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FOREWORD

Guidance Services are an indispensable part
of the modern educational program. Without such
services available to Towa youth, it is difficult to
Imagine an educational program that can be com-
prehensive in scope and individual in purpose.

This publication is intended to provide a basic
statement of suggested policy with reference to the
guldance function in public education. It is hoped
that as local schools compare their policies and
programs with the contents of this publication,
clear means will be evident for strengthening
guldance services for all ITowa youth.

PAUL F. JOHNSTON
State Superintendent of Public Instruction
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PREFACE

This handbook has been written as a statement
of suggested guidance policies which can be imple-
mented and made meaningful in Iowa schools 1In
the years just ahead. We have written about what
we know and believe to be workable today—not
what we cuess will be workable at some indeter-
minate point in the future. It is recognized and an-
ticipated that, as a statement ready for use today,
the contents of this handbook will become some-
what outdated within ten years. It 1s our sincere
hope that new knowledge in the form of research
evidence will make its revision mandatory even
sooner.

As a suggested statement of policy, we have
made two assumptions which in Iowa schools ap-
pear to us to be defensible. The first is that the
Towa school administrator needs a concise reply to
the directive he gives his counselor; namely,
“State your position and defend it.” 'This we have
tried to do. We have not tried to avoid discussion
of certain concepts because they are difficult.
Neither have we tried to talk down to our pro-
fessional colleagues in education by trying to make
these difficult concepts sound simple. There 1is
only one reference noted in the manuscript and
no bibliography appended. We have tried to
think independently in terms of what we know
about guidance and about education in Iowa.

The second assumption we have made i1s that,
in Iowa schools today, a “why-we-do-1it”” document
1Is needed more than a “how-to-do-it” approach.

V1ll

Thus, there are no sample forms, no blueprints,
and no techniques included. The professionally
educated school counselors of Iowa, the Guidance
Services Section of the Iowa State Department of
Public Instruction, and the four counselor educa-
fion institutions in the State stand ready to provide
the technical assistance required to implement
these policies.

To state a set of policies such as has been done
here does not make policy for any individual or any
school. It should make a substantial contribution,
however, towards the development of individual
and local school policies. Some of what is said
here will be objectionable to many currently em-
ployed Iowa counselors. Other parts may cause
many lowa school administrators to disagree. It
is hoped that most of what is said will be accept-
able to both. There have been too many guidance
policies issued at the national level recently aimed
at pleasing counselors but ignoring school adminis-
trators. Likewise, there have been too many ad-
ministrators formulating guidance policies with-
out consulting counselors. We need a statement
of policy with which both counselors and school
administrators can find basic agreement. This
document is intended to serve as a framework for
meeting that need.

—Kenneth B. Hoyt, Chairman
—Wm. Lee Hoover, Co-Chairman
Guidance Area Committee
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CHAPTER

ONE A Guidance Concept

ECENT international events have made it

abundantly clear that the successful operation
and continued growth of a democratic society is di-
rectly dependent upon the education of its citi-
zenry. Equally obvious is the fact that as a demo-
cratic society grows in complexity the need for an
educated citizenry increases rapidly. The sur-
vival of a democratic form of government in com-
petition with other forms of government must rest
on the wisdom of decisions made by all its citizens.
As a consequence, a democratic society must be
concerned with education for all rather than edu-
cation for a selected few. The responsibilities of
education in a democratic society are of such a
nature that no educator can afford to conceive of
his functions without beginning at this point of
societal need.

Education best serves a democratic society by
recognizing and meeting educational needs of the
individuals who are members of that society. A-
mong such individuals, the educational needs of
elementary- and secondary-school-age youth are
of prime concern. Included in the educational
needs of such youth are: (1) the need to receive the
benefits of an educational program uniquely ap-
propriate to their interests and abilities; and (2)
the need to make wisely those decisions which
represent both the rights and responsibilities of
a democratic citizenry—decisions which reflect the
philosophy that every individual has maximal free-
dom to lead his own life without interference or
dictation from external sources; and that, by doing
so wisely, the society will reap maximal benefits.

It 1s a recognition of these joint responsibilities
of education—(1) responsibilities to our democratic
society, and (2) responsibilities to each individual
In that society—that leads to a recognition of guid-
ance as an integral part of education. The acquisi-

tion of knowledge about things must be accompa-
nied by the acquisition of knowledge about self if
such knowledge is to have potential for truly posi-
tive application. Freedom to choose must be ac-
companied by assistance in the decision-making
process 1if it is to lead to wise decisions. It is
recognition of the potential benefits and the po-
tential dangers of education in a democracy which
leads to the conclusion that guidance must be

considered an integral part of the educational
process.

Guidance: A Definition and a Point of View

Guidance s that part of the total educational pro-
aram desiened to foster maximal fh*L‘-(‘h‘Jpnu"nr of in-
dividual potentialities through providing school wide
assistance to youth in the choices, decisions. and ad-
justments each must make as he moves toward matu-
rity. This definition carries many implications for
guldance both as a point of view and as a set of
specific services. Here, an attempt will be made
to expand on the definition only in terms of what
can be regarded as a guidance point of view. Chap-
ter 1I will discuss guidance as a set of specific
skills, services, and competencies.

First, guidance is viewed as a part of education.
but not as synonomous with the term “education.”
While education can be viewed in many ways,
guidance personnel have found it convenient to
think of the three major parts of education as
being instructional, administrative. and pupil per-
sonnel services. In this context, guidance is seen
as one of the pupil personnel services in education.
The need for administrative and pupil personnel
services to be added to instructional services in
order for the objectives of education to be accom-
plished is present in every school. The need for
specialized personnel to perform such services is




directly related to the necessity for individualized
education in our American society.

