though some of these studies have been 

trifling ones. He commented, "... recent self theories 

are operational in nature and subject to hypothesis test-

Si. 
ingtt with at least some apparent validity in results. He 

does not define or explain what he means by "operational." 

Ruth Wyliefs exhaustive study of self-concept 

literature discloses much the same conditions. The theories 

and their constructs are vaguely defined with the result 

that 

. . . there is a good deal of ambiguity in the 
results, considerable apparent contradiction among 
the findings of various studies, and a tendency 
for different methods to produce different results. 
In short, the total accumulation of substantive 
findings is disappointing, especially in propor
tion to the great amount of effort which obviously 
has been expended.#5 

Obviously the research in this area offers meager 

and questionable assistance toward validating the theory 

and suggesting ways toward making it operational. 

Up to this point in the chapter self-concept has 

been considered from a theoretical viewpoint. To complete 

an adequate analysis views of some of the writers who dis

agree with or question these theoretical assumptions should 

be presented. 

8L 
C. Gilbert Wrenn, "The'Self Concept in Counseling," 

Journal of Counseling Psychology« 5:104> 195#. 

^Ruth C. Wylie, The Self Concept (Lincoln, Neb
raska: The University of Nebraska Press, 1961), p. 317. 



Criticisms of the theory. A most comprehensive 

study of' self-concept theory was made by Wylie,^ whose 

criticisms of recent phenomenological self-theories in

clude: 

1. The theorists do not account for nonphenomenal 
variables in behavior: they specify that only those 
things which come at least dimly to awareness affect 
behavior. 

2. Terms and constructs have not been clearly 
defined so that meanings are universally accepted 
and understood. The theories are written in vague 
and ambiguous terms. 

3. As a result of this vagueness, the theories 
have not received adequate empirical testing. No 
suggestions for empirical testing are given by the 
self-concept theorists. 

4. As yet there is no systematic plan for estab
lishing fruitful behavior categories which is neces
sary for more scientific research. 

5. In order to see the person from the internal 
frame of reference, self-concept theorists must use 
self-reports and self-descriptions which may or may 
not be accurate. Therefore, the observer must infer 
the stimulus in behavioral situations since the 
subjects report is only a response or reaction to a 
situation. This amounts to abandoning the pheno
menological approach. 

If, as the phenomenologists claim, the phenomenal 

field completely determines behavior, does this rule out 

the possibility of choice? 

Beck^ claimed that this does preclude choice. He 

^Ibid., Chapters 2 and 3. 

^Carlton E. Beck, Philosophical Foundations of 
Guidance (Englewood Cliffs, N. J.: Prentice-Hall, Inc., 
1963), p. 67. 



contended that, to a phenomenologist, an individual can 

react in only one way—his behavior is dictated by the 

phenomenal field at X point in time and space. 

If BeckTs claim is true the phenomenological posi

tion concerning behavior is similar to that of the behavior 

ists and opposite to the position of the existentialists. 

The existentialists posit choice as the privilege and obli

gation of the individual while the behaviorists emphasize 

conditioning and controlling of behavior by manipulation 

of the environment. 

Amplifying Wyliefs criticism of the use of self-

reports, Super commented as follows: 

Insofar as one postulates unconscious self 
concepts one must consider self reports inadequate 
as sources of data, on self concepts: one cannot 
report that of which one is not aware. . . . When 
the data organized into a concept of a person are 
not all obtained from the object of awareness, 
when an observer other than the object of aware
ness does the synthesizing of the data, the con
cept is no longer a self concept, but an inferred 
self, an outsiders concept.£& 

While the assessment of personality must account 

for nonphenomenal variables, the assessment of self con

cepts must depend upon self-reports only. This does not 

preclude the use of inference by the observer: this tech

nique is important for use in comparing the self concept 

^Donald S. Super, "Toward Making Self-Concept 
Theory.Operational," Career Development: Self-Concept 
Theory, (Research Monograph Number 4> New York: College 
Entrance Examination Board, 1963), p. 17. 
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with observed behavior. 

Super indicated that some of the vagueness and am

biguity of research studies could be eliminated and the 

theory made more functional if the clarity or level of 

awareness of self concepts were operationally defined. He 

emphasized the need for self-reports in order to understand 

how an individual sees himself and for ascertaining the 

89 
relationship between self concepts and behavior. In addi

tion, he suggested studying the dimensions and metadimen-

sions of self concept. 

Dimensions of self concept he defined as the dimen

sions of personality, the traits which people attribute to 
90 . • , 

others and to themselves. These dimensions are presently 

the subjects of research studies. 

Metadimensions, however, have not been studied; this 

probably accounts for the vagueness and ambiguity in the 

research studies. Super suggested the study of the dimen

sions or traits of self-concept through a description of 

their feeling tone, structure and adequacy by the use of the 

following metadimensions: Self Esteem, Clarity, Abstraction, 

Refinement, Certainty, Stability, and Realism of self con

cepts and Structure, Scope, Harmony, Flexibility, Idiosyn

crasy, and Regnancy of the self-concept systems. He defined 

B9Ibid., p. 23. 

9QIbid., p. 25. 
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and discussed each of these metadimensions fully and ex

pressed confidence that their use in research would help-

to clarify the issues and reduce the confusion which exists 

91 
in the area of self-concept study. 

In opposition to the atomistic methods employed by 

the scientific researcher of behavior study, Frondizi 

stressed the importance of the unity of the self. He felt 

that the methods used in analyzing the self and reducing 

the psychic complexes to supposed primary elements has no 

empirical justification. He described this type of analysis 

as being comparable to a touristTs using a microscope to 

examine a city he is visiting for the first time. He sees 

all the detail but never succeeds in seeing the houses, the 

people, the plants, nor the flowers—he never sees the 

92 
whole. 

Frondizi proposed that every experimental situation, 

however elemental it may be—provided it is real—is made up 

of intellectual, emotive, and volitive elements. These ele

ments, in various combinations, form substructures of the 

main structure of the self. Studying any one of these or 

any aspects of them in isolation destroys the concept of the 

self as a dynamic structure. His conception of the self 

^Ibid., pp. 25-30. 

•^Risieri Frondizi, The Nature of the Self (New 

Haven: Yale University Press, 1953)» p. 15#. 
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includes a center or axis around which the structure of 

the self is organized. This axis, or nucleus, gives direc

tion and organization to life and stabilizes the structure 

by choosing the experiences which are in tune with it. It 

is not immutable or fixed in relation to the rest of the 

structure, but changes normally and moderately as experi

ences are absorbed. He concluded, in this regard, that: 

The unity of the self remains intact, however 
many distinctions we make between the different 
substructures, for it is not a static unity based 
upon homogeneity but a dynamic unity that rests 
upon the diversity and opposition of the members 
that make it up.93 

He further emphasized that the self is not some

thing in itself but that the activity of the organism is 

the self: when the activity ceases, there is no self. 

The activity or interaction of the substructures forming 

the "self he described as follows: 

Diversity underlies the structure but is in 
turn lost within it, for the elements uphold each 
other mutually in an intimate sort of interweaving 
in which it is impossible to distinguish warp from 
woof. This is not because the three types of sub
structure have equivalent strength and no one of 
them dominates the other two—as in the theory of 
the so-called balance of power—but because they 
vary constantly. At a given moment one element 
stands forth as the figure and the others form the 
ground; after a while there is a change of roles. 
These changes are explained by the fact that the 
self is a dynamic structure and thus resembles a 
symphony rather than a painting.94 

9^Ibid., p. 204. 

94Ibid., pp. 181-2 
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Summary of Criticisms. Herein lies the dilemma of 

the behavioral researcher: by what methods can behavior 

best be understood? Too scientific an approach may reduce 

the individual to a heap of related parts—a sort of robot. 

Too philosophical an approach will not permit behavioral 

categorization. 

Self-concept theorists demand structural unity 

above all else; research demands that terms and constructs 

be defined so narrowly that little meaning remains except 

as they apply to a specific experience. Vagueness and 

ambiguity result from the former demand; atomism and de-

structuring of the individual result from the latter demand. 

The acceptability of self-concept theory rests in the 

balance. 

Even though the premises of self .concept theory are 

extremely difficult to test empirically, important implica

tions for counseling may be disclosed by a review of the 

counseling literature. 

Fact or Artifact. From the preceding discussion of 

the state of research in the area of self-concept theory, 

the evidence seems to point, for the present at least, to 

artifact rather than to fact. Artifact has been defined by 

English and English as follows: "The outcome of an investi

gation that does not reveal the true principles involved 

but only the results of an arbitrary treatment of the 
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data.'1 

The chief criticism of self-concept theory is that 

definitions of terms and constructs are vague and the 

theory so filled with ambiguities that research in the area 

is extremely difficult to conduct and correlate. However, 

researchers more often assume that each individual has a 

concept of self around which he seems to organize his be

havior than they attempt to prove that he has. In order to 

utilize this concept in counseling, then, the counselor 

must also accept this assumption. 

From a purely scientific point of view, self-concept 

theory should surely be considered artifact; from the point 

of view of behavioral theory it must presently be consider

ed artifact. Additional research should belie or confirm 

its artifactual quality. 

Meanwhile, the theory may have implications for the 

secondary-school counselor which should be evaluated. 

Possible Implications for the Counselor in the 

Secondary School. The foregoing analysis of the major 

premises of self-concept theory revealed the following 

assumptions which may have implications for the counselor. 

^Horace B. English and Ava C. English, A Compre
hensive Dictionary of Psychological and Psychoanalytical 
Terms (New York: Longmans, Green and Co., 1958), p. 42. 
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1. The individual is at all times a total organized 

system. Implication: To the counselor this can mean that 

any change in or affectation of one part of the organism 

will also affect the function of other parts and of the 

entire system. 

2. "Reality" to each individual is determined by 

the way in which he perceives his world. Implication: His 

perception may be fallacious and unrealistic as far as 

others are concerned; however, he reacts to experiences in 

line with his perceptions and their significance to him at 

the time. 

3. Behavior is the result of the individual's 

efforts to satisfy the perceived needs in order to fulfill 

the basic tendency of the organism: to actualize, maintain, 

and enhance itself. Implication: Despite the fact that 

behavior may seem ridiculous and/or offensive to others, 

from the individual's point of view it is the most expedient 

way to enhance his self. 

4. Behavior is consistent with the individual's 

concept of self. Implication: In attempting to understand 

behavior of the individual student, one must bear in mind that 

the behavior in which he engages seems to him to be neces

sary for the achievement of whatever goal he has in mind. 

5. The concept of self is a learned perceptual 

system based upon the evaluation of experiences from the 

internal frame of reference of the individual. Implication: 



Since self-concept is learned from perception and evalua- 1 

tion of experiences the individual can be guided in the 
t 

perceptual selection and evaluation of those experiences 

most significant.to him. 

6. The only way to understand individual behavior 

is from this internal frame of reference. Implication: 

Because of this, understanding may be facilitated by the 

individuals self-reports and by inferences on the part of 

the observer. Introspective methods may be used along with 

self-reports to assist in testing the realism or accuracy 

of the self-reports. 

7. Change in behavior results when the individual, 

perceives a discordance in the self-concept and realizes a 

need to change either his behavior or his self-concept to 

remove this discordance between them. Implication: The 

counselor could facilitate this process by providing exper

iences which might disclose a discordance and initiate the 

change. Direct experiences are more conducive to change 
I 

than are indirect experiences. 

$. Self-acceptance leads to acceptance of others. 

Implication: The student could be aided in self-

understanding which accompanies self-acceptance. 

9. Value systems evolve from the perception and 

acceptance into the self-structure of more and varied 

experiences. Implication: Value systems serve as criteria 

for judging new experiences. The counselor can aid in this 
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process by encouraging the student to seek and select exper

iences desirable to him. 

10. Resistance to new experiences on the part of 

the student can be removed only if the student perceives 

and recognizes that the new experiences can enhance his 

self-concept by aiding in the achievement of desirable 

goals. Implication: The counselor may encourage the forma

tion and selection of appropriate goals and assist the stu

dent in selecting those experiences which facilitate the 

achievement of these goals. 

Summary. The major premises of self-concept theory 

have been discussed, followed by an analysis of the present 

status of the theory. This analysis disclosed the fact that 

research in the area has been meager, results have proved 

inconclusive and conflicting, theoretical constructs have 

been ill-defined, and that the theory as a whole must still 

be considered artifactual. 

Some of the theoretical assumptions of self-concept 

theory seem to offer possible implications for counseling 

which could be investigated, although no specific suggestions 

have been made by theorists by which this theory or its 

assumptions may be made operable in counseling practice. 

At this point, considering the artifactual quality 

of self-concept theory, some justification should be offered 

for proceeding with a further consideration of the theory 

and its problematical contributions to counseling practice. 



CHAPTER IV 

SELF-CONCEPT IN THE LITERATURE OF SECONDARY-

SCHOOL COUNSELING 

Premises of self-concept theory and implications 

for the counselor were discussed in Chapter III. The pur

pose of this chapter is to examine these theoretical claims 

from the standpoint of applicability in the secondary-school 

setting. 

As previously stated, the importance of theory and 

theoretical assumptions made by theorists may be judged by 

their utility and practicality. School counselors are es

sentially pragmatists in the sense that they find the chief 

value of behavior theories rest in their applicability in 

actual practice. 

Practitioners in any field depend largely upon re

searchers to test theories and their hypotheses and to sug

gest methods and techniques by which the theoretical assump

tions may be applied. If counselors themselves tested new 

theories and hypotheses continuously, the stability of their 

counseling practices might possibly be affected. Therefore, 

new propositions of cause and effect in behavior study must 

show promise of being highly effective in the counseling re

lationship before being adopted by the counselor. 

79 
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From the discussion and analysis of self-concept 

theory in the previous chapter the following conclusions 

seem indicated: the theory is artifact with vaguely de

fined terms and constructs, is generally impervious to 

empirical testing, and contains premises which are diffi

cult to apprehend from the viewpoint of practical applica

tion. Further study of this theory seems likely to be un

fruitful, and yet can the counselor afford to ignore such 

a widely-mentioned concept? 

Perhaps part of the answer lies in the recently 

published report of the American School Counselor Associa

tion^ Policy Statement for Secondary School Counselors. 