Second, guidance 1s viewed as having goals which
are primarily developmental with secondary em-
phasis on remedial and preventive objectives.
It 1s In this emphasis on development of potential-
ities existing within each youth that guidance is
most clearly differentiated from other pupil per-
sonnel services and, at the same time, most closely
allied with what teachers regard as their major in-
structional responsibility. In taking such direction,
guidance people believe that every pupil has the
potential for making positive contributions to so-
ciety in such a way as to reap personal satisfactions
for himself. Further implied is the assumption that
the expected and desired outcomes of education in
a democratic society lie in maximizing differences
In potentialities which exist among pupils—not In
making each pupil more like other pupils in terms
of potentialities for achievement, but rather by
allowing each pupil to be as different as possible in
accordance with his unique characteristics and
abilities. The goals of guidance in this sense cannot
possibly be viewed 1n terms of making things
“easy’ or “‘soft” for pupils, but rather must be
viewed in terms of constantly working toward help-
ing each pupil do his very best at all times and, as
a result, develop his potentialities to the fullest
possible extent.

Third, guidance is viewed here as involving
school wide assistance to youth. Guidance is de-
velopmental, beginning in the kindergarten and
continuing throughout the pupil’s school life. It
1s not an event which should be thought of as oc-
curring only at specified times in his school ex-
periences. Nor i1s guidance a function which can
be carried on solely by specialists in the guidance
area. Guidance responsibilities and opportunities
are present for all professional public school edu-
cators. While the counselor is considered the key
member of the guidance team, the team includes
all professional staff members in the school.

Fourth, guidance is viewed as consisting of as-
sistance to pupils in the decision-making process.
The type of assistance which can properly be sub-
sumed under the guidance function leaves final
decisions to pupils and their parents. Guidance is
not something which is done to pupils or some-
thing which can be forced on pupils. The purpose
of guidance i1s to foster development of sound
decision making by all pupils with the eventual out-

come being increased ability on the part of the
pupil to accept responsibility for making decisions
by himself. In accepting this as an ultimate goal,
guldance workers also recognize this to be a
developmental objective and not one which can be
fully realized with all pupils at all stages of de-
velopment. The extent to which guidance workers
directly or indirectly influence the nature of de-
cisions reached by pupils should be viewed as in-
versely proportional to each pupil’s ability to
choose wisely for himself.

Fifth, the major function of guidance can, in
one sense, be viewed as helping youth solve better
those problems which they must solve anyway. The
kinds of choices, decisions, and adjustments with
which guidance i1s primarily concerned are those
which can be expected to be faced to some degree
by all youth as they move toward maturity. In
this sense, the evaluation of guidance must always
b2 tied to criteria which are at least in part qual-
itative in nature. Guidance workers do not pre-
tend that youth will not be able to make decisions
without the assistance provided through a com-
prehensive program of guidance services. They
do contend that such a program holds strong po-
tential for improving the quality of the decisions
reached and 1is, therefore, directly related to both
individual and societal goals.

Issues to Be Resolved in Implementation
of a Guidance Point of View

To agree with a point of view such as the fore-
going is one thing. To implement it in terms of
administrative decisions involved in structuring a
program of guidance services is something quite
different. This is due, in part, to the fact that the
philosophy of guidance is, at this point in time,
still evolving. While broad objectives, growing
out of definitions of guidance such as those dis-
cussed previously, can find wide acceptance, there
are still specific parts of the guidance point of view
which are subject to wide disagreement—even
among guidance workers. At this point, several
such issues which must somehow be resolved in
every guidance program will be briefly presented.
No single “correct” answer can be given in terms
of how any of these issues should be resolved at
the local school level. There 1s, however, a respon-
sibility for sharing with Iowa educators the feel-
ings of the committee with respect to each issue.

- .
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Issue No. 1: The School Counselor’s

Commitment to Education

There is currently, at the national level, con-
siderable activity being devoted to convincing
school administrators, state departments of educa-
tion, and counselor education institutions that it
1s a mistake to limit selection of candidates for
school counseling positions to those who possess
a valid teaching certificate and demonstrated suc-
cessful teaching experience. In advancing this
point of view, several approaches have been and
are currently being utilized. These include: (1) the
proposition that a prospective school counselor
may acquire a career commitment to education
through a carefully supervised internship as well
as he could through actual teaching experience:
(2) the proposition that a professionally prepared
counselor ought to be able to function effectively
In any setting—school, hospital, employment serv-
ice, industry, etc.—and that, therefore, to insist on
the prerequisite of a professional background in
education is unrealistic; (3) the proposition that
to limit admittance to counselor education pro-
grams to persons having a background in teacher
education is to reduce markedly the potential abil-
ity of counselors since clear evidence exists to indi-
cate that undergraduate majors in education are
not, on the average, as intellectually able as are
undergraduate majors in some other areas; (4) the
proposition that the teacher-pupil relationship is so
unlike the counselor-pupil relationship that a back-
ground of teaching experience is apt to lead to pro-
duction of bad habits which handicap persons
who are attempting to learn to become school
counselors; and (5) the proposition that no one has
proven experimentally that a background in teach-
er education and teaching experience is really
necessary in order to function effectively as a
school counselor.

At the present time, all ITowa school counselors
are required to have both a valid teaching certifi-
cate and demonstrated successful teaching experi-
ence. There are no plans to eliminate these re-
quirements. Therefore, each of the five proposi-
tions discussed above are rejected. The bases for
rejection are outlined below.

Proposition one is rejected on two counts: (a) the
question of how the individual chose to work In a
school setting is not answered in this argument,
and (b) the operational problems of school admin-

Istrators concerned with widespread internship
programs In local schools have not been resolved
by those advancing this proposition.

Proposition two is rejected on the basis of the
contention that the presence of a counselor must
assume acceptance of broader goals and objectives
connected with the setting than is possible with a
commitment only to the area of counseling.

Proposition three is rejected on two related
counts: (a) current programs of counselor education
are attracting some of the best people in education
In terms of ability to profit from academic instruc-
tion; and (b) if school counselors are too different
from other educators in the school, they are not
apt to be satisfied in a school setting nor will other
educators be satisfied with them.

Proposition four is rejected on the basis of the
contention that teaching and counseling have many
common elements as well as some elements of
conflict. If conflicting elements need to be em-
phasized in counselor education programs, time
spent in this kind of activity can be efficiently sup-
plemented by emphasizing ways in which teaching
and counseling are similar.

Proposition five is rejected by pointing out that
the absence of experimental evidence applies
equally well to the proposition that counselors do
not need teaching certificates and teaching experi-
ence. Certainly, empirical evidence based on suc-
cessful performance of thousands of school coun-
selors throughout the United States is on the side
of those possessing these educational prerequisites.

In addition, 1t 1s felt that the Iowa school ad-
ministrator will find a host of practical operational
reasons for preferring counselors with this kind of
educational background. In light of these factors,
those proposing other Kinds of backgrounds for
school counselors should provide clear evidence
of the superiority of such backgrounds before sug-
gesting that school counselors should not be re-
quired to possess teaching certificates or demon-
strated successful teaching experience.

It 1s hoped that all school administrators in Iowa
will actively support the belief that Iowa school
counselors should possess valid teaching certifi-
cates and demonstrated successful teaching exper-
lence until such time as experimental evidence
clearly points to some alternative solutions.



Issue No. 2: The Extent to Which Quality
Guidance Services Should Be Made
Available to All Pupils

At first glance, this would appear to be no issue
at all. Surely, most would say, we would accept
the notion of quality guidance services for all
pupils as a desirable objective which can be easily
translated into practice. Yet, in practice we do
not see it implemented today. It is an issue.

There has been a persistent emphasis on guid-
ance for the intellectually able pupil since passage
of the National Defense Education Act of 1958
(NDEA). This emphasis has come about due to
recognition that: (1) It is these pupils who most fre-
quently fail to work up to capacity in the secondary
school; (2) These are the pupils who have potential
for making the largest individual contributions to
society; (3) Our national survival is dependent on
full development and utilization of the academic-
ally talented youth of this country; and (4) Studies
have persistently demonstrated that approximately
half of all high-school-age youth having the
potential to complete a college education never
enter college. These are all good and valid reasons
for a resurgence of emphasis on the total education-
al needs (including the guidance) of this group of
pupils.

This emphasis, in terms of the guidance area,
started considerably earlier than passage of NDEA,
but has been emphasized even more since that
time. While each of these reasons for working
with such pupils is defensible, the resulting con-
stellation of guidance activities in many schools 1s
not. For example, we now frequently find coun-
selors spending a majority of their time working
with this minority of youth. We find further that
tools available to assist the counselor here are
good and rapidly becoming better. We have excel-
lent directories of pertinent college information,
accurate knowledge regarding accreditation status
of colleges and universities, numerous scholarship
opportunities for talented but financially deprived
youth, many social pressures emphasizing the de-
sirability of a college education, and increasingly
accurate means of predicting academic success in
the college and university setting. In short, we
are well equipped to handle the needs of the intel-
lectually able pupil and find counselors actively
engaged 1n doing so. Certainly, no counselor is
complaining about such extensive opportunities for
being of service to the college-bound youth.

However, a real and disturbingly persistent issue
arises with respect to both present efforts and po-
tential ability of school counselors to render con-
crete assistance to the majority of the high school
population—those boys and girls who will never
enter four-year colleges or universities. We know
that, in this age of automation and rapid technolog-
ical change, almost all high school graduates will
have to acquire some marketable job skills. We
know further that our ability to help such youth
plan intelligently for their future after high school
1S very minimal at present. We lack knowledge
concerning reputable training facilities for such
pupils and pupil characteristics required for suc-
cessful performance in trade, technical, business
schools, and community colleges. Furthermore,
we are faced with the necessity for realizing that
scholarship and financial aid for this portion of
our high school graduates i1s largely nonexistent.
Even worse is the current social trend to regard
such youth as having made ‘‘second-best” choices
in comparison with their peers who decided to en-
ter four-year colleges and universities.

[t is time to recognize and reaffirm our belief in
the worth and dignity of all pupils in the school.
It is way past the time we should have recognized
our obligations to accumulate materials and de-
vote the time necessary to help the specialty-
oriented pupil as much as we are currently help-
ing the college-bound.

This concern must be evident, not only in post-
high-school planning, but throughout the school
life of the pupil. The problem, of course, extends
far beyond guidance as a part of education. It in-
volves views regarding the role of college pre-
paratory, vocational education, general education
curricula, and attitudes held and expressed by
teachers and counselors toward such curricula and
attitudes making the secondary school a truly
appropriate and meaningful experience for all
pupils. It is a challenge we must meet.

Issue No. 3: The Extent to Which Guidance
Should Be a Part of Both Elementary
and Secondary Education

Guidance in public schools originally started at
the senior-high-school level and was primarily
concerned with vocational choices to be made by
those about to enter the labor market. Since that
time, there has been a steady movement downward
in terms of grade level at which guidance programs
are originated. There are still many who maintain
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that guidance is essentially a function of the sec-
ondary school. Those taking this position point to
the fact that guidance is concerned with helping
pupils make decisions and that, because opportun-
1t1es for educational course decisions typically are
not available to pupils until the secondary-school
years, there 1s little point in instigating guidance
programs prior to that time. In addition, they
often point to the immaturity of the elementary-
school pupil as a factor mitigating against high
potentialities for establishing and maintaining a
counseling relationship.