This statement was intended to "describe what should be, 

rather than what is" the policy in secondary-school coun

seling.^ 

A major division of the American Personnel and 

Guidance Association, the American School Counselor Associa

tion is composed of members who are actively engaged in 

school counseling. In 1962 a committee of this organization 

undertook the task of conducting a survey of secondary-

school counselor organizations in each state requesting 

that each local group submit a statement of policy for 

"^American School Counselor Association, "Tentative 
Statement of Policy for Secondary School Counselors," 
Personnel and Guidance Journal, w2, 42:194-19#> October, 
1963, p. 194. 
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school counselors which was to include philosophy, role, 

functions, conditions of work, and specific "tasks" of 

secondary-school counselors. An integration and synthesis 

of these reports resulted in the final Policy Statement 

for School Counselors mentioned above. This Policy State

ment was adopted by the American School Counselor Associa

tion at the American Personnel and Guidance Association 

convention held in San Francisco in March, 1964. 

According to this report, counseling is "a totally 

accepting, non-evaluating relationship in which one is 

helped to better understand himself, the environment he 

97 
perceives, and the relationship between these." Such a 

relationship would offer enhancement and enrichment to the 

student1s personal development and self-fulfillment via the 

development of intelligent decision-making. 

All professional school counselors, the report went 

on, hold the following general tenets concerning their per

ception of the pupils and operate, from within a framework 

98 
provided by these tenets. 

Tenet 1. Each pupil is a unique individual. His 
behavior is purposeful and represents his attempt to 
develop in society as he perceives it. 

Tenet 2. Each pupil has a right to acceptance 

9^Ibid.« pp. 194-195. 
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as a human being, regardless of the nature and 
results of his behavior, beliefs, and inherent 
characteristics. 

Tenet 3. Each pupil has a right to indivi
dual self-development and self-fulfillment. 
The extent and nature of'self-fulfillment is 
directly a function of the extent to which the 
individual possesses real and informed personal 
freedom. 

Tenet 4. Each pupil has a right to self-
direction as well as responsibility for making 
dicisions and living with the consequences of 
these decisions. 

Tenet 1 is quite similar to the premises of self-

concept theory. Both emphasize the uniqueness of the in

dividual and stress the fact that behavior is the result 

of the attempts of the individual to actualize himself 

in the world (society) as he perceives it. Both accord a 

centrality to the individual in his world. 

Tenet 3 is another way of saying that the basic 

tendency of the organism is to actualize, maintain, and en

hance itself, a major claim of self-concept theory. 

Tenet 4 resembles the premise that behavior is con

sistent with the self-concept in that both premise and tenet 

apparently refer to self-direction as perceived and ascer

tained by the individual himself. 

The responsibility for making decisions and living 

within the consequences of these decisions is related to 

the formation of value systems in self-concept theory which 

serve as a reference point for determining future behavior. 
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This Policy Statement of ASGA, although based upon 

an eclectic philosophy, proposed tenets which are quite 

similar to some of the premises of self-concept theory. 

This trend in thinking in the counseling field should offer 

one argument for considering possible counseling ramifica

tions of self-concept theory. If counselors are going in 

that direction, they should know where it may lead them. 

Perhaps the admission that this policy statement is 

eclectically determined indicates that counselors are ex

pected to salvage what seems to be important from all 

theories and combine these assumptions into philosophical 

objectives to serve as goals in counseling. Self-concept 

theory may include assumptions which have practical utility 

for the secondary-school counselor. 

A brief look at counseling objectives may also help 

to resolve the dilemma faced by the counselor in making his 

decision-to attempt or not to attempt application of self-

concept. 

Patterson emphasized the objective of developing 

individual independence (particularly in a democratic soci

ety) so the client would !,take responsibility for himself, 

his behavior, his choices and decisions, and his values and 
QQ 

goals.11'' 

OQ 
C. H. Patterson, "The Place of Values in Counsel

ing and Psychotherapy," Journal of Counseling Psychology« 
No. 3, 5:216-223, Fall, 1958, p. ZlfT 
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Mathewson described guidance as "the systematic, . 

professional process of aiding individuals in making their 

choices, plans, and adjustments, in undertaking effective 

self-direction, and in meeting problems of personal living 

related to education. 

Arbuckle insisted on developing self-understanding 

so the counselee can solve his own problems.Tyler gave 

a similar description: "Counseling is one kind of psycho

logical helping activity, the kind that concentrates on the 

growth of a clear sense of ego-identity and the willingness 

102 
to make choices and commitments in accordance with it." 

Berdie?s counseling objective is to stimulate the 

client to self-understanding so he may set up" . . . more 

clearly perceived, realistically defined goals to the end 

that the client may become a happier and more productive 

103 
member of his society." 

Tolbert felt that counseling should provide 

. . .  a  l e a r n i n g  s i t u a t i o n  i n  w h i c h  t h e  c o u n s e l e e ,  
a normal sort of person, is helped to know himself 
and his present and possible future situations so 

100 
Mathewson, og. cit., p. 120. 

101Dugald S. Arbuckle, Teacher Counseling (Cambridge, 
Mass.: Addison-Wesley Press, Inc., 1950), p. 3. 

102 
Tyler, ojd. cit.. p. 179. 

103 
Ralph F. Berdie, Roles and Relationships in Coun

seling (Minnesota Studies in Student Personnel Work, # 3. 
Minneapolis: University of Minnesota Press, 1953)> p. 17. 



that he can make use of his characteristics and 
potentialities in a way that is both satisfying 
to himself and beneficial to society, and further, 
can learn how to solve future problems and meet 
future needs.104 

Miller stated: 

Guidance seeks to aid the individual to develop 
according to his own emerging life pattern and 
expectancies by achieving a maximum self-realiza-
tion in harmony with his own values and the values 
of the culture in which he will probably live.105 

Traxler suggested that counseling "has for its more 

remote objective the development in the individual of a 

confident, independent, and thoughtful attitude that will 

lead him to make a determined effort to solve his own 

problems whenever they arise. 

In California schools the purpose of counseling 

is "assisting the student to make satisfying adjustments 

to his problems. These adjustments may be made after an 

adequate appraisal of the studentfs aptitudes, capacities, 

107 
interests, aspirations, and opportunities." 

Erickson described counseling as: "The entire 

process of helping a person having problems and needs to 

^^"Tolbert, ojd. cit., p. 3. 

105 
Miller, og. cit., p. 451. 

106 
Arthur E. Traxler, Techniques of Guidance (New 

York: Harper and Brothers, publishers, 1945)* p. 339. 
107 

California Division of Research and Guidance, 
Guidance Handbook for Secondary Schools (Los Angeles: 
California Test Bureau, 1948), p. 123. 



£6 
10 3 

achieve more desirable goals." 

Shostrom and Brammer suggested that "the counseling 

process shoulti be structured in such a way as to assist the 

individual in the reorganization and reevaluation of self 

If
109 

and experience." 

According to Jones, "the fundamental purpose of 

guidance is to develop in each individual, up to the limit 

of his capacity, the ability to solve his own problems and 

to make his own adjustments.""^ To facilitate this Jones 

felt the individual must compare the present problem with 

past experiences to see whether they are alike and whether 

the same solution is feasible in the present situation."' 

Shobenfs conception of guidance is "the systematic 

encouragement of students to live what Socrates called the 

examined life. The examined life is one in which values 

are constantly being made articulate, subjected to critic

ism, and revised in the light of experience and thought. 

This, continued Shoben, entails an on-going appraisal of 

10 $ 
Clifford E. Erickson, A Practical Handbook for 

School Counselors (New York: The Ronald Press Company, 
1949), p. 49. 

109 
Shostrom and Brammer, ojd. cit., p. 24. 

110 T Jones, oj). cat., p. 25. 

"'""''^Edward J. Shoben, Jr., "Guidance: Remedial Func
tion or Social Reconstruction?" Harvard Educational Review. 
32:430-443, No. 4, Fall, 1962, p. 436. 
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one^ aspirations and obligations. 

From these few references the reader can see a ' 

relationship between self-concept premises and the objec

tives of counseling—undertaking effective self-direction, 

stimulating self-understanding, achievement of self-

realization, achieving realistic goals, developing the 

ability to solve own problems, encouragement to live the 

examined life, learning to evaluate experiences, and realis

tic self-appraisal. 

These objectives and th§ preceding policy state

ment imply some tacit commitment by the counselor that he 

should pursue some of the premises of self-concept theory 

in the interests of the students he counsels. How dedicated 

he may be in the pursuit of these premises will probably de

pend upon their ease of application, and the promise of 

satisfying results. 

An evaluation of the literature pertaining to secon-

dary-school counseling will be made to discover whether or 

not the authors consider self-concept theory a valuable con

tribution to the counseling function and whether'or not they 

offer suggestions for the implementation of this concept. 

Criteria upon which this evaluation will be based are listed 

in Chapter I. 

As was previously stated, the books* used in this. 

*See Appendix A for titles of books reviewed 
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review are intended to be representative, not exhaustive, 

of secondary-school counseling literature, with greater 

attention given to more recent publications. The procedure 

followed in deciding which books to include in the review 

was to search the library shelves and card catalog for 

books expressly intended for secondary-school counseling 

and guidance. More recent publications were frequently 

located through publisherfs lists. Older books were in

cluded in order to obtain a picture of the recency of 

emphasis upon self-references in counseling literature. 

The analysis, of course, is concerned chiefly with 

those authors who employ the term "self-concept"; other 

references may be added occasionally to clarify a point or 

for purposes of comparison with the "self-concept" refer

ences. 

According to Criterion 1, self-concept should be 

clearly defined and its behavioral function established. 

This should include frequency of mention, any clarification 

in the meaning of "self," and the functional relation of the 

self-concept to formation of values, change in behavior and 

attitude, and to decision-making. 

I. SELF-CONCEPT: ITS DEFINITION AND FUNCTION 

A review of sixty books referring specifically to 

secondary school counseling disclosed that twenty-two of 

the authors employed and discussed such terms as 



self-discovery, self-finding activities, self analysis, 

attitudes toward self, self-evaluation, self-study, self-

realization, self-understanding and self-consummation. 

The term "self-concept" was employed by seventeen 

authors: four made use of the term but included no ex

planation or discussion. Apparently they assumed self-

concept was universally understood or that it was self-

explanatory and thus avoided any involvement in meaning. 

Thirteen of the seventeen who used the term at

tempted some type of explanation. 

112 
In a book edited by Brayfield in 1950, Raimy 

discussed self-concept theory and its relation to behav

ior. 

He described the self-concept as "the map which 

113 
each person consults in order to understand himself." ^ 

The individual perceives himself just as he perceives 

another person or an object and his behavior is regulated 

by these perceptions as behavior toward the other person 

or object is regulated by the way we perceive them. A 

heavy weighting of disapproval or ambivalence toward one's 

112 
Victor C. Raimy, "Self-Reference in Counseling 

Interviews," Readings in Modern Methods of Counseling. 
Arthur S. Brayfield, editor (New York: Appleton-Century 
Crofts, Inc., 1950), Chapter 36. 

^^Ibid., p. 402. 
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self-concept suggests a maladjusted individual. The 

adjusted individual may dislike or disapprove of some 

aspects of the self-concept but generally finds himself 

desirable and likeable. 

Dwelling upon the role of the teacher in guidance, 

Peters and Farwell appealed to Jersild in regard to under

standing the self and would seem to suggest that answers 

to such questions as—What am I? Why do I think the way I 

do? What influences my attitudes and opinions? To what 

degree am I biased and prejudiced? How did I evolve my 

basic philosophy of life? Can I reorganize my thinking so 

that understanding and acceptance of other selves is para

mount in ray operational framework?—are answers to self-

115 
appraisal and, consequently, self-concept. 

* 

Patterson saw self-concept as related to mental 

health in the areas of vocational choice and test interpre

tation.11^ 

117 
Robinson1s use of the term was in conjunction 

11ZtTbid.. p. 403. 

115Herman J. Peters and Gail F. Farwell, Guidance: 
A Developmental Approach (Chicago: Rand McNally and Company, 
1959), pp. 44-45. 

116 
C. H. Patterson, Counseling and Guidance-in 

Schools (New York: Harper and Brothers, Publishers, 1962), 
p. 133, p. 156, p. 216. 

117 
'Francis P. Robinson, Principles and Procedures 

in Student Counseling (New York: Harper and Brothers, 1950), 
pp. 59-60. 
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with a discussion of Leckyts Self-Consistency Theory. 

However, he did not define or explain it. 

In 1951 Carl Rogers published his theory on client-

centered or non-directive therapy, a phenomenological theory 

in which he used "self-concept" as a psychological con

struct. Since this was presented in Chapter III, it will 

not be pursued further here. Subsequently, authors of 

counseling literature employed the term more frequently and 

several of them attempted a definition and explanation. 

1 1 d-
Shostrom and Brammer saw this as broader than 

the psychological construct of Rogers. To them self is 

primarily a psychological and secondly a physical entity, 

i.e., psychobiological. They described the self as learned 

since it develops as a result^ of experience and stated that 

it is the psychological, rather than the physical, self 

which determines behavior. They defined self: the indi

vidual *s dynamic organization of concepts, values, goals* 

and ideals which determine the ways in which he should 

119 
behave. 

They called this self the individualTs "picture of 

himself" and used it as synonymous with self-concept. They 

described the adjusted person as one who behaves in a 

11$ 
Everett L. Shostrom and Lawrence M. Brammer, 

The Dynamics of the Counseling-Process (New York: McGraw-
HillBooIcCompany, Inc., 1952), p. 8. 

119 -t-I • A Ibid. 
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manner consistent with his self-concept and the maladjusted 

person as one who experiences himself as behaving inconsis

tently with his self-concept. They advised that counseling 

should be chiefly concerned with reevaluation of this self-

concept toward better self-adjustment: "the individual is 

*adjusted* when his 1 concept of self1 is in relative harm-

120 
ony with his 1 experiencing self.*" In other words, re

evaluation of the self-concept could, hopefully, permit the 

individual to see any disharmony between his self-concept 

and his experiencing self—i.e., to see where his behavior 

does not coincide with values, concepts and ideals. This 

idea resembles Leckyfs contention that no change can be 

made unless the individual sees a need for it—an inconsis

tency must be obvious to him. 

Humphreys and Traxler briefly explained the concept 

of self of the individual as "made up of his thoughts and 

feelings about himself. He tends to behave or wants to be-

121 
have in a manner that is consistent with his concept." 

Tolbert described the self-concept as "patterned in 

a unique way and as being highly organized, stable, and 

120Ibid., p. 10. 