Those recommending that guidance begin in the
elementary school frequently point to the fact that
it is unreasonable to assume that problems of
pupils do not appear until the secondary-school
level. Furthermore, there are numerous examples
to be found in every school of pupils whose present
problems had their origin in the elementary-school
experiences of the child. Finally, proponents of
guidance in the elementary school emphasize the
fact that guidance cannot afford to be concerned
only with problems of educational and occupational
choice, but must, if it expects to be helpful to
pupils, concern itself with any problems which the
pupil wishes to bring to the attention of school
personnel.

There is no clear-cut position to take which
would say that one group is right and the other
1Is wrong. There are positive things to be said for
both points of view. There appears to be no sound
basis for thinking of counselor-pupil ratios in the
elementary school similar to those currently being
recommended for secondary-school settings. The
provision for specialized counseling services in the
elementary school should be largely limited to pre-
ventive and/or remedial objectives. On the other
hand, the guidance process definitely must begin in
the elementary school preferably on the day the
child first enters the kindergarten setting. The
prime guidance worker in the elementary-school
setting should be the classroom teacher. Ele-
mentary-school teachers should be encouraged to
develop both interest and competency in the areas
of pupil-appraisal procedures and methods and pro-
cedures in working with elementary-school pupils
and their parents in the resolution of pupil prob-
lems. The guidance efforts of the elementary
teacher will be of major importance in the lives of
all pupils. Provisions should be made for making
the services of school counselors available to ele-
mentary schools upon request. Such services should

consist of consultative work with teachers, pre-
orientation programs for pupils about to enter
the secondary school, and counseling of selected
elementary-school pupils. In addition, school
counselors should work closely with other special-
ists at the elementary-school level.

Issue No. 4: The Extent to Which Counseling
Should Be Oriented Around Developmental
As Opposed to Remedial Goals

Counselors are often asked the question, “Why
don’t you spend your time counseling those pupils
who really need help instead of spending just a few
minutes with every pupil?”’ In asking this ques-
tion, such people are raising some very legitimate
points which deserve mention. They contend, for
example, that it seems likely that the vast majority
of pupils will eventually “turn out” pretty well
even 1f they never receive counseling, but that
there are a few pupils in every school who are
obviously headed for serious difficulty unless they
receive a substantial amount of counseling help in
the very near future. They feel very strongly that
it would be better for school counselors to *‘save”
as many of these truly troubled pupils as possible
and let the vast majority of pupils go without coun-
seling.

The committee would be inclined to disagree
with persons recommending such obviously re-
medial goals. There are several reasons for this,
each of which should be stated briefly. In the first
place, such an approach would be inconsistent with
the stated objective of the guidance movement con-
cerned with maximal development of every pupil.
While it 1s true that many pupils would manage
fairly well in their adult life without counseling, it
is the firm contention of this committee that coun-
seling can be of help to all. The kind of counsel-
ing being referred to here is developmental in na-
ture, concentrating primarily on helping each pupil
understand himself and environmental opportun-
ities better than he could do without counseling.
Guidance has demonstrated its ability to meet the
objectives of developmental counseling.

Second, school counselors are not prepared to
treat the severely emotionally disturbed and should
not be asked to undertake this function. The pupil
in need of extensive psychotherapy should be view-
ed by the school in the same way as the pupil with
a serious problem of physical health; namely, as
one who needs early identification and referral to
specialists outside of public-school education.




In the third place, the concept of developmental
counseling is one much more consistent with the
goals of education than is the concept of remedial
counseling. Public-school education is for all of
the children of all the people. The major parts of
education, including guidance, should be made
available to all. The developmental counseling
needs of pupils will vary widely, and it is not
recommended that the same amount of counseling
time be allocated to every school pupil. It is
recommended that counseling be made available
to every pupil to such an extent that he can gain
some increased understanding of himself and of
his environmental opportunities. The degree to
which such understandings can be Increased will
depend on both counselor skills and the counselor-
pupil ratio in the school.

Issue No. 5: The Extent to Which Specialized
Guidance Staff Should Be Employed

The expression ‘“every teacher 1s a counselor”
iIs probably familiar to most readers. Those who
like to use this expression often point to the fact
that conscientious teachers have always tried to
help pupils solve their problems. In addition, they
say that the teacher’s daily contacts with pupils
permit him to be “‘closer” to the pupil than any
other staff member in the school. Finally they
point to the fact that numerous examples can be
found where dramatic evidence of teacher success
in individual guidance relationships with pupils 1s
present.

On the other hand, there is increasing emphasis
currently being placed on the specialized skills
necessary for operation of the school guidance
program. Those most in favor of this point of
view argue that such specialized areas as standard-
ized testing, the psychology of vocational develop-
ment, occupational information, use of referral
sources, counseling methodology, statistics and
measurement, the psychology of learning, the psy-
chology of individual differences, and the psy-
chology of personality development are areas of
knowledge essential for intelligent operation of a
sound program of guidance services. After doing
so, they typically ask, how can the classroom teach-
er be expected to perform truly professional guid-
ance services? What in the background of pre-
paration and experience of the classroom teacher
makes him qualified in these areas? Where is the
classroom teacher to find time to perform the guid-
ance function as something over and beyond his

already heavy instructional duties? Such persons
would maintain that the classroom teacher’s pri-
mary duties are those concerned with instruction
and that specialized school services, such as guid-
ance, should be left to those with the skills and
time required for their successful operation.

There are valid arguments in favor of each ap-
proach. Certainly, it is true that to employ a suf-
ficient number of guidance specialists so as to
operate a complete program of guidance services
without teacher participation would be both costly
and inefficient. The classroom teacher’s relation-
ships with pupils, both in and out of the classroom
setting, will have a larger cumulative effect on
the extent to which guidance needs of pupils are
met within a given school than will the efforts of
specialized guidance personnel employed by the
school. What the teacher says and does and what
he fails to say or do in his daily contacts with pupils
will play a major role in the extent to which each
pupil will be allowed to develop his maximum po-
tentialities. Teachers are guidance workers in the
truest sense of the word.

On the other hand, teachers are not counselors
by virtue of either their education or experience.
The fact that teachers may perform some counsel-
ing functions no more makes them deserving of the
title “school counselor” than does their perform-
ance of administrative functions make them de-
serving of the title “school administrator.” School
counseling represents a distinct specialty in edu-
cation and deserves to be recognized as such. Those
who carry the title “counselor” in the school should
have, added to a background of teacher certifica-
tion requirements and teaching experience, a mas-
ter’s degree or its equivalent in counseling and
guidance and should rapidly move toward the at-
tainment of at least two full years of graduate work
in school counselor education. The substantive
content of guidance is rapidly increasing in both
scope and complexity. It is clear that the guidance
needs of youth will never be met simply by well-
intentioned individuals who desire to “help boys
and girls solve their problems.” In addition to this
obviously desirable strong social-service drive, the
successful school counselor must also possess the
kind of essential knowledge which will enable him
to work successfully with pupils, teachers, adminis-
trators, parents, and outside sources in attaining
guidance objectives. The professionally prepared
school counselor with adequate time to function
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must be the central part of any real guidance pro-
gram.

Issue No. 6: The Question of Teacher-
Counselors Versus Full-Time Counselors

Closely related to Issue No. 5, is the question
of the relative desirability of employing teacher-
counselors versus full-time counselors in school
settings. Once again, there are positive points to
be presented on each side of the issue. Those
arguing in favor of employment of teacher-coun-
selors (counselors who teach part of the day and
perform guidance functions part of the day) point
to the fact that such a system allows the counselor
and the pupil to become well acquainted with each
other before they are brought face to face in the
counseling relationship, that it will help counselors
be better accepted by full-time teachers in the
system, and that it will keep counselors constantly
aware of the practical problems facing the class-
room teacher in his daily contacts with pupils.

Those in favor of full-time school counselors
often contend that the employment of teacher-
counselors 1s indefensible at this time in view of
the acute shortage of qualified school counselors.
They would further contend that scheduling prob-
lems often makes the use of teacher-counselor’s
time inefficient through splitting periods released
for guidance in such a way that the counselor can-
not concentrate on any single task for a reasonable
length of time; and that, in trying to prepare ade-
quately for his teaching assignments, the counselor
is often forced to neglect his guidance responsibil-
ities. Finally, they say that a teacher-counselor
often has to maintain a kind of “Dr. Jekyl-Mr.
Hyde” relationship with pupils assuming the role
of the sirici disciplinarian one period and the role
of the accepting counselor the next.

Wherever pupil load warrants, the employment
of full-time counselors is preferable to the employ-
ment of teacher-counselors. Reasons for this point
of view have, however, a different base than those
expressed above. School counseling, like the teach-
ing of mathematics, should represent a distinct
specialty in professional education. Just as the
teacher of mathematics can legitimately be expect-
ed to devote a majority of his available time to
mathematics in preference to other school assign-
ments he may have been given, so can the school
counselor be expected to devote a majority of his
available time to guidance activities. If the coun-

selor 1s adequately prepared to discharge his guid-
ance duties, 1t 1s unlikely that he will be able to
maintain the interest required for effective teach-
ing in one of the more traditional subject-matter
areas. In this sense, the employment of teacher-
counselors can be expected to be unfair to pupils
in classes which the counselor is expected to teach.
That 1s, the employment of teacher-counselors is
more unfair to the total instructional program of
the school than it is to the total guidance program.
Specialists with adequate professional backgrounds
and career commitments to their fields are needed
In every academic area in education as well as in
administrative and pupil personnel services.
[t is unlikely that many individuals will be found
who maintain both the backgrounds and interests
required to function as top quality teachers and
top quality counselors at the same time.

One further point should be made here. The
present practice of viewing the professional back-
ground required to function as a teacher-counselor
as being half or less than that required to function
as a full-time counselor represents a historical
artifact which should be corrected as soon as possi-
ble.

issue No. 7: The Counselor-Pupil
Ratio in the Secondary School

What should be the pupil load for the school
counselor? This, like the question of the teacher-
pupil ratio, i1s a key operational question to be an-
swered In the organization of any school system.
As with problems pertaining to establishment of
the teacher-pupil ratio, no single answer which
will have universal applicability can be given to
this question. There are too many variables in-
volved to make any one answer possible which will
be “correct” for all school settings. These var-
lables include: (1) the skill of the counselor, (2)
the extent to which the counselor is asked to per-
form non-guidance functions, (3) the number of
counselors 1n the school, (4) the extent to which
teachers are to be regarded as active guidance
workers, (5) the extent to which school counselors
are seen as having responsibility for elementary
school guidance, (6) the extent to which clerical
assistance is provided the school counselor, and (7)
perceptions regarding the job of the school coun-
selor along a remedial-preventive-developmental
continuum.

As a consequence, attempts on the part of vari-
ous professional organizations and leaders in the




guidance field to specify a given counselor-pupil
ratio have resulted in widely varying recommen-
dations. Some of the more commonly recommend-
ed ratios are: (1) 1:200, (2) 1:250, (3) 1:300, (4)
1:400, and (5) 1:500. Current minimum standards
for participation in the Iowa Plan for Title V-A,
Guidance, Counseling and Testing of the National
Defense Education Act call for a counselor-pupil
ratio not to exceed 1:500. Recommended Iowa
standards under this same plan encourage schools
to show annual progress toward meeting a coun-
selor-pupil ratio of 1:300, while North Central As-
sociation standards also specify a 1:300 ratio.