1 
Anthony J. Humphreys and Arthur E. Traxler, 

Guidance Services (Chicago: Science Research Associates, 
Inc., 1954)» p. 352. 
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resistant to change." The self-concept is formed as a 

result of reactions to experiences and the person*s evalu

ation of his reactions. A realistic self-concept will 

assure adjustment while an unrealistic one will assure 

maladjustment. 

The pattern of habits, tendencies, and attitudes 
that make up the self-concept functions in a way to 
improve, protect, and increase the value of the self 
as the individual sees it. Thus those things that 
enhance or improve the self are more readily accept
able as part of it than those which would detract 
from or be unacceptable to the self-concept.123 

If the individual feels he is one type of person 

and wishes to be another type, he will be dissatisfied, 

frustrated and unhappy. .Tolbert believed, also, that the 

self-concept serves as the basis for the roles (including 

occupational) the individual plays in life. 

Miller, insisting on being arbitrary, avoided 

attempting to define self or self-concept exactly although 

he persisted in the use of both terms. Mis defense follows 

"lie shall use self as our principal term, trusting to con

text to identify whether we intend to refsr to the phenom

enal self or self as a dynamic, integrating principle of 

„194 personality.11 

1 f j. L. Tolbert, Introduction to Counseling (•Jew 
York: McGraw-Hill Book Company, Inc., 1959), p. 156. 

- 123it,id. 

1?Z|"Carroll H. Miller, Foundations of Guidance (New 
York: Harper and Brothers, 1961), p. 231. 
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Moser and Moser defined self-concept as "the 

composite of all the attitudes a person has about himself, 

including such traits as physical appearance, intelli-

I95 
gence, and social aptitude.st They, too, professed the 

belief that the way an individual sees himself—his self-

concept—is the most important part of his private world 

and that his behavior is explained in terms of his effort 

to live up to this concept. 

Kagan spoke of the motivating force in the indivi

dual (thus, the cause of his behavior) as being "the desire 

to increase similarity between the individual*s conceptu

alization of himself and his conceptualization of an ideal-

1 ? & 
ized model. ' Recognition of a discrepancy between the 

self and the idealized, model must arise within the indivi

dual and be cognitively evaluated to initiate motivation. 

Kagan's idealized model, described below, sounds similar 

to HorneyTs ideal self: 

. . .  a  c o g n i t i v e  r e p r e s e n t a t i o n  o f  a  s e t  o f  b e 
haviors, attitudes, and external characteristics that 
are linked or associated with certain goal states. 
The individual believes that attainment of these 

19^ 
""^Leslie S. Moser and Ruth S. Moser, Counseling 

and Guidance; An Exploration (Englewood Cliffs, New Jersey: 
Prentice-Hall, Inc., 1963), P* 198. 

•^^Jerome Kagan, "The Choice of Models: Conflict 
and Continuity in Human Behavior," Behavioral Science and 
Guidance, Esther Lloyd-Jones and Esther M. Westervelt, 
editors (New York: Bureau of Publications, Teachers College, 
Columbia University, 1963), p. 64. 



desirable goal states is facilitated by adoption or 
acquisition of the associated behaviors and external 
characteristics. The model, therefore, becomes a 
standard to which behavioral choices are referred 
for judgment. For the individual assumes that if he 
behaves in a way that is consonant with his model 
he will eventually possess desired goal states, be 
they power, love, mastery, or competence.127 

Functioning in the capacity designated in the 

above paragraph could just as easily lead to maladjust

ment as to adjustment, according to self-concept theory, 

depending upon how- realistic and attainable the idealized 

model proved to be. 

In their book which was written particularly for 

the interview situation between counselor and counselee, 

Buchheimer and Balogh defined self-concept as "a group of 

spontaneous self-references that a counselee makes about 

12 $ 
himself." Although this could be considered self-

reporting, the chief technique advocated by them was that 

of inferring the self-concept from these self-references. 

In the latest edition of his book, Jones used the 

term "self-concept" as being almost synonymous with "self' 

understanding." He stated: 

This is in essence the modern version of the 
old Greek motto "Know Thyself," and like this 
motto it looks to the future and seeks to find 
the types of activity which will be in harmony 

•^^Ibid., pp. 64-65. 

12$ 
Arnold Buchheimer and Sara C. Balogh, The Coun

seling Relationship (Chicago: Science Research Associates, 
Inc-., 1961), p. 109. 
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with the self-concept. It involves bringing 
together into consciousness the characteristics, 
abilities, aptitudes, potentialities, and ideals 
of the individual and organizes them in such a 
way as to point to the kinds of activity— 
personal, social, occupational—which will enable 
him to meet his basic needs and to"secure personal 
satisfaction.129 

Wrenn proposed that an individual has many self-

concepts, not just one— 

In an atomistic sense he has a self-concept 
for every situation in which he finds himself. 
More realistically there is probably a strong 
core to this multitude of self concepts so that 
a person can be said to have a fairly consistent 
hierarchy of selves—'such as the perceived self, 
the self that he thinks others believe him to be, 
and the ideal self that he would like to be. . . .To 
round out this description of concepts that are widely 
used; one must add to the Perceived Self, the Ideal 
Self, and perception of Others, the important vari
able of the Inferred Self or the self that others 

. infer.the subject to be from their observations of 
him.130 

. Perhaps these various self-concepts held by the 

individual could be construed to mean the same as the 

sub-systems of the self-concept as described by Raimy or 

the sub-structures of the self as described by Frondizi. 
* 

Yates and Schmidt co-authored an article emphasiz

ing the effect of the Counselor*s self-concept upon the 

counseling relationship. They defined the counselor*s 

'•'Arthur J. Jones, Principles of Guidance (Fifth 
Edition, New York: McGraw-Hill Book Co., Inc., 1963), p. 50. 

130C. Gilbert Wrenn, "The Self Concept in Counsel-
i-n&>" Journal of Counseling Psychology, 5:104> 195$. 
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self-concept as ,m.tfhat he perceives himself to be in the " 

counseling relationship," and stated that how he sees 

himself will be reflected in the way he responds to the 

131 
client and the client to him. His training will- affect 

his self-concept as will his personal needs. Reality in 

the counselor*s relationship with his client implies 

"the acceptance and understanding of himself and the 

client for what they are and for what they must be at any 

132 
given moment." 

In an extensive discussion directed toward making 

self-concept theory operational Super stated that the 

"self is sometimes defined as the perceiver, sometimes as 

133 
that which is perceived." As perceiver the self would 

be the organizer of percepts into the concepts which de

termine the organism*s behavior; as the object perceived 

the self would be available for measurement and study. 

Super insisted that the self is perceived first 

by self'percepts: these are the impressions of the raw 
• A 

materials of the self which the person perceives via sens

ory impressions. These percepts are of two types—primary 

W. Yates and Lyle D. Schmidt, "The Counsel
or* s Self Concept," Counseling: Selected Readings. Herman 
J. Peters, .et. al.r editors (Columbus, Ohio: Charles S. 
Merrill Books, Inc., 1962), p. 39. 

Ibid., p. 43. 

•^3gUp er, OE. cit., p. 17. 



self percepts (the sensory impressions) and secondary or 

derived self percepts (simple concepts which function as1 

percepts). Percepts acquire meaning through association 

with other percepts and become lower level concepts."^^ 

Self Concepts he described as self percepts which 

have acquired meaning and which have been related to other 

self percepts. A self concept is the individuals picture 

of himself, the perceived self with accrued meanings. 

Self concepts are also of two types': simple self concepts 

which are organized, related percepts with accrued mean

ing; and, complex self concepts which are abstractions 

from and generalizations of simple self concepts, gener

ally organized in a role framework. 

All of these self concepts are organized into the 

self-concept system, the constellation, more or less well 

organized, of all of the self concepts. 

Super1s description, then, compares very favorably 

with the self-concept definitions, of Ptaimy and Wrenn—i.e., 

many self-concepts organized into a structure or system. 

In assessing self concepts Super advocated the use 

of self-descriptions and self-reports. '"To avoid inaccurate 

self reports, which may be due either to unwillingness or 

to inability of the subject to report accurately, he 

suggested that inferred self concepts could be used. 

13Zt-Ibid., pp. '18-19. 
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Super went on to say that self concepts, by defini

tion, must be objects of awareness and that continuity of 

the self concept through periods of minimum self awareness 

is provided by perceptual set."^'5 In studying and deter

mining individual self concepts, therefore, use must be 

made of self-reports. Self concepts must rely on self-

reports only} otherwise they may not be defined as self 

concepts. 

In determining unconscious motivation use may be 

made of the inferred self—however, this is not a self 

concept, but a conception of the observer regarding the 

probable self as reflected in the individualfs behavior, 

a self-component of which the individual is not aware. 

If an individual is not aware of certain things about 

himself, they cannot be included in his self-concept 

repertory;' as a result, his self-concept and behavior 

cannot be realistic. 

This inferred self can become quite remote and 

may be distorted by projections of the observer, particu

larly one who is ill-trained or who delights in fortune-

telling. 
»» 

From this welter of definitions and descriptions 

of various versions of the self-concept no particularly 

lucid definition of the "self" has emerged. Self-concept 

135Ibid., pp. 20-21. 
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is merely a concept one holds of the self, but what is the 

self? 

Attempts to define the self have led, in most cases, 

to a rather confused discussion of various conceptions, such 

as the "ego" of Freud, the "self" and "ego" of Symonds, the 

phenomenal self of Snygg and Combs, the "self of immediate 

experience" of James, and so forth. The "self" is so com

prehensive in all of its aspects that defining it is almost 

impossible. Perhaps the nearest definition, vague though it 

may be, would explain the "selfi} as everything that con

tributes to the functioning of the organism. Such a defini

tion is broad enough to account for individual differences 

although obviously discouraging to those theorists who de

pend upon exact definitions to construct an empirically-

validated theory of personality which will cover behavior 

in general. 

This, of course, is the dichotomy encountered by 

those who study behavior, and probably accounts for the 

fact that few authors attempt to define the term except in 

a very general way. Assuming universal understanding makes 

it easier to proceed with the task at hand, but does not 

remove the confusion in definition nor facilitate applica

tion of the theory. 

Frondizi presented an intriguing definition of the 

self by attempting to relate and coordinate the concept of 

being, with the concept of doing of the self. His conception 
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of this self follows:. 

What holds experiences together, what gives us 
personality, is not,•therefore, a substantial bond 
but a functional one, a coordinated structure of 
activities. The self is not something already made 
but something that is always in the making. It is 
formed throughout the course of its life, just as 
any institution is formed—a family, a university, a 
nation. There is no aboriginal nticleus of the self 
that exists prior to its actions;-the self arises 
and takes on existence as it acts,, as it undergoes 
experiences. The category of substance must be 
supplanted by that of function if we wish to inter
pret adequately the nature of the self. The con
cept of function connotes, in this case, the con
cepts of activity, process, and relation.136 

This definition of the self seems to tie in rather 

well with the phenomenological self which is the result of 

experiences, is always changing to some extent as new 

experiences are accepted and become a part of it, and is 

so difficult to measure accurately. 

Discussion. A review of sixty books pertaining to 

secondary-school counseling revealed that thirty-nine of 

the authors employed various self terms in their writings; 

seventeen of these spoke of self-concept with relation to 

behavior. Only thirteen of these included a discussion or 

definition of self-concept. It is with these latter that 

this review is most particularly concerned. 

The definitions included such simple explanations 

of .self-concept as the picture one holds of the self, 

•^•^Frondizi, o£. cit., p. 145. 
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attitudes toward the self, the way the individual sees 

himself, and so forth. Three authors—Raimy, Wrenn, and 

Super—described self-concept as a hierarchy of self-

perceptions forming a complex, organized system. 

All described the self-concept as learned: that 

it develops as the result of experiences, and that it 

forms the basis for behavior—i.e., behavior is the attempt 

of the organism to live up to the self-concept. 

Raimy, Shostrom and Brammer, and Tolbert discussed 

self-concept in terms of maladjustment-adjustment. 

Super emphasized that a self-concept must be an 

object of awareness even though unconscious or nonphenom-

enal elements may affect behavior. Inference may be used 

to determine the realism of the self-concept. 

No clear, precise definition of self-concept was 

found in the literature. The counselor is confronted with 

a dilemma that offers no little threat to his own self-

concept. He is supposed to attend to and do something 

about something that is at best vaguely defined. 

Jones came closest to suggesting some functional 

application when he spoke of the individual's seeking the 

types of activity which will be in harmony with the self-

concept—substantially self-understanding. This involves, 

to paraphrase Jones, a synthesis in consciousness of self-

concept components and related activities which complement . 

this concept. 
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Jones' suggestion is more practical for the coun

selor, more understandable to the counselee, and tends to 

preserve and enhance the dynamic quality of the indivi

dual—the self. 

In reality, such application accentuates the arti-

factuality of self-concept theory. This theory merely 

pinpointed the core of self-understanding into a center of 

perception within the individual—the self-concept. Aside 

from this suggestion, self-concept theory offers little 

more assistance to the counselor than was proposed by the 

Greeks by their admonition to "Know Thyself." 

The theorists most consistently associated with 

self-concept by the authors of the counseling texts were 

Rogers, Combs and Snygg, and Lecky. 

Usually the authors avoided any involvement with 

the meaning of "self." Miller presented a review of self 

definitions by several psychologists but declined to 

suggest his own definition. Shostrom and Brammer defined 

self to include concepts, values, goals, and ideals which 

determine behavior patterns; no further clarification was 

presented. 

The authors failed to show the relationship between 

values and self-concept, nor did they indicate whether such 

a relationship exists; actually, discussion of values was 

lacking. 

Behavior change and decision-making were considered 
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to be dependent upon individual perceptions; i.e.,.decis

ions as to type of behavior or activity are made by the 

individual so that his actions are consistent with the way 

he sees himself (self-concept) in relation to his environ

ment and needs. 

An understanding of the adolescentTs behavior 

would, therefore, call for an understanding of his environ

ment. 

The second Criterion of utility proposed for the 

review of the literature as it relates to self-concept 

suggests that development of the self-concept should be 

described and factors influencing the self-concept of the 

adolescent should be noted. 

II. SELF-CONCEPT: ITS DEVELOPMENT 

Certainly an understanding of any individual, or 

of his self-concept, first demands that his world be under

stood. By his world is meant not only how he sees himself 

in his immediate surroundings but also what effect the more 

inclusive world, society, has upon the immediate surround

ings and thus upon the individual himself as evidenced by 

his self-concept. The self-concept does not emerge sud

denly as a new factor; it must develop with the individual 

as his perceptions encompass more of his world and he 

becomes more discriminating in selecting those experiences 

most significant to his development. 
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If the rationale presented above is tenable, it is 

virtually imperative that a discussion of self-concept 

include a reference to its development. 