In terms of the variables specified above, the
viewpoint presented in this handbook can be sum-
marized as one which assumes: (1) counselors pro-
fessionally prepared to at least the master’s degree
level, (2) counselors whose non-guidance duties are
no more extensive than are the non-instructional
duties of typical teachers in the school, (3) schools
in which no more than two full-time counselors
are employed, (In larger schools employing more
than two full-time counselors, the counselor-pupii
ratio can legitimately vary somewhat from recom-
mendations contained here.), (4) the presence ot
teachers who view themselves and who really func-
tion as active guidance workers, (5) counselors who
are devoting somewhere between 5 and 10 per
cent of their time to elementary-school guidance,
(6) the presence of one full-time clerk for every
two full-time school counselors, and (7) a prime
commitment to developmental guidance objectives
with secondary commitments to both preventive
and remedial guidance functions.

With this kind of orientation, the counselor-
pupil ratio should not exceed 1:500 and would be
optimally placed at 1:300.

Issue No. 8: The Extent to Which Counseling
information Should Be Considered Confidential

The issue of confidentiality in school counseling
Is one which has been present for many years.
Teachers are often reluctant to give information
to counselors while at the same time beilng re-
fused information from counselors regarding the
content of counseling interviews. They are even
more reluctant to refer pupils for counseling when
no reports of what transpired in the counseling
interview are forthcoming once the referral has
been made. Counselors have sometimes defended
such practices by contending that confidentiality
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1s one of the cornerstones of the counseling rela-
tionships; and that, without the guarantee of con-
fidentiality, the goals of establishing the kinds of
permissive relationships where pupils feel free to
express themselves are difficult, if not impossible,
to attain.

[t 1s time to face this issue realistically and re-
solve it in such a way that pupils can receive maxi-
mum benefits from the total efforts of the school
guldance program. Such a resolution would 1n-
clude the following recommendations. First, it 1s
recommended that counselors continue to empha-
size to pupils the essentially confidential nature of
the counseling relationship. It is true that counsel-
ing demands such assurances in order to have a
chance for success.

Second, it is recommended that counselors recog-
nize the integral roles classroom teachers and
school administrators play in the total guidance
program in applying the principle of confidential-
ity in counseling. While the specific revelations
made by the pupil in counseling cannot ethically be
divulged without his permission, some Kkind of
general report of counseling progress can and
should be made by the counselor to teachers with
whom the pupil is working. In addition, where it
seems appropriate, school counselors should ac-
tively seek to gain pupil permission to release
certain information related to the counselor in
confidence, which, in the counselor’s judgment,
would help teachers be of greater assistance to the
pupil.

Third, it is recommended that school counselors
become increasingly aware of the fact that their
counseling efforts, requiring as they do a consider-
able amount of accompanying environmental
manipulation for success, demand not a different
view but rather a different approach to implemen-
tation of the principles of confidentiality in coun-
seling. That is, the school counselor is relatively
less able than some other kinds of counselors to
depend solely on what transpires in the counseling
interview for successful counseling. Time and
skill limitations placed on school counselors make
mandatory the utilization of a considerable variety
of environmental resources along with the coun-
seling interview. There is relatively more need
for others to know what transpired in interviews
held between school counselors and high school
pupils than between other kinds of counselors and
their clients. At the same time, when a school

-




——

hﬁ_

e

counselor tells a pupil that what he says will be
held in confidence, it is absolutely imperative that
this condition exists.

It seems that a sensible resolution of this dilem-
ma for the school counselor consists in realizing
that part of his total counseling time will probably
have to be spent discussing with the pupils those
aspects of the counseling conversation which the
pupil is willing for the counselor to reveal to other
persons who appear to be in a position to be of
help to the pupil. So long as the pupil’s permis-
sion to release such information is obtained, there
1S nothing unethical in so doing. Such requests
should be made by counselors only when there
appears to be an obvious advantage to the pupil
resulting from the release of this information. For
a counselor to release any information obtained in
counseling without the pupil’s permission is both
unethical and self-defeating to the counselor’s
total efforts to be of help.

Issue No. 9: The Extent to Which
Guidance Can Be Carried Out in Groups

The effects of guidance, like the effects of in-
struction, must be assessed in terms of behavioral
changes occurring in individuals in order to assume
real meaning. Some have maintained that, be-
cause the effects of guidance are individual, then
the implementation of guidance services must be
carried out primarily in terms of the one-to-one
relationship. Others have said that public schools
cannot afford a program of guidance demanding
a one-to-one relationship any more than a program
of instruction which is primarily tutorial in nature.
It would seem, therefore, that something could be
said for both group and individual approaches in
guldance.

There is merit in both points of view. Certainly,
it would seem foolish to maintain that a program
of guidance, entirely individual in nature, is es-
sential or even desirable. It is obviously ineffi-
cient, for example, to give common bits of informa-
tion regarding school rules or required courses to
pupils one at a time. Whenever commonly need-
ed information is to be presented, it seems reason-
able to expect that group procedures will be em-
ployed. Pupils can be expected to know and under-
stand this information about as well as a result
of group activities as when guidance is carried out
Individually. If the results are not quite as good

as they would be using individual one-to-one con-

tacts, they are not sufficiently inferior so as to
make the individual approach mandatory.

On the other hand, knowing and understanding
do not automatically lead to acceptance by the
pupil and the formulation of realistic plans. The
manner In which guidance information is made
meaningful to the pupil in terms of decisions he
makes 1s a highly individual and a highly personal
matter. There are two factors which operate strong-
ly in favor of a one-to-one relationship in guidance.
One of these is the fact that in a group setting it is
impossible to imagine that individual acceptance
and realistic plans could be made by typical
secondary-school pupils. The second is a real ques-
tion concerning the right of the pupil to regard
his statements of acceptance of information and
his plans for action as a personal matter not to be
shared with his peers in a group setting.