The review of literature revealed, however, that 

little mention was made of this area. 

Tolbert, for instance, stated that the self-concept 

was formed as the result of "experiences that the indivi

dual has had and the way that he has reacted to these 

137 
experiences." This would indicate that self-concept is 

developmental. 

Moser and Moser conveyed the same idea with the 

observation that the self-concept is formulated by the 

individual "through his interaction with the world around 

him in the process of growing up.,r"^^ 

Tyler collated self-concept with what she called 

"a sense of personal identity" and stated that the develop

mental process of self-realization involved not only attain

ment of strengths but also "renunciation of parts of the 

139 
self that can never come to fruition." 

Buchheimer and Balogh described self-concept 

-^V-polbert, ojd. cit., p. 156. 

•^••^Moser and Moser, _0£. cit ., p. 19$. 

^-^LEONA E. Tyler, "Theoretical Principles Under
lying the Counseling Process," Counseling: Selected Read
ings, Herman J. Peters, et. al., editors (Columbus, Ohio: 
Charles E. Merrill Books, Inc., 1962). 
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development as a dialectic process which incorporates both 

the vertical and horizontal progressions. The vertical, 

or genetic, view of development "holds that the self-

concept develops in a progressive series of stages from 

conception through adulthood to old age."^^ This view is 

similar to Havighurstfs developmental task concept. The 

vertical view of development is related to the theory that 

the person is a closed system more subject to the pressure 

of internal forces in which the environment accommodates 

to the demands of the person (or the person attempts to 

achieve this accommodation). 

The horizontal view holds that the development of 

self-concept is a progression along a horizontal continuum, 

the ontogenetic view. "It maintains that an individual 

behaves differentially in terms of the present situation 

rather than in a way determined by historically antecedent 
i 

c o n d i t i o n s . B y  t h i s  v i e w  t h e  i n d i v i d u a l  w o u l d  s e e  

himself in positive or negative terms. The horizontal view 

of development is related to the theory that the person is 

an open system more subject to external pressures by which 

the environment incorporates and controls the individual. 

Arguing that strict adherence to one or the other 

140gUchheimer and Balogh, ojd. cit., p. 171. 

1̂ 1Ibid., p. 17?. 
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of these theories is not demanded of a counselor, 

Buchheimer and Balogh proposed what they called a dialectic 

process in which these two views are synthesized. Through 

such a synthesis of internal and external pressures the 

healthy individual is able to maintain a balance between 

the two."^"; 

According to Jones the ability to understand the 

self is a developmental process. The young child has no 

consciousness of himself as an individual; he is merely a 

part of his environment. Jones stated: ?rFor most youth 

the* development of self-understanding is a slow and 

relatively unconscious process involving some degree of 

1/ 3 emotional maturity and readiness." It requires not 

only the collection of data about oneself but also the 

ability to interpret these .lata in terras of self and 

environment. :tThe individual must come to see himself as 

he is in comparison with what he wants to-be. He must come 

to grips with himself as he is, as well as with what he 

thinks he should be;- that is, he should have a clear and 

realistic concept of himself, his surroundings, his obliga

tions and opportunities.""'"^' 

1Z|-2Ibid., pp. 171-173. 

"^Jones, _op. cit., p. 51. 

144Ibid., pp. 51-5?. 
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Jones further stated that the development of a 

realistic self-concept, or accurate self-understanding, is 

facilitated by the opportunity for making decisions, secur

ing information about himself, and relating it with know

ledge and information gained about his environment and 

world. 

The most complete discussion of self-concept 

development was presented by Miller. He began his dis

cussion with an observation similar to that of Jones— 

that the infant has no sense of differentiation between 

himself and his environment or surroundings. The develop

ment of discriminating awareness of the self from other 

objects is a gradual learning process facilitated by the 

use of language with which to respond and relate to other 

people and objects. The individual sees himself sequen

tially as separate from his surroundings, as different from 

others, and as an object to himself. This latter state is 

necessary in order to formulate a realistic self-concept. 

Along with this concept of himself, continued 

Miller, the child is developing a concept of an ideal self, 

as he wishes he may become.These self ideals are 

developed through the association with other people—first, 

the parents, then as children get older they seek their 

"^Miller, ojo. cit., p. 231. 
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ideals further afield. Eventually the congruence between 

the self-concept and the ideal self becomes greater and 

the individual arrives at a self-understanding which permits 

him to accept and actualize a realistic self-concept. 

• • Occupational preference seems to follow the same 

kind of development and may be allied with the ideal self. 

Although these early preferences may not be at all real

istic when compared with the childTs capabilities, Miller 

felt they gave two important kinds of clues—as to the 

child,s concept of his ideal self and as to his perception 

of an occupation. 

Emphasizing that the individual is inseparable 

from the world in which he lives—home, school, society, 

and culture—Miller concluded: "In a word,, the individual 

is a synthesis of his own and the external world, and it is 

this synthesis that guidance needs to understand.11"''^ 

Discussion. For whatever reasons the authors of 

secondary-school counseling literature have generally 

omitted a description of self-concept development. Nor 

did they attempt to tie in the effects of environmental 

influences with this process. 

From the preceding review two generalizations 

1^6Ibid., p. ?33. 

-^^Ibid., pp. 443-444. 
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concerning self-concept development were vaguely indicated: 

1. That self-concept develops as a result of the indivi

dual^ reaction to his experiences encountered through his 

interaction with his environment, and 2. That self-concept 

development is also influenced by goals or ideals the in- , 

dividual hopes to realize as a result of his "strivings; 

this, among other things, includes choice of occupation 

which will come later during the adolesc.ent period. 

An inclusive treatment of the implications of these 

generalizations cannot be treated here. If they are ten

able, however, many situations within the school environ

ment are of consequence. 

From the time a child enters school he is, perhaps 

more than ever before,' entering into an age of comparison. 

Interpersonal comparison with other children is inherent 

in the schools processes. The youngster now has a new 

set of standards or new frame of reference since in a way 

he must estimate his own performance and behavior in terms 

of that of others.. 

How he differs from others may be accentuated and 

emphasized by such standard school practices as recita

tions, tests, and grades. Physical differences may become 

more obvious with increasing maturity. 

The effects and influences of these constant com

parisons are cumulative,- reinforcing or modifying the 

development of the emerging self-concept. The cumulative 
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effect of constant negativism reflected by the attitudes 

of teachers and peers toward his efforts or induced by 

his own failures to measure up to others, could affect 

adversely the development of the child1s self-concept. 

An understanding of these experiences and of their 

possible effects upon the child*s concept of self may 

result in the counselor1s becoming more sensitive to the 

needs of the child and, consequently, more able to assist 

him in the process of realistic self-concept development. 

Summary. Thirteen of the sixty authors reviewed 

actually defined and/or discussed the self-concept. 

Although these authors agreed that self-concept was the 

important determinant of behavior, they failed to clarify 

the concept to the point where the counselor could feasibly 

apply it. 

Only eight of the authors included a discussion of 

self-concept development. Most of the references to this 

area -were•exceedingly brief and none of them actually 

correlated self-concept development of.the adolescent with 

environmental factors which may bear upon it. Miller did 

allude to the fact that understanding of the individual 

must include understanding of his environment.' 

If self-concept develops as a result of reaction 

to experiences, sensitivity to the child's perception and 

evaluation of himself in relation to environmental 
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influences particularly those inherent within the.school's , 

educative processes, may help him.to formulate a more 

realistic and acceptable picture of himself. 

The counselor, then, who is attempting to under

stand the individual, must have a picture of the general 

development of the individual's self-concept, its con

currence with reality, and those pressures which may help 

to mold it, however nebulous or peripheral they may be to 

the perception of the individual. 

The individual, and the counselor, should become 

acquainted with these internal and external influences— 

pressures within himself (both physical and moral), social 

pressures, conflicts within the school setting and the 

educative process, the effects of world conditions, and the 

futur.e complications to be faced in choosing and perform

ing his chosen occupation. 

Certain techniques and methods in the counseling 

pr@cess should be more conducive to this sel,f-understanding 

than others. In Chapter V methods will be suggested by 

which this process may be facilitated. 



CHAPTER V 

SUGGESTIONS FOR APPREHENDING AND IMPLEMENTING 

SELF-CONCEPT IN COUNSELING 

The third criterion of utility for analyzing self-

concept stipulates that suggestions relative to the utili

zation of self-concept, theory be provided in the litera

ture. This entails mention of problem areas, and methods 

and techniques which may be utilized in promoting self-

concept understanding by both the counselor and counselee. 

Only a few of the authors of secondary-school coun

seling literature have offered suggestions relative to the 

techniques desirable for the implementation of self-concept 

theory in counseling. Even those who discussed the value 

of the self-concept were reluctant or felt it unnecessary 

to discuss the use of specific techniques. Most of the 

techniques suggested were to be utilized by all theoretical 

approaches to counseling, not in conjunction with a spe

cific theory. Consequently, the balance of this chapter 

will be confined.to a discussion of the counseling methods 

and techniques suggested with specific reference being made 

to those by which self-concept theory may be implemented 

more readily. 

113 
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Implementation of self-concept theory involves the 

use of three steps: 1. Arrival at an understanding of the 

self-concept of the individual; 2. Testing the reality of 

the self-concept; and 3- Instituting necessary changes in 

the self in order to actualize a realistic self-concept. 

I. UNDERSTANDING THE SELF-CONCEPT : 

If the counselee is expected to formulate a realis

tic and articulate self-concept, he may need to be guided 

toward deeper self-understanding. Questioning the indi

vidual about himself and his behaviors, as proposed by 

l i d  
Peters and Farwell, ^ may stimulate him to a more critical 

self-analysis which will promote this process. The more 

articulate the self-concept of the student becomes the 

more able he will be to describe himself accurately; 

consequently, the counselor will' find that the self-concept 

and behavior of the student is more understandable to him. 

In order to understand the concept of self, and 

consequently the behavior, of any individual, perception 

must proceed.from the internal frame of reference of the 

individual himself. Self-concept, by definition, implies 

awareness by the individual, i.e., a person cannot hold a 

concept of something that is outside his area of 

l^Peters and Farwell, loc. cit. 
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consciousness. Even though factors may influence behavior 

they cannot be incorporated into the self-concept until. 

the individual is aware of them. There are, of course, 

various levels of awareness which affect the clarity of 

the self-concept. 

Two general methods for apprehending the self-

concept of an individual were indicated by the counseling 

149 
literature; these are: Direct or Self Reports and 

150 
Inference. Specific techniques may then be used in 

conjunction with these methods to be discussed in the 

following paragraphs. 

Direct or Self Reports. Pure scientific experimen

tation would discount the subjective observation as being 

too prejudiced to be veridical. However, when the objec

tive of a study is to determine the concept one holds of 

himself, what other source can know more than the subject? 

If, as has been postulated by the self-concept theory, the 

individuals self-concept is based upon the way in which 

he perceives his world, regardless of whether it is real

istic or unrealistic, then the only way to conclude what 

his self-concept is, is to seek this information from the 

individual himself. Although the self-concept as reported 

149 
Super, 0£. cit., pp. 20-??. 

-'-^Buchheimer and Balogh, ojd. cit., p. 116. 



may not be realistic as judged by external standards, 

it is still the picture of self held by the person and, 

as such, the determiner of his behavior. Super made thi 

comment concerning the accuracy of self-reports: 

The subject may be unwilling or unable to 
report accurately about himself. Unwillingness 
to report is primarily a data collection or 
test administration problem . . .; ability to 
report on the self is a more theoretical issue. 
Inability to describe the self as one sees it 
suggests that the self is not seen clearly, or 
that the subject lacks the words for accurate 
description of the self as seen.151 

Self-reports may be obtained by the use of such 

specific techniques as the interview, autobiography, 

Q-sorts, adjective check lists, self-ratings, and self-

descriptions. Although many of these devices (self-

reports) are in the experimental stage they may provide 

at least a gross measure of the student*s self-concept. 

I59 
Self-concept may be revealed, according to Jones, 

through the use of such devices as the autobiography, 

interview, scales, and check lists. He also included 

several case studies following which he asked the ques

tion, how might these experiences or conditions affect 

153 
the self-concept of the individual under study? 

151 
Super, op. cit.. p. 21. 

^-^Jones, 22* cit.. pp. 55-56. 

^^Ibid., pp. 56-60. 



This method seems more applicable to the use of inference 

than to the use of self-reports although, under an inter

view situation, knowledge of experiences may be derived 

from the self-reports of the individual. 

Inference* This method is used by an observer to 

arrive at what he judges to be the self-concept of the 

individual from his analysis of behavior. Super contended 

that 

t When the data organized into a concept of a 
person are not all obtained from the. object of 
awareness, when an observer other than the object 
of awareness does the synthesizing of the data, 
the concept is no longer a self concept, but an 
inferred self, an outsider's concept.154 

The argument here seems to be one of definition: 

Inferred self-concept could be the conception held b}r an 

observer of what he believes to be the self-concept of an 

individual. It would be determinei by remarks or state

ments made by the individaal relative to his self-concept. 

Inferred-self concept may be defined as the conception 

held by an observer of what he believes constitutes the 

self of the individual regardless of.what his self-concept 

seems to be. Inferring a self-concept seems a logical 

procedure even though it may not coincide with the self-

concept held by the individual. 

"^+Super, loc. cit. 
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The basis for this method of understanding a 

person's self-concept is through inferences made from the 

observed behavior and from oral and written statements 

made by the individual under study! Buchheimer and Balogh 

outline three levels of inferring the self-concept: 

Level A should represent the counselee^ most 
typical and most direct self-references. Level B 
should be dynamically inferential without going 
beyond the specific data given in the interview. 
Inferences at this level may well serve as the 
content for feedback to the counselee. Level C is 
an interpretive and dynamic statement about the 
total personality of the counselee. Hunches and 
hypotheses about the counselee and plans for coun
seling are based on this tentative set of con
structs.155 

Level A could be equated with Self-Reporting, Level 

B with Inferred Self-Concept and Level G with Inferred-

Self Concept. 

They follow this discussion with a few case studies 

which are designed to show the reader the process by which 

156 
self-concept is revealed during non-directive interviews. 

Two dangers may arise when inferences are made con

cerning the meanings inherent in communications with others. 

One is that such communications may be lacking in veracity, 

either by intent or by inability of the counselee to 

c ommuni ca t e. ̂  

155 
Buchheimer and Balogh, loc. cit. 

156Ibid., pp. 112-166. 

157q 
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The other is, in Jones' words, "that we may read 

our own present motives, feelings, and aspirations into 
*i c  d-

the expressions and activities of the student." 

Inferring the self-concept may be facilitated by 

use of such individual techniques as the interview, auto

biography, role playing, anecdotal records, interest tests, 

personality tests and projective techniques. 

II. TESTING REALISM OF SELF-CONCEPT 

While the theory would seem to demand that the 

realism of the self-concept should be tested, little is . 

offered as to ways of doing it. 

No actual references were made as to the meaning 

of realism as it is related to self-concept. Self-concept 

theory postulates that "reality" to the individual is his 

world as he perceives it in relation to himself. As far 

as the student is concerned, then, his self-concept repre

sents reality and he performs or behaves in a manner that 

is consistent with this concept. 

Many techniques are suggested in the literature 

for study of the individual; none are suggested specific

ally for testing realism of the self-concept. 

Boy and Pine discussed the use of test data by the 

15 3 
Jones, ojo• cit., p. 36. 
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client-centered counselor— 

The client-centered counselor has no need for 
test data, for the use of such information would 
be incompatible with his philosophical orienta
tion.' He seeks to enter the internal framework 
of his client, to see the world as his client 
sees it, to feel as his client feels. He does 
not want to develop any preconceived image of 
his client for this would interfere with the 
process of empathy. Every client entering the 
counseling relationship has a consistent self-
concept against which he interprets his experi
ences. Test results may be antithetical or 
threatening to the clientfs perception of his 
abilities and personality and may not represent 
the real self of the client as he sees it. The 
client-centered counselor is interested in the 
self of the client as the client sees it rather 
than the self painted by tests.159 

They go on to say that, even though a studentfs 

self-concept may be a distorted image, in a counseling 

relationship "characterized by warmth, acceptance, sensi

tivity, and empathy, the client will . . . gain insight, 

reorganize his personality, and develop a closer congru

ence between real self and ideal self." Apparently ideal 

self here means the real self of the client as he sees it 

3_60 
(quoted in the paragraph above). 

From this discussion, the counselee seems to be 

held responsible for his own determination of the reality 

of his self-concept. Of course, tests and other techniques 

T C Q  
"^Angelo V. Boy and Gerald J. Pine, Client-Centered 

Counseling in the Secondary School (Boston: Houghton-
Mifflin Company, 1963), pp. 117-11$. 

l60Ibid. 
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and data could be used if requested by him. 

The client-centered counselor would use no device 

other than the counseling process by which to apprehend the 

self-concept of the counselee and to furnish the atmosphere 

in which the counselee could gain insight into his own 

perceptual distortions. The eventuality of his not gaining 

insight was not discussed. 

Buchheimer and Balogh relegated to the counselor 

the responsibility for deciding, after inferring the self-

concept from the interviews, whether to advise, counsel, 

or refer. His.decision 

. . . will depend in part on the discrepancy 
between the..way a person sees himself in reality 
and the way he idealizes himself. It will depend 
on the congruence between the way he sees himself 
and the way others see him, and on the divergence 
between the stated self-references and those that 
can be expected at the child1s particular develop
mental level.161 

Apparently this knowledge of the child would call 

for some comparison with external criteria in arriving at 

the way others see him and the "norm" for his develop

mental level. Sociograms and various test data may be 

alluded to here although no specific reference is made to 

their use. 

III. ACTUALIZING A REALISTIC SELF-CONCEPT 

One of the ultimate tasks of the adolescent is adult 

Buchheimer and Balogh, ojd. cit.. pp. lS?-l$3. 



maturity with the promise of productive life in a career 

of his choice. The career he chooses should afford him 

the opportunity to actualize the concept he holds of 

himself. 

Super observed: 

Crystallization of a vocational preference is a 
developmental task encountered typically during 
the early and middle adolescent years, the 14 to 
13-year-old period, the tentative substage. 
During this period the teen-ager is expected by 
society to begin to formulate ideas as to fields 
and'levels of work which are appropriate for 
him, self and occupational concepts which will 
enable him, if necessary, to make tentative 
choices, that is, to commit himself to a typ'e 
of education or training which will lead him 
toward some partially specified occupation.162 

This leads to a definite selection by the late 

adolescent period. 

Most of the authors who mentioned self-concept 

saw it as an important factor in vocational choice but 

did not develop it beyond the suggestions of Super whom 

they quoted freely in this respect. 

Choice of career is accompanied by choice of a 

type of personal life the student may prefer—associates 

activities, philosophy. These also become a part of his 

self-concept. In this respect Jones warned of "danger 

"Donald IC. Super, "Vocational Development in 
Adolescence and Early Adulthood: Tasks and Behaviors, 
Career Development: 3elf-Concept Theory, Research Mono
graph Moi 4 (Wew York: College Entrance Examination Boar 
1 9 6 3 ) ,  p p .  6 1 - .  



that the use of self-concept may be'restricted to the 

selection of an occupation.51 He stressed the import

ance of relating self-concept to goals in such a way as 

to achieve "peace of mind"•or "serenity of spirit." He 

felt that life goals should include service and satisfac

tion. 

The implication here is that self-concept should 

apply to all areas of life and serve as the over-all con

cept by which the individual functions. 

Summary. Ways in which self-concept could be 

apprehended and understood were suggested by six authors. 

From these suggestions two' general methods were indicated, 

direct or self-reports and inference. 

Self-reports furnish a picture of the self-concept 

held by the individual; inference may provide a picture of 

self-concept in cases where the student is unable or unwill

ing to communicate accurately. 

Self-reports may be obtained by use of such tech

niques as the interview, autobiography, Q-sorts, adjective 

check lists, self-ratings and self-descriptions. 

Inferences are obtained by use of the interview, 

autobiography, role playing, anecdotal records, projective 

techniques and tests of interest and personality. 

1 
Jones, _02* cit.« PP* 259-261. 
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Testing the reality of self-concept was considered 

by non-directivists to involve the gaining of insight by 

the counselee in the counseling process. Comparison with 
* 

external data could be done at the request of the coun

selee. 

Super discussed self-concept actualization in. 

terms of occupational choice; Jones felt self-concept should 

also include choice of any and all life goals, not just 

vocational. No other pertinent suggestions for implement

ing self-concept were presented. 



CHAPTER VI 

THE COUNSELOR IN SELF-CONCEPT IMPLEMENTATION 

The review of counseling objectives in Chapter IV 

disclosed that the desired goal of the secondary-school 

counseling process is the development in the adolescent 

of a realistic picture of himself (self-concept) as re

lated to his successful and productive interaction with 

his environment and culture so he may achieve the most 

desired state his capabilities will permit. In the words 

of Jones, the major goal of education is "the development 

1 f)l 
of clear, well-formulated, and realistic self-concepts." 

'The functionary considered most qualified to facil

itate this process is the professional school counselor, 

whose function and training for self-concept implementa

tion is the subject of this chapter. 

I. COUNSELOR FUNCTION 

The fourth criterion of utility for judging self-

concept theory requires that the function of the counselor 

in self-concept implementation be revealed. Does the 

^'Tbid.. p. 61. 
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counseling literature disclose how the counselor imple

ments the theory and the part he plays in self-concept 

analysis? In what ways can individual behaviors be pre

dicted or anticipated? 

In the review of literature few references were 

found directly relating counselor function to self-concept 

implementation. However, a number of suggestions were 

made by authors concerning the function of the counselor 

and his contribution to the self-understanding of the 

counselee. A few references were also made to the client-

centered or non-directive approach in counseling which is 

closely related to self-theory. 

In discussing the client-centered or self-theory 

approach (non-directive) in counseling, Tolbert suggested 

that ,rThe counselor attempts to aid the client in the 

* self-actualizingT process by accepting him, by valuing 

him, by seeing the client's world as the client sees it, 

and by 'feeling* with'the client; he acts in-a way to get 

these attitudes across to the client.What he means 

by this latter remark is not clarified; 

The client-centered counselor's function, said Boy 

and Pine, is: 

to assume insofar as he is able, the internal 
frame of reference of the client, to perceive 

Tolbert, 0£. cit., p. 1$. 



the world as the client sees it, to perceive the 
client himself as he is seen by himself, to lay 
aside all perceptions from the external frame 
of reference while doing so, and to'communicate 
something of this empathic understanding to the 
client.166 

The counselor's aim is to stimulate introspection 

on the part of the client who must come to some decision 

as to the best course to follow. The counselor must 

avoid contaminating his picture of the client with his 

own perceptions. Client-centered or self-concept pro

ponents declare that pre-formed conceptions of students, 

evoked from external data, interfere with the non-

directive process. The counselor should construct his 

counselee-image from the communications of the counselee 

167 
himself. If the self-concept of the counselee is 

distorted, non-directivists assume that, in the accepting 

atmosphere of the counselor, the counselee will eventually 

discover and remove these distortions from his self-

concept. 

Buchheimer and Balogh characterized the counselor 

as a collaborator. "He collaborates with the counselee 

in the process of self-exploration, problem solving, and 

the gaining of new and different perceptions of the 

"1 1 

•LD Boy and Pine, ojd. cit. t pp. 15-16. 

167Ibid., p. 191. 



counselee's life situation and life task." 

Shostrom and Brammer stated: "the counseling 

process should be structured (presumably by the counselor) 

in such a way as to assist the individual in the reorgani

zation and reevaluation of self and experience."^"^ This 

involves an exploration and examination of experiences 

such as school grades and job experiences along with self-

concepts. 

Emphasizing the importance of realistic self-

concept formation, Jones clarified the role of the guid

ance worker: 

Guidance workers also attempt to help people 
develop clear and consistent self-images not 
too opposed to social reality and not too distant 
from the ideal which we all hold up for ourselves. 
In summary, if we are to understand the indivi
dual, we must strive to see the world through 
his eyes. If we are to aid an individual we must 
help him clarify his self-concept and think through 
its consequences—personal, vocational, and 
social.170 

By this statement Jones would seem to imply some 

directiveness on the part of the counselor in guiding the 

student's analysis of himself. 

Humphreys and Traxler designated the function of 

the counselor as that of obtaining a picture of the person' 

1 
Buchheimer and Balogh, ojd. cit., p. 1. 

-^^shostrom and Brammer, ojd. cit., p. 24. 

170, ... Jones, ojo. cit. t p. 51. 
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self-concept, comparing it with external data to determine 

its realism and then to assist the student in seeking to 

find the differences between his self-concept and the 

pressures of his environment. The student can then see 

a reason for adapting his behavior or changing his 

environment."'''''^ 

This statement implies that the counselor compares 

the self-concept with external data and then talks it 

over with the student. The non-directivist would disagree 

rather emphatically since he believes that the comparison 

of the self-concept with external criteria must be done 

by the counselee if value judgments by the counselor are 

to be avoided. 

Tyler expressed concern over researchers* pre

occupation with the kind of self-concept the person has 

rather than with the firmness or certainty with which the 

person is able to grasp his own identity. She prescribed 

that counselors encourage development of a sense of personal 

identity to the point where the individual is able to 

accept limitations, explore strengths and finally make a 

17? 
choice, decision or commitment. Arrival at this point 

serves as a base from which to initiate formation of values. 

•'"'''•'•Humphreys and Traxler, og. cit., pp. 353-354. 

172Tyler, o£. cit., pp. 176-177-
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The counselor1s involvement in value formation was 

considered of primary importance by Katz: 

Thus, one of the major functions of guidance 
in adolescence is to make value elements—and 
awareness of potential conflicts—explicit so 
that students entering secondary school may 
achieve greater readiness to explore, formulate, 
and test a consistent system of values in the 
course of decision-making.173 

Williamson exhorted the counselor to promote the 

development of acceptable values in the student. He 

argued that encouraging socially-acceptable behaviors 

and values in the student was as logical a procedure as 

the encouragement of high intellectual attainments in 

them. He delineated the function of the counselor as 

follows: "But I, for one, believe that, as educators, 

we counselors must re-examine our"counseling relation

ships to make certain that we are using those relation

ships to encourage students to pursue excellence in all 
1 n j  

things, in "all aspects of their lives." 

Similar to this was Mathewson's observation that 

the controlling aim of the counselor is educative in that 

it encourages "the highest possible self-rrealization of 

173 
'^Martin Katz, "The Hole of the Guidance Counselor," 

The Bulletin of the National Association of Secondary-
School Principals, 47:9> September, 1963. 

171 
E. G. Williamson, "Value Commitments and Coun

seling," Counseling:: Selected Readings, Herman J. Peters, 
et. al., editors [Columbus, Ohio: Charles E. Merrill Books, 
Inc., 1962), p. 327. 
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the individual, consistent with social obligations and 

175 
moral values.1' This aim is to be achieved by the indi

vidual^ learning and evaluation which permits him to 

adjust to the point where he achieves satisfactory self-

direction. Some type of early counselor direction seems 

implied to the point where the individual is capable of 

taking command of his own life. 

These nine authors were the only ones who made 

suggestions pertinent to the function of the counselor 

in self-concept implementation. 

In a relevant article Jordan described the various 

psychological ramifications involved in whistling a tune— 

how the tune nay be affected by the current mood of the 

whistler as well as by some previous occasion outside 

immediate awareness. At tho.same time the spirit of the 

tune is i"i part, .letermine,!, by the coming occasion, which 

may also be outside immediate awareness. The "whistling 

may consist of intricate note arrangements, simple little 

tunes, improvisations which please the whistler, or even 

a series of discordant toots. Whatever the arrangement or 

tempo, the sequence of notes fulfills some expressive mood 

of the whistler whether he is aware of it or not. 

Self, continued Jordan, is such a process—a 

"'"'^Mathews on, ojd. cit., p. 207. 
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sequential arrangement of occasions: the present occasion 

accepts much from the past without being directly aware 

of it; at the same time the present occasion is influenced, 

somewhat by anticipation of future occasions. In conclu

sion, Jordan outlined what could be the philosophical 

attitude of the non-directive self-concept counselor. 