It 1s recommended that group procedures be in-
corporated in every guidance program. Such pro-
cedures should be utilized for: (1) presenting in-
formation to pupils who are members of a defined
group with common needs and (2) preparing the
pupil for individual counseling. The size of such
groups and the frequency with which group pro-
cedures should be employed will be a function
of need for these two kinds of activities in a given
school. It is not recommended that multiple coun-
seling or group dynamics be considered as group
procedures in typical ITowa school guidance pro-
grams. Skills essential here are not presently
available in sufficient degree to make such pro-
cedures generally feasible.

It 1s further recommended that provisions for
Individual counseling be made available to every
pupil in the school system as deemed necessary by
professional staff members and/or pupils them-
selves. It is maintained that schools which do not
make such provisions cannot hope to operate a
truly successful guidance program. Group pro-
cedures cannot be expected to replace or substitute
for the existence of adequate programs of individ-
ual counseling.

Issue No. 10: The Extent to Which
Guidance Should Be Dependent Upon
Out-of-School Resources

It 1s obvious that there exist within the State of
[owa many agencies, organizations, and individ-
uals outside the field of public-school education
who are actively engaged in providing various




kinds of assistance to youth in the solution of their
problems. The extent to which schools should
work actively with such groups or individuals 1s
not so obvious. Some have stoutly maintained
that the school, as part of our total social order,
has a unique societal function to perform and
should work independently of other parts of the
social order. Such individuals sincerely believe
that there is danger in the school working with
outside groups, in that, by working together, each
may lose some of its unique potential for being of
service to youth. Some would go so far as to say
the school has no business ‘“meddling” in problems
which are essentially noneducational 1n nature,
and that other groups have no business trying to
influence the total educational program of the
school.

Another group would take exactly the opposite
approach. This group would contend that, if schools
really want to be of help to youth, they will be
both interested in and concerned about working
with other groups having this same kind of gen-
eral objective. They sincerely believe that the
question of who receives “credit” for being of help
to youth is not nearly so important as the extent to
which help is really provided. In implementing
this belief, they would feel that a considerable por-
tion of the school counselor’s time should be spent
working outside of the school setting.

As with each other issue presented here, there
are valid arguments to be presented for each side.
Certainly, guidance workers have recognized for
many years their essential dependence on many
other people for the attainment of guidance ob-
jectives. They have also recognized that the
prime sources of help available to the school coun-
selor consist of other professional staff members
employed in the school. A counselor ought to spend
more time working with other professional staff
members in the school than he spends work-
ing with persons outside of the school setting.
At the same time, for the school counselor to ig-
nore outside referral sources is to be of disservice
to youth. Counselors ought to be particularly
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cognizant of the potential sources of help to youth
available through the local office of the Iowa
State Employment Service, the Iowa Division of
Vocational Rehabilitation, the county welfare of-
fice, local service clubs, interested businessmen
and clergy in the community, legal and law en-
forcement personnel, mental health agencies, and
local physicians. It is recommended that Iowa
schools make provisions in school administrative
policies for their school counselors to spend time
working with organizations and individuals such
as these as a regularly scheduled part of the coun-
selor’s job. So long as the primary objective is
to serve youth, such cooperation is desirable. If
and when objectives of referral sources such as
mentioned here appear to have other primary mo-
tives, then school counselors should no longer view
them as appropriate.

Summary

This chapter has presented a basic guidance
point of view for Iowa schools. In addition, ten
current philosophical issues facing the guidance
movement have been presented and recommenda-
tions have been made for resolving each of these
issues. It is neither expected nor desired that all
l[owa educators agree at this point in time with
these recommendations with respect to each of
these issues. The issues were raised and recom-
mendations made for two basic reasons. First,
these are issues which must be faced at the local
level in the implementation of a guidance point of
view in any school system. Second, the committee
does feel a definite responsibility for sharing with
all Towa educators its best thinking at this time In
hopes that these thoughts might help local schools
resolve these issues for themselves.

Several aspects of the point of view presented
in this chapter and the issues raised here will be
discussed in greater detail in the remaining chap-
ters. It is hoped that this chapter will encourage all
l[owa educators to study carefully and reflect
seriously on the contents of the remaining chapters.

e — e




CHAPTER
TWO

Basic Elements in the Guidance Program

HE purpose of this chapter 1s to describe

guidance from an action perspective. In
Chapter I guidance was described 1n terms of a
point of view, a philosophy, a way of looking at
pupils, and a desire to be of help to pupils. In
addition, guidance is also properly described as a
set of things one does, a set of services one pro-
vides, and a set of skills one possesses. It is more
than a point of view—it is also a program of action.

In doing so, four approaches will be utilized
here. First, the basic guidance needs of youth will

ance program, are most likely to remain unmet.
The five guidance needs are:

1. The need for each youth to continually re-
examine himself. Just as a young person
needs to be understood by others, he needs
to make a personal assessment of himself—
his abilities and liabilities, personal-social re-
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lations, and school experiences. The pupil
then needs to evaluate this personal assess-
ment 1n terms of previous self-evaluation and
his goals. Self-evaluation is a continuous
process which helps the pupil answer the
question, “What kind of a person am I now?”
As a pupil gains new information about him-
self and his aspirations, he needs an oppor-
tunity to evaluate these changes. The lack
of self-understanding so often becomes the
stumbling block to self-accomplishment.

be described in terms of actions which the pupil 2. The need for each youth to gain insight into
must take as he moves towards maturity. SQCOH(], ]]l't‘h’t‘l]l and future environmental Opportun.
certain components of a guidance program as a set ities. This 1s an essential need because after
of services will be briefly presented. Third, the attaining such insight he is better able to plan
skills reqllirEd for successful pE‘l'fOrl'l]anCQ of the [}I'OSUIII and near-future actions to meet long-
guidance function will be specified. Finally, the range goals. Most long-range goals; e.g., oc-
type of school environment essential for O[)EI'H“OH Uu[)ationa] choice, 1nvolve an extended., con-
of a successful guidance program will be outlined. tinuous process of selection and rejection
While some overlap is inevitable in picturing guid- based on pupil-self-knowlege and knowledge
ance from these four perspectives, each is consider- of opportunities available to the pupil. The
ed an essential supplement to Chapter I if a com- more a pupil knows about such opportunities,
| plete answer is to be given to the question, “What the more intelligent the decisions which he
|| 1s guidance?” 1s able to make.
3. The need for youth to make choices and de-
J The Basic Guidance Needs of Youth cisions based on increased understandings.
!i The term “guidance needs” is defined as those T.he arqrw_mg al .un(_lgrstantimgs, the n_laking
| | ‘ . e Y of choices and decisions, the attainment of
needs of elementary- and secondary-school pupils ; igs M ™ i ‘ ,
| which the guidance program is designed to serve mcrgdseq umlelsta.ndmgs, and the resulting
Ié andiwhichint ihalabsencelof antorzanized guid: pupil adjustment i1s a never-ending process

initiated early in life and continuing until
death. The decision-making process 1s a
learned process. The American educational
system has a responsibility to assist youth
in learning the necessary skills and under-
standings required for making responsible
choices and decisions just as it does 1n teach-
ing a pupil to read and write.




4. The need for each youth to accept responsibil-
ity for decisions, choices, and adjustments
he makes. Acceptance of this respon-
sibility is related to both the right to lead his
own life and the probability that he will carry
through with the decisions he has reached.
The extent to which this need 1s met is re-
lated to the attainment of the maturity he
seeks. While meeting this need is a general
concern of the entire school staff, it is a basic,
central concern of guidance personnel.

5. The need for each youth to formulate plans
to implement decisions he makes. In order
to arrive at sound decisions, youth must con-
sider ways and means by which these decis-
ions can be converted into reality. For ex-
ample, vocational choice may involve several
intermediate choices which the pupil must
make prior to attainment of his final voca-
tional goal.

The effectiveness of the guidance program is di-
rectly related to the degree to which 1t 1s designed
to serve the guidance needs of the youth in the
school.

The Basic Guidance Services

One element of the organized and functioning
guldance program is the presence of the basic
guidance services carried out by the school in as-
sisting youth in meeting guidance needs. The
necessity of an organized program with profession
al leadership cannot be overemphasized at this
point. A guidance program not formally organ-
1zed leaves many guidance services to chance with
the result that the program appears “on paper,”
but the results are not evidenced by desired pupil
behavior. As typical examples, consider the fol-
lowing: (1) Tests are given to pupils but the pupils
are not informed of the results or the implication
of the results. (2) Teachers are neither encouraged
nor assisted in using the results to better under-
stand pupils nor to better plan to meet the needs
of pupils. (3) The administration does not look at
the test results for evidence of need for curricular
change. Such practices lead to testing programs
which exist only on paper. The vital use of tests
for helping pupils 1s missing.

In like manner, meeting the need for leadership
and assistance in providing meaningful usage and
coordination of all the various services of the
guildance program can be seen as the difference
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between the guidance program that meets the
needs of youth and the “paper” guidance program
that i1s viewed as an expensive waste of time and
effort.

For purposes of guidance organization in Iowa
and for purposes of bringing some uniformity to
the present multitude of descriptions of guidance
services, the following categories will be utilized:
(1) the appraisal service, (2) the environmental
information service, (3) the counseling service, (4)
service to pupils in groups, and (5) the evaluation
service. The functions of the guidance program
will each fall into one of these broad services. In
some cases, a particular guidance service might
overlap into two or more of these categories.

The Appraisal Service

The pupil appraisal service is not a passive, me-
chanical prerequisite for the remaining guidance
services, but an active, dynamic part of the total
constellation of guidance services. It is impossible
(o provide intelligently for individual differences
until accurate information concerning the extent
of individual differences is known. It is unwise
to say pupils will be treated differently unless one
first has accurate information regarding the ways
in which, and the extent to which pupils differ one
from another. To this concept of the nature of
knowledge must be added concepts of meanings
growing out of knowledge and readiness to act on
the basis of meanings derived from knowledge.

The essential pupil appraisal procedures to be
included in any guidance program are: (1) cumu-
lative records, (2) anecdotal records, (3) rating
scales, (4) personal data blanks, (5) sociometric de-
vices, (6) parent-teacher contacts, (7) pupil auto-
biographies, (8) pupil interviews, and (9) standard-
ized testing. The nature of each of these appraisal
procedures is discussed on pages 16 and 17 of this
chapter.

Pupil appraisal procedures are designed to pro-
vide essential information concerning each indi-
vidual pupil. They should be regularly utilized
by teachers as one basis for planning instructional
activities. They should, in addition, be utilized by
all teachers to: (1) increase pupil self-understanding
through classroom activities, (2) assist teachers In
relating directly with pupils in individual confer-
ences, and (3) assist teachers in attempting to fol-
low through on implementation of decisions reach-
ed by the pupil. Appraisal services are of value
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to school administrators in making decisions re-
garding curricular offerings in the school and in
assessing effectiveness of the instructional pro-
gram. As with all other guidance services,
appraisal services are of maximal value to pupils.
They are designed to actively assist pupils in in-
creasing self-understandings and the development
of realistic and accurate self-perceptions. Appraisal
services are designed to assist counselors in their
attempts to meet the guidance needs of youth.

Environmental