With some such concept of the self as that 
outlined above, I can talk about learning, I 
can account for my studentTs creativity and their 
devotion to their past. I can hold them 
responsible for learning and hold myself not 
entirely responsible for what they donft learn. 
I can see that there is much that influences 
them of which neither they nor I am aware. 
I can hope to place things within their experi
ence that will bear fruit, that will create 
new purposes within their selves to be passed 
on within the process of their becoming. 1* 
can give up any hope of directing their be
havior. I can even abandon the purpose of 
changing their behavior. Instead I can accept 
as a purpose giving them the opportunity to 
include things within the process of their 
coming to be that will allow them to direct 
their behavior. I can see that if they can 
whistle, particularly if they can improvise, 
then they have some notion of creativity and 
freedom.I?6 

Discussion.. The paucity of suggestions depicting 

and clarifying the function of the counselor in self-

concapt implementation evokes the unhappy feeling that 

perhaps this concept lacks practicality. 

Implementing the self-concept requires that the 

^^James A. Jordan* Jr., "A Self That Can Whistle," 
Harvard Educational Review. 34:30, Winter, 1964. 



counselee be the central figure in the process while the 

counselor operates on the periphery of the counselee*s 

perceptions to serve as a reflector and structurer of the 

self-analyzing procedure. 

The non-directivist would deny the counselor the 

right to offer evaluative suggestions to the counselee; 

the directivist feels the counselor should point out 

fallacies in the individual's percepual evaluations. 

Both, however, are devoted to the task of facilitating 

the student *s progress toward the attainment of self-

direction, self-acceptance, and self-fulfillment. Such 

divergent proposals for attaining the same goal may per

plex the counselor who is seeking the most promising way 

to promote student self-under-standing and realistic self-

concept formation. 

It would appear from the above, whether from a 

directive or a non-directive view, the function of the 

.counselor, then, in this total process of self-concept 

formulation and implementation by the student is one of 
A 

cooperative interpreter, empathic structurer, and problem-

solving guide. What is involved in accomplishing the thre 

aspects of his function is another matter. 

How the counselor should be trained in order to 

fulfill his function is a question to be considered. 
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II. COUNSELOR EDUCATION AND TRAINING ' 

The fifth criterion of utility for judging self-

concept theory requires that the education and training of 

counselors preparing for self-concept implementation in 

counseling be indicated. 

What has gone before in judging by previous criteria 

would imply preparation in counseling. Review up to this 

point would indicate that very little has been suggested 

about how these things are done. 

In general, writers who have attended variously 

the counselor1s role in the development of self-concept 

have not attended with any specificity the implications 

for counselor education unless one is to construe their 

total work as having this implicit focus. 

Tolbert, for instance, who has identified with role 

of .counselor in self-concept, suggested the counselor 

should be provided with the education and training neces

sary to enable him to use various tests and inventories, 

to obtain educational, occupational, and training oppor

tunities for the student. In addition he should be quali

fied to perform observational and interpretive tactics 

that will enable him to assist the student in self-

understanding, in assuming responsibility and in making 

decisions."^''7 Specifics, at best, would have to be inferred 

177 
Tolbert, .op. cit., pp. 39-40. 



135 

from his total treatment of counseling. 

Jones, too, commented thusly on current counselor 

training programs,. 

Most programs give considerable attention to 
philosophy and principles of guidance, educa
tional and occupational information, appraisal 
techniques, and introduction to counseling but 
give very little to the important areas of 
personality theory and development, statistics 
and methods of research, group procedures in 
guidance, and supervised counseling experience.17& 

While it is not specifically in reference to self-

concept, it is possible that his suggestion for the need 

for more work in personality theory and development, and 

in supervised counseling would fill a gap he believes 

now exists in this regard. 

Even though many-of the books reviewed had some

thing to say about counselor education, only two of the 

thirteen mentioning self-concept have gone so far as to 

acknowledge this in a discussion on counselor preparation. 

Discussion. No specific suggestions for counselor 

education and training as applied to implementation of 

self-concept theory were proposed by the authors reviewed. 

Only two of the thirteen mentioning self-concept offered 

suggestions which seem to imply a need for education and 

training in this regard. 

lrii 

Jones, 0£. cit., p. 27$. 
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The lack of specific suggestions for counselor 

education and training prompts one to take a second look , 

at what was considered by the authors as his function in 

self-concept theory implementation. 

The counselor, has been variously admonished to— 

"aid the client in the self-actualizing process," "value 

him," "see the client's world as the client sees it," 

"'feel1 with the client," "see the world through his eyes," 

"lay aside all perceptions from the internal frame of ' 

reference," "collaborate with the counselee in the process 

of self-exploration," "assist the individual in the re

organization and reevaluation of self and experience," 

"encourage development of a sense of personal identity," 

"help the student make a choice, decision, or commitment." 

Most of these suggestions of counselor function 

evoke a vague picture of the counselor standing bj?" in the 

event he maj^ be needed although he is not quite sure in 

just what way he will be needed. Neither is he sure just 

how he may go about fulfilling these functions. 

Admonitions to help, assist, or collaborate would 

seem to imply some direct participation' by the counselor 

in the decision-making of the counselee. This.is more 

understandabls in that a specific task may be involved. 

Other suggestions, however, seem extremely vague 

and difficult to convert to function. To what extant is 

the counselor able to lay asiu2 all perceptions from the 
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internal frame of reference and see the world through the 

client's eyes? If this were possible, would the counselor 

be relinquishing his own self in order to perform this 

function? Could he do this time after time and still re

tain his own personal identity? Would not this eventually 

contribute to the counselor's alienation from himself? 

Do these admonitions indicate that the function of 

the counselor in self-concept implementation is still in 

the realm of art? .May the counselor hopefully assume that 

the development of a science will soon suggest specific 

skills with which to convert these admonitions into coun

selor behavior? 

In all these things the literature seems to have 

more suggestions as to v/hat the counselor should do, com

pounded by the problem of semantics, than how he should 

do them. 

Summary. The function of the counselor may be in

ferred from this review as assisting and guiding the coun-

selee, through acceptance and understanding, in the process 

of self-development. 

Perhaps because of the vagueness with which the 

counselor's function was described, no specific suggestions 

for counselor education and training were forthcoming. 



CHAPTEE VII 

TECHNIQUES WHICH MY FACILITATE IMPLEMENTATION 

OF SELF-CONCEPT 

The reader is no doubt already well aware of the 

extensive literature treating these techniques in detail 

as they are treated variously under such headings as 

appraisal of the individual. 

A number of techniques have been alluded to but 

with little discussion as to possible advantages and 

limitations to the whole problem of self-concept and the 

counselor's role therein. 

The purpose of this chapter is to explore some of 

these techniques in terms of what they have to offer. 

Almost any technique can be construed as having some 

application to self-concept bjr some definition or other. 

Autobiography. The autobiography is not a new 

technique as far as counseling is concerned. Nor is it 

new in the school situation—it has been used extensively 

as the subject for class themes. The objectives of 

counseling and teaching differ, however. The counselor 

attempts, through use of the autobiography, to develop a 

picture of the student from the episodes or experiences 

13^ 
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which have made the deepest impressions upon him. A good 

179 
autobiography furnishes clues to the self-concept, the 

individual's value system, his interests and aspirations. 

When writing the autobiography the student may, as 

in other self-reports, give inaccurate impressions because 

he is unable to communicate properly. He may overexpose 

or underexpose the picture of himself. He may deliberately 

avoid mention of the experiences that have made a deep 

impression on him, particularly if those experiences were 

perceived as threats to his self-concept. Or, he may feel 

obligated to elaborate on the picture of himself. Falsi

fications may indicate that he does not accept himself as 

he is and must enhance his concept. 

The autobiography may be unstructured to obtain a 

gross or broad picture of the person or it may be struc

tured to cover specific facets of his self-concept or 

areas of his life. 

This technique assists the counselor in inferring 

the self-concept. 

Anecdotal Records. These are sometimes, used as a 

supplement to, or in lieu of, the autobiography in order 

to obtain specific behavior pictures of the individual. 

This concept which is revealed is not the student's but 

-*-79j0nes, ojd. cit., p. 55. 
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a self inferred by the observer. In anecdotal records, 

even though an accurate picture of behavior is described, 

an accurate diagnosis'of the stimulus causing the behav

ior is not always revealed. They should, therefore, be 

used with other external evaluations to eliminate preju

dice. They may serve an additional purpose if used as 

the basis for.self-study and analysis of behavior by the 

counselee. 

Cumulative Records. Another technique which has 

been employed in both teaching and counseling is the 

cumulative record of school achievement and academic 

behavior. Such records are important in forming a picture 

of the consistency of behavior of the individual, interest 

patterns and stability of values. Usually included in 

these records is some information relative to family life 

and background which is enlightening in the area of cul

tural mores and values. Economic status and environmental 

conditions, and the studentfs reaction to them, may often 

be inferred from a knowledge of the section of the com

munity in which the individual lives and the type of occupa

tion in which the father and mother are engaged. 

Cumulative records also have their shortcomings. 

They may include projected prejudices against the student, 

especially one who has not conformed to school regulations 

as regularly as he was expected to do so. Grades often 
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reflect a teacher's pleasure or displeasure with the stu

dent regardless of his ability. Also, present inten

tions of the student may be disregarded by a too avid 

perusal of past records; judging the student by his past 

record may result in a false conception of the student's 

self-concept by the counselor. 

The reaction of the adolescent to his family back

ground should not be inferred from records alone; in order 

to understand the self-concept it must be viewed subjec

tively from the internal frame of reference of the person 

involved. Very rarely is the student permitted to see and 

to analyze his own cumulative record. If extensive use is 

made of these records it should be done with the intention 

of acquiring the student's participation in the evaluation 

of his past behavior so that he may gain some insight into 

a better understanding and modification, if'desired, of 

his own self-concept. u~ 

Tests of Ability, Achievement and Aptitude. Any 

type of mental ability test is,merely a sample of one's 

mental activity in a specific area at a specific time 

under specific conditions; what these specific conditions 

were for each individual being tested is n-ot always 

possible to determine. When' results of tests are cold, 

1&>0Ibid., p. 53. 
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even the individual who was being tested cannot remember 

his exact reaction to the testing situation and the im

portance this experience held for him. Therefore, even 

under the most rigid test administration the situational 

factors vary with the individual testesfs perceptions 

and conceptions of the relative importance of the experi

ence. 

Self-concept theory is based on the premise that 

each individual perceives experiences differently depend

ing upon his immediate needs. Test interpretation rests 

on the assumption that conditions of test administration 

are the same for all -individuals being tested.• Obviously, 

a discrepancy exists between these two lines of reasoning. 

Since samples of mental behavior, as well as of physical 

behavior, are important in understanding the individual, 

the value of these testing sessions,lies in the use to 

v/hich the results are put. 

The fallibility of any measuring instrument is fre-

auently due to the interprstation which is given to the J. •J *• . ' 

obtained results. As long as individuality is not 

sacrificed for categorisation, tests will prove to be 

valuable instruments with which the student, and counselor, 

can better understand, and modify, when necessary, the self-

concept of the individual. The decision that alteration of 

the self-concept is necessary and desirable must come, in 
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the final analysis, from tho individual, not from the 

counselor. 

This technique is important in comparing self-

concept with actual self-behavior. 

Interest Tests. The use of interest tests in the 

adolescent's determination of career choices leaves much 

to be desired. The common failing of these instruments 

is again in the interpretation—students are inclined to 

feel that these tests are diagnostic in that.they desig

nate what career should be followed. They are, however, 

merely parroting back forced-choice selections of activi

ties, many of which are far from first selections under 

normal conditions. To decide upon one from among three 

alternatives may be choosing the least of three evils; 

none of the choices may really be desired by the indivi

dual. Such choices could hardly be described as real 

interest indicators. A face-to-face discussion of interests 

may well prove to be more valid. 

Primary value of interest tests lies in their moti

vation of the student toward an analysis of his interests. 

Personality Inventories. Much the same failings 

are exhibited in the use of personality inventories as 

in interest tests. To counteract the effects of deliberate 

falsification in answering certain items, the statements 
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are often rephrased and must be answered over and over 

again during the course of the testing session. Such 

procedures induce boredom and carelessness and reduce the 

desire to be sincere in making the choices. Also, those 

items which call for degrees of time, severity of condi

tion, etc., are not interpreted similarly by various in

dividuals; neither are definitions of these conditions 

clarified by the test maker. As a result, any interpre

tations that are made from these inventories must be 

accompanied by other general information about the testee 

or erroneous conclusions can be drawn concerning the 

emotionality of an individual. Classifying any student 

as a possible neurotic may prove to be grossly unfair to 

the individual. Other indices of severe personality dis

order should be evident before such a diagnosis is made. 

A caustic criticism of the uses made of tests in 

1$1 
the schools is presented by Gross. 

Unquestionably tests and measurements are 

important to the counseling function; as has been indicated 

their value is dependent upon how they are interpreted. 

Obviously an adolescent would have difficulty in interpret

ing scores without the aid of an informed person, probably 

the counselor, who should explain their shortcomings 

•j rtn 
Martin L-. Gross, The Brain Watchers (New York: 

Random House, 1962), pp. 148-190. 



along with the interpretation of the scores. 

Self-Ratings and Adjective Check Lists. Self-

ratings are usually directly related to the individualTs 

self-concept. Although most ratings include some "halo 

effects," generally speaking they reflect the personfs 

feelings about his self. The adolescent may show evidence 

of shallow thinking in his ratings and usually will con

form to a peer-acceptable pattern until his self-concept 

is more stabilized. Since values during this period are 

undergoing some modification, the adolescents picture 

of himself may reveal inconsistencies when several ratings 

are compared. However, toward the end of the adolescent 

period he should be able to rate himself fairly realistic

ally if he feels acceptable to himself and to others. 

References and Sociometric Data. This type of 

technique is based upon the opinions of others and do not 

necessarily coincide with the self-concept held by the 

individual; however, sociograms do reflect to the student 

how he is seen by his peers. " Even though their judg

ments may be incorrect, they may stimulate him to self-

.concept analysis. Exclusion from social activities and 

situations may affect negatively the feeling of acceptance 

-^^Jones, 0£. cit., p. 54. 
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the individual has for himself. Conversely, an adoles

cent who is very popular and sought after may overestimate 

the value of social acceptance and minimize the importance 

of other characteristics that may prove of value later in 

life. 

These techniques are of value in self-concept coun

seling in that they permit the individual to see himself 

through the eyes of others. To really know one^ self it 

is desirable to realize how much onefs own self-evaluations 

are influenced by the opinions of others even though these 

opinions may be prejudiced and spurious. Even attempting 

to understand why certain people differ in their opinions 

of onefs self may facilitate self-understanding as well 

as the understanding of others* self-concepts. 

Role Playing. The attempt to put yourself in-

another*s place often increases the understanding of self 

and other. This is the objective of role playing. Assum

ing the roles of parents, friends, and teachers may stimu

late the student to view his own behavior in a new light— 

he can make an object of himself as viewed by others. 

This device is valuable if not used so frequently that it 

becomes boring or offers an avenue of escape from the real 

self, thus developing a pseudo-self. 

Group Counseling. As peer relations are so 



important to the' a&olescent, discussion of general behav

ior, acceptable or desired standards, and self-analysis 

as perceived by the adolescents themselves may contribute 

toward a better understanding of the adolescent in his 

life-space and induce self-acceptance in each individual. 

Self-analysis and the value of uniqueness, both in being 

and. in doing, can be discovered by the individual through 

discussion with his peers. Looking upon life as a stimu

lating challenge rather than as something to fear and with

draw from will foster maturity and increase the desire for 

individual independence and the acceptance of responsibil

ity. 

Only these broad aspects are effectively considered 

in groups with the purpose of stimulating self-study; self-

study itself is mors easily achieved in the interview. 

The Interview. The aforementioned techniques may 

be thought of as supplementary to the fundamental device 

used as a synthesizing medium—the interview. 

The purpose of the interview is not only that the 

counselor gain a better understanding of the counselee 

and his self-concept"^^ but also that the counselee is 

given an opportunity to better understand himself and 

1&V3Ibid., p. 55. 



construct his self-concept. The environment most con

ducive to this objective is a permissive one in which 

the student feels inclined to express himself freely and 

honestly. 

The non-directive counseling technique advocated 

originally by Carl Rogers and now adopted by many psycho

logical counselors insures.the probable attainment of 

this objective. In this type of interview the counselee 

is encouraged to talk about himself, his hopes, fears, 

resentments, etc. The counselor rephrases, reiterates, 

or paraphrases the statements of the counselee in order 

to stimulate him to talk. The counselor may control the 

trend of the interview.by carefully choosing any line of 

thought he feels important, to pursue. In studying the 

self-concept of the counselee he could, in this 'way, in

vestigate man}*" facets of the self-concept held by the 

individual. Also, in an interview setting, attempts to 

disguise feelings are more easily discernible than in the 

use of-written self-descriptions and reports. 

Counseling may be a fruitless experience for the 

counselee if, in the process, he does not achieve a more 

realistic and stable picture of himself and does not learn 

to discriminate between what he is and what he would like 

to be. Counseling also fails to the extent that it does 

not contribute to the realization by the counselee that 



self-concepts of others will.differ from his concept of 

himself and from his concept of others.' This is merely 

a recognition of the uniqueness of each individual; 

acceptance of this uniqueness in others depends upon the 

prior acceptance of the uniqueness in one,s own self. 

Summary. Various techniques of counseling, some 

of which have been alluded to as applicable to implementa

tion of self-concept theory by authors of counseling 

literature, have been discussed in the light of how they 

may be applied in this regard. 



CHAPTER VIII 

SUMMARY, ISSUES, AND CONCLUSIONS 

Up to this point a general review of the literature 

has been presented and various findings have been dis

cussed. 

The purpose of this chapter is to summarize, point 

out issues, and draw some conclusions, especially as they 

relate to the problem in the study. 

The purpose of this study was to examine self-

concept theory as described in the literature on counseling 

to determine its functional significance for counseling in 

the secondary-school setting. 

Confusion exists in the counseling field concerning 

the utilization of theory and theoretical assumptions and 

the extent to which they may be applied in actual practice. 

Although responsibility for presenting suggestions for the 

functional application of their theories is not necessarily 

an obligation of theorists, some assistance in this regard 

could be of invaluable help to the school counselor. 

The review of literature revealed an age-old con

cern with the meaning of "self," both philosophically and 

behaviorally speaking. A number of psychologists have 

presented theories of the self which have generally 

150 
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contributed to the development of current self-concept 

theory. 

The major premises of self-concept theory as dis

cussed in this study were derived primarily from a syn

thesis of the self-theories presented by Rogers, Snygg and 

Combs, and Lecky. 

As a basis for evaluating the functional signifi

cance of self-concept theory,, five criteria of utility 

were set up by the writer specifically for this study. . 

These criteria demanded evaluation of the literature as to 

suggestions for definition and function of self-concept, 

development of self-concept, utilization of self-concept 

in counseling, function of counselor in self-concept im

plementation, and education and training of counselors for 

performing this function. 

The literature reviewed consisted of sixty books 

which referred specifically to secondary-school counseling; 

special effort was made to include more books of recent 

publication. The books used in this review were intended 

to be representative, not exhaustive, of the literature. 

The review of literature disclosed that thirty-nine 

authors employed various self-terms; seventeen of these 

made use of the term self-concept, but only thirteen of 

this number attempted to define and/or discuss the concept. 

Eight provided some discussion of self-concept development 

in the individual; six discussed self-concept understanding 
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and implementation; nine described counselor function 

which was inferred by this writer as applying to self-

concept; only two, however, even alluded to self-concept 

in relation to counselor education and training. 

Some major issues and several conclusions were 

revealed by the study. 

Self-concept—Fact or artifact. Self-concept 

theory must be considered artifact. Constructs have not 

been defined clearly; the theory is stated in such vague 

and ambiguous terms as to inhibit understanding in inter

pretation of the theoretical assumptions. 

Self-concept—State of research. Because of this 

artifactuality the premises have not received adequate 

empirical testing. Research has generally proved to be 

unfruitful, particularly from a functional standpoint. 

Studies of self-concept have generally been concerned with 

particular facets of behavior with no integration of the 

results of various studies for clarification of the "self-

concept" concept. 

Self-concept—Definition and function. No universal

ly accepted definition of'this term was suggested. The 

term has been applied to such broadly divergent views as a 

simple picture of tha self, such as a concept of oneself 

as being shy, as well as to an intricate hierarchy of 
( ' 
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systems and sub-systems at various perceptual levels. 

Self-concept was described as the important determinant 

of behavior. 

Self-concept'—Utilization in counseling. The most 

comprehensible way the self-concept seems utile in coun

seling is through the medium of self-understanding. A few 

of the authors used the terms synonymously. Specific 

suggestions were notably lacking. Three steps seemed to 

be indicated in the implementation of self-concept: under

standing self-concept, testing realism of self-concept, and 

actualizing-the self-concept. Two general methods for 

apprehending self-concept—self-reports and inference—in

volve a major functional issue. 

Self-reports or inference. One faction argues that 

self-concept must be determined from self-reports alone 

since that is the only method which will elicit a true pic

ture of the way the student sees himself. The opposite 

faction argues that the student may see himself distorted-

ly, he may be unable to communicate his concept, or he may 

be unwilling to disclose his real feelings about himself. 

In such cases the only way to apprehend his self-concept 

is to infer it from his behavior and communications. 

Self-concept—Function of counselor in its imple

mentation. The counselor1s function or role was only 
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vaguely and inadequately defined at best^ Characteristic

ally, his function was described as assisting the student 

in his efforts to develop self-understanding (realistic 

self-concept) and to make decisions. The extent of in

volvement by the counselor in the making of decisions also 

raised a major issue. 

Counselor—Active or passive role. The non-

dire'ctivist denies that the counselor has the right to 

offer evaluative suggestions to the counselee; the direg-

tivist would suggest that the counselor has an obligation 

to point out distortions in the individuals perceptions. 

The former view forbids the counselor the use of external 

criteria; the latter view recommends the use of external 

criteria for the purpose of student analysis. 

The non-directive advocate attempts to understand 

his client*s world by assuming his internal frame of refer

ence. If this role were possible, the question arises as 

to whether or not the counselor might be in danger of 

losing his own identity. 

Self-concept—Counselor education and training. 

No specific suggestions related to self-concept were pro

vided by the review. Intimations that the counselor should 

have knowledge of personality theory and experience in the 

use of techniques which promote self-understanding were 
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inferred as alluding to self-concept implementation. 

Self-concept—Meaning of Self. Behavior theorists 

have generally ignored the metaphysical aspects of self-

development in order to'assure a more concrete meaning of 

self-concept. Spiritual and philosophical aspects of life 

and existence may influence the studentfs selection of be

havior. Avoidance of involvement in these areas of the 

studentfs private world could preclude the counselor's 

apprehending the self-concept. 

In general this study seems to indicate that self-

concept theory is, perhaps, no more and no less functional 

in secondary-school counseling than the ancient Greek ad

monition to "Know Thyself." 

Because of the lack of specific suggestions for 

implementing self-concept theory, the counselor must be 

willing to devise his own modus operandi if he wishes to 

attempt application of its theoretical assumptions. 

Before self-concept theory can be functionally 

significant in counseling, its own terms and constructs 

will need clarification and more universality in definition. 

There is no positive assurance, however, that this would 

guarantee functional applicability in the counseling proc

ess. 

Perhaps the difficulty of application stems from 

the fact that the theory is oriented to the individual and 
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that any significance of self-concept in relation to be

havior must be determined from the internal frame of 

reference. Methods and techniques, therefore, assume 

significance from this individual orientation and obtain 

specificity only in relation to the individual under study. 

If this is true, the counselor may expect to con

tinue to place his dependence upon his own resources when 

selecting appropriate methods and techniques. 

The focus of counseling in self-concept implementa

tion and the development of self-understanding may well be 

eptomized as follows— 

To be or not to be is the question; 

To see or not to see is the issue: 

Because not to see is not to bel 



BIBLIOGRAPHY 



BIBLIOGRAPHY 

Allport, Gordon W. Pattern and Growth in Personality. New 
York: Holt, Rinehart and Winston, 19^2. 

American School Counselor Association. "Tentative State
ment of Policy for Secondary School Counselors," 
Personnel and Guidance Journal, 42:194-198, October. 
TO 

Anderson, • Gladys L. "Qualitative Aspects of the Stanford-
Binet," An Introduction to Protective Techniques. Harold 
H. Anderson and Gladys L. Anderson, editors. New York: 
Prentice-Hall, Inc., 1951> Pp. 572-587. 

Arbuckle, Dugald S. Teacher Counseling. Cambridge, Mass: 
Addison-Wesley Press, Inc., 1950. 

Beck, Carlton E. Philosophical Foundations of Guidance. 
Englewood Cliffs, New Jersey: Prentice-Hall, Inc., 1963. 

Berdie, Ralph F. Roles and Relationships in Counseling. 
Minnesota Studies in student Personnel Work No. 3. 
Minneapolis: University of Minnesota Press, 1953. 

Boy, Angelo V. and Gerald J. Pine. Client-Centered Counsel
ing in the Secondary School. Boston: Houghton-Mifflin 
Company, 19&3. 

Brown,. Clarence W., and Edwin E. Ghiselli. Scientific 
Method in Psychology. New York: McGraw-Hill Book 
Company, Inc., 1955. 

Buchheimer, Arnold, and Sara C. Balogh. The Counseling 
Relationship. Chicago: Science Research Associates. 
Inc., 1961. 

California Division of Research and Guidance. Guidance 
Handbook for Secondary Schools. Los Angeles: California 
Test Bureau, 1948. 

Calkins, Mary Whiton. The Good Man and the Good. New York: 
The MacMillan Company, 1918. 

Combs, Arthur W., and Donald Snygg. Individual Behavior. 
Revised Edition. New York: Harper and Brothers, 1959. 

158 



159 

Cooley, Charles Horton. Human Nature' and the Social Order. 
New York: Charles ScribnerTs Sons, 1902. 

English, Horace B., and Ava C. English. A Comprehensive 
Dictionary of Psychological and Psychoanalytical Terms. 
New York: Longmans, Green and Co., 195#. 

Erickson, Clifford E. A Practical Handbook for School 
Counselors. New York: The Ronald Press Company, 1949. 

Field, Frank L., Chris D. Kehas, and David .V. Tiedeman. 
"The Self-Concept in Career Development: A Construct 
in Transition," The Personnel and Guidance Journal. 
41:767-771, May,-!^ 

Fink, Martin E. "Self-Concept as it Relates to Academic 
Underachievement," California Journal of Educational 
Research. 13:57-62, March, 1962. 

Froirnn, Erich. The Sane Society. New York: Holt, Rinehart 
and Winston, 1955. 

Frondizi, Risieri. The Nature of the Self. New Haven: 
Yale University Press, 1953. 

Goldstein, Kurt. Human Nature in the Light of Psychopa-
thology. Cambridge: Harvard University Press, 1940. 

Gregg, Richard B. The Self Beyond Yourself. New York: 
J. B. Lippincott Company^ 1956. 

Gross, Martin L. The Brain Watchers. New York: Random 
House, 1962. 

Hall, Calvin S., and Gardner Lindzey. Theories of Person
ality. New York: John Wiley and Sons, Inc.,"^L957. 

Hilgard,•Ernest R. "Human Motives and the .Concept of the 
Self," The Study of Personality, Howard Brand, Editor. 
New York: John Wiley and Sons, Inc., 1954> Pp. 347-365. 

Horney, Karen. Neurosis and Human Growth. New York: W. W. 
Norton and Company, Inc., 1950. 

Humphreys, J. Anthony, and Arthur E. Traxler. Guidance 
Services. Chicago: Science Research Associates, Inc.,. 
1954. 

James, William. The Principles of Psychology. New York: 
Henry Holt and Company, 1896. 



160 

Jones, Arthur J. Principles of Guidance: Fifth Edition. 
New York: McGraw-Hill Book Co., Inc., 1963. 

Jordan, James A., Jr. "A Self That Can Whistle," Harvard 
Educational Review. 34:22-32, Winter, I964. 

Kagan, Jerome. "The Choice of Models: Conflict and Con
tinuity in Human Behavior," Behavioral Science and 
Guidance, Esther Lloyd-Jones and Esther M. Westervelt, 
Editors. New York: Bureau of Publications, Teachers 
College, Columbia University, 1963, Pp. 63-85. 

Katz, Martin. "The Role of the Guidance Counselor," The 
Bulletin of the National Association of Secondary-
School Principals, 47:1-9, September,"^?"^ 

Kaufman, Walter, editor. Existentialism from Dostoevsky to 
Sartre. New York: Meridian Books, Inc., 1956. 

Kierkegaard, Soren. The Sickness Unto Death (Translated 
with Introductions and Notes by Walter Lowrie). New 
York: Doubleday and Company, Inc., 1954. 

Lecky, Prescott. Self-Consistency, A Theory of Personality. 
New York: Island Press, 1945. 

Mathewson, Robert H. Guidance Policy and Practice. New 
York: Harper and Brothers, 1949. 

Mead, George H. Mind, Self and Society. Chicago: The 
University of Chicago Press, 1934. 

Michael, Jack, and Lee Meyerson. "A Behavioral Approach 
to Counseling and Guidance," Harvard Educational 
Review, 32:382-402, Fall, 1962. 

Miller, Carroll H. Foundations of Guidance. New York: 
Harper and Brothers, 1961. 

Morrison, Richard L. "Self-Concept Implementation in 
Occupational Choices," Journal of Counseling Psychology, 
9:255-260, Fall, 1962. 

Moser, Leslie E., and Ruth S. Moser. Counseling and Guid
ance: An Exploration. Englewood Cliffs, New Jersey: 
Prentice-Hall, Inc., 1963. 

Nikhilananda, Swami. Self-Knowledge (Atambodha). (An Eng
lish Translation of Sankaracharya*s Atambodha with Notes, 
Comments, and Introduction). New York: Ramkrishna-
Vivekananda Center, 1946. 



161 

Patterson, C. H. Counseling and Guidance in Schools. 
New York: Harper and Brothers, Publishers^ 1962. 

Patterson, C. H. '"The Place of Values in Counseling and 
Psychotherapy," Journal of Counseling Psychology. 
5:216-223, Fall, 195B. 

* 

Pepinsky, Harold B., and Pauline N. Pepinsky. Counseling 
Theory and Practice. New York: The Ronald Press 
Company, 1954. 

Peters, Herman J., and Gail F. Farwell. Guidance: A Devel
opmental Approach. Chicago: Rand McNally and Company, 
1959. 

Radharkrishnan, S., and P. T. Raju, editors. The Concept 
of Man. Lincoln, Nebraska: Johnson Publishing Company, 
1960. 

Raimy, Victor C. "The Self-Concept (Negative)." Unpub- . 
lished Doctoral Dissertation, Ohio State University 
Library, Columbus, Ohio, 1943. 

Raimy, Victor C. "Self-References in Counseling Interviews," 
Readings in Modern Methods of Counseling, Arthur H. 
Brayfield, * editor. New York: Appleton-Centurj^-Crofts, 
Inc., 1950, Chapter 36. 

Robinson, Francis P. Principles and Procedures in Student 
Counseling. New York: Harper and Brothers, 1950. 

Rogers, Carl R. Client-Centered Therapy. New York: Houghton-
Mifflin Company, 1951. 

Rogers, Carl R., and Rosalind F. Dymond. Psychotherapy and 
Personality Change. Chicago: University of Chicago 
Press, 1954. 

Roth, Robert M. "The Role of Self-Concept in Achievement," 
Journal of Experimental Education. 27:265-2^1, June, 
1959. 

Shoben, Edward J., Jr. "Guidance: Remedial Function or 
Social Reconstruction?" Harvard Educational Review, 
32:430-443, Fall, 1962. 

Shostrom, Everett L., and Lawrence M. Brammer. The Dynamics 
of the Counseling Process. New York: McGraw-Hill Book 
Company, Inc., 1952. 



162 

Snygg, Donald, and Arthur W. Combs. Individual Behavior. 
New York: Harper and Brothers, Publishers, 1949. 

Soper, Daniel W. "A Realistic Appraisal of- Worth," National 
Education Association Journal« 49i22-23, September, 
l9^0T 

Stephenson, Richard R. "Occupational Choice as a Crystal
lized Self Concept," Journal of Counseling Psychology. 
8:211-216, Fall, 1961. 

Strang, Ruth, Constance M. McCullough, and Arthur E. 
Traxler. The Improvement of Reading. Third Edition. 
New York: McGraw-Hill Book Company, Inc., 196!? 

Super, Donald E. The Psychology of Careers. New York: 
Harper and Brothers^ 1957. 

Super, Donald E. "Toward Making Self-Concept Theory Opera
tional, " Career Development: Self-Concept Theory. 
Research Monograph No. 4. New York: College Entrance 
Examination Board, 1963. Pp. 17-32. 

Super, Donald E. "Vocational Development in Adolescence 
and Early Adulthood: Tasks and Behaviors," Career 
Development: Self-Concept Theory. Research Monograph 
No. 4. New York: College Entrance Examination Board, 
1963. Pp. 79-95. 

Symonds, Percival M. The Ego and' the Self. New York: 
Appleton-Century-Crofts, Inc., 1951. 

Tillich, Paul. The Courage to Be. New Haven: Yale Univer
sity Press, 1952. 

Tolbert, E. L. Introduction' to Counseling. New York: 
McGraw-Hill Book CQmpany, Inc., 1959. 

Traxler, Arthur E. Techniques of Guidance. New York: 
Harper and Brothers, Publishers, 1945. 

Tyler, Leona E. "Theoretical Principles Underlying the 
Counseling Process," Counseling: Selected Readings. 
Herman J. Peters, .et. al., editors. Columbus, Ohio: 
Charles E. Merrill Books, Inc., 1962, Chapter 16. 

Watson, John B. The Ways of Behaviorism. New York: Harper 
and Brothers, 1928. 



163 

Williamson, E. C. "Value-Commitments and Counseling," 
Counseling: Selected Readings, Herman J. Peters, et. 
al., editors. Columbus, Ohio: Charles E. Merrill 
Books, Inc., 1962, Chapter 16. 

Wrenn, C. Gilbert. "The Self Concept in Counseling," Jour
nal of Counseling Psychology, 5:104-109* 195$. 

Wylie, Ruth C. The Self Concept. Lincoln, Nebraska: The 
University of Nebraska Press, 1961. 

lates, J. W., and Lyle D. Schmidt. "The Counselor^ Self-
Concept," Counseling: Selected Readings, Herman J. 
Peters, jet. al., editors. Columbus, Ohio.: Charles E. 
Merrill Books, Inc., 1962. Pp. 39-43. 

Zeller, E. Socrates and the Socratic Schools. Translated 
by Oswald J. Reichel. London: Longmans, Green and 
Company, 18$5. 



APPENDIX 



APPENDIX A 

Arbuckle, Dugald S. Teacher Counseling. Cambridge, Mass: 
Addison-Wesley Press, Inc., 1950. 

Baxter, Edna D. An Approach to Guidance. New York: D. 
Appleton-Century Company, Inc., 1946. 

Berdie, Ralph F. Roles and Relationships in Counseling. 
Minnesota Studies in Student Personnel~Work> No. 3. 
Minneapolis: University of Minnesota Press, 1953. 

Bloomfield, Meyer. Readings in Vocational Guidance. 
Boston: Ginn and Company, 1915. 

Blum, Milton L. and Balinsky, Benjamin. •Counseling and 
Psychology. New York: Prentice-Hall, Inc., 1951. 

Boy, Angelo V. and Pine, Gerald S. Client-Centered Counsel
ing in the Secondary School. Boston: Houghton-Mifflin 
Company, 1963. 

Brayfield, Arthur H. Readings in Modern Methods of Counsel
ing. New York: Appleton-Century Crofts, Inc., 1950. 

Brewer, John M. The Vocational-Guidance Movement. New 
York: The Macmillan Company, 1918. 

Buchheimer, Arnold and Balogh, Sara C. The Counseling * 
Relationship. Chicago: Science Research Associates, 
Inc., 1961. 

California Division of Research and Guidance. Guidance 
Handbook for Secondary Schools. Los Angeles: California 
Test Bureau, 194$. 

Cassidy, Rosalind and Kozman, Hilda C. Counseling Girls 
in a Changing'Society. New York: McGraw-Hill Book 
Company, Inc., 1947. 

Chapman, Paul W. Occupational Guidance. Atlanta, Georgia: 
Turner E. Smith and Co., 1937. 

Chisholm, Leslie L. Guiding Youth in the Secondary School. 
New York: American Book Company, 1945. 

165 



166 

Grow, Lester D. and Crow, Alice. An Introduction to Guid
ance « New York: American Book Company, 1951. 

Darley, John G. Testing and Counseling in the High School ' 
Guidance Program. Chicago: Science Research Associates, 
1947. 

Dunsmoor, Clarence C. and Miller, Leonard M. Principles 
and Methods of Guidance for Teachers. Scranton, Pa.: 
International Textbook Co., 1949. 

Erickson,; Clifford E. A Basic Text for Guidance Workers. 
New York: Prentice-Hall, Inc., 1947. 

Erickson, Clifford E. A Practical Handbook for-School 
Counselors. New York: The Ronald Press Co., 1949. 

Erickson, Clifford E. and Happ, Marion C. Guidance Prac
tices at Work. New York: McGraw-Hill Book Co., 1946. 

Erickson, Clifford E. and Smith, Glenn E. Organization and 
Administration of Guidance Services. New York: McGraw-

. Hill Book Co., Inc., 1947. 

Fenton, Norman. The Counselors Interview With the Student. 
Palo Alto: Stanford University Press, 1943. 

Froehlich, Clifford P. Guidance Services in Smaller Schools * 
New York: McGraw-Hill Book Co., Inc., T950. 

Germane, Charles E. and Germane, Edith G. Personnel Work 
in High School. New York: Silver Burdett Co., 1941. 

Hahn, Milton E. and MacLean, Malcolm S. General Clinical 
Counseling in Educational Institutions. New.York: 
McGraw-Hill Book Co., Inc., 1950. 

Hamrin, Shirley A. and Paulson, Blanche B. Counseling 
Adolescents. Chicago: Science Research Associates, Inc., 
1950. 

Hilton, M. Eunice, Editor. Guidance in the Age of Automa
tion. Syracuse, New York: Syracuse University Press, 
1957. 

Humphreys, J. Anthony and Traxler, Arthur E. Guidance 
Services. Chicago: Science Research Associates, Inc., 
1954. 

I 



167 

Jones, Arthur J. Principles of Guidance; Fifth Edition. 
New York: McGraw-Hill Book Co., Inc., 1963. 

Kennedy, E. G. Editor. Current Status and Future Trends in 
Student Personnel. Report of a Conference of City-
School Superintendents, Principals, Directors of 
Guidance,'and Counselors, November 11-12, I960. 
Pittsburg, Kansas: Kansas State College of Pittsburg, 
1961. 

Knapp, Robert H. Practical Guidance Methods. New York: 
McGraw-Hill Book Co., Inc., 1953. 

Koos, Leonard V. and Kefauver, Grayson N. Guidance'in 
Secondary Schools. New York: The Macmillan Co., 1932. 

Lee, Edwin A. Ob.iectives and- Problems of Vocational Educa
tion. Second Edition. New York: McGraw-Hill Book 
Co., 193 

Lefever, D. Welty, Turrell, Archie M., and Weitzel, Henry 
I. Principles and Techniques of Guidance; . Revised 
Edition. New York: The Ronald Press Co., 1950. 

Little, Wilson and Chapman, A. L. Developmental Guidance 
in Secondary School. New York: McGraw-Hill Book Co., 
Inc., 1953. 

Lloyd-Jones, Esther and Westervelt, Esther M., Editors. 
Behavioral Science and Guidance. . New York: Bureau of 
Publications, Teachers College, Columbia University, 
1963. ' 

Mahler, Clarence A. and Caldwell, Edson. Group Counseling: 
in Secondary Schools. Chicago: Science Research 
Associates, Inc., 1961. 

Mathewson, Robert H. Guidance Policy and Practice. New 
York: Harper and Brothers, 1949. 

McGowan, John F. and Schmidt, Lyle D. Counseling: Read
ings in Theory and Practice. New York: Holt, Rinehart 
and Winston, Inc., 1962. 

Miller, Carroll H. Foundations of Guidance. New York: 
Harper and Brothers, 1961. 

Moser, Leslie E. and Moser, Ruth S. Counseling and Guidanc 
An Exploration. Englewood Cliffs, New Jersey: Prentice 
Hall, Inc., 1963. 



168 

Patterson, C. H. Counseling and Guidance in Schools. 
New York: Harper and Brothers, Publishers, 1962. 

Peters, Herman J. and Farwell, Gail F. Guidance: A 
Developmental Approach. Chicago: Rand McNally and 
Company, 1959. 

Peters, Herman J., et. al., Editors. Counseling: Selected 
Readings. Columbus, Ohio: Charles E. Merrill Books, 
Inc., 1962. 

Robinson, Francis P. Principles and Procedures in Student 
Counseling. New York: Harper and Brothers, 1950. 

Rothney, John W. M. Guidance Practices and Results. New 
York: William Sloane Associates, Inc., 1949. 

Sechrest, Carolyn A. New Dimensions in Counseling Students. 
New York: Bureau of'Publications, Teachers College. 
Columbia University, 1958. 

Shostrom, Everett L. and Brammer, Lawrence M. The Dynamics 
of the Counseling Process. New York: McGraw-Hill Book 
Company, Inc., 1952. 

Strang, Ruth. Counseling Technics in College and Secondary 
Schools. New York: Harper and Brothers, 1937. 

Strang, Ruth. The Role of the Teacher in Personnel Work. 
Fourth Edition. New York: Bureau of Publications, 
Teachers College, Columbia University, 1953. 

Strang, Ruth. Group Work in Education. New York: Harper 
and Brothers, 195"§^ 

Super, Donald E., _et al., Career Development: Self-concept 
Theory. Research Monograph, No. 4> New York: College 
Entrance Examination Board, 1963. 

Tolbert, E. L. Introduction to Counseling. New York: 
McGraw-Hill Book Company, Inc., 1959. 

Traxler, Arthur E. Techniques of Guidance. New York: 
Harper and Brothers, Publishers, 1945. 

Tyler, Leona E. The Work of the Counselor. New York: 
Appleton-Century-Crofts, Inc., 1953. 

Warters, Jane. High-School Personnel Work Today. New York: 
McGraw-Hill Book Co., Inc., 1946. 



169 

Willey, Roy D. and Andrew, Dean C. Modern Methods and 
Techniques in Guidance. New York: Harper and Brothers, 
1955. 

Willey, Roy D. and Strong, W. Melvin. Group Procedures in 
Guidance. New York: Harper and Brothers, 1957. 

Williamson, E. G. Counseling Adolescents. New York: 
McGraw-Hill Book Co., Inc., 1950. 

Zerfoss, Karl.- Readings in Counseling. New York: Associa
tion Press, 1952. 


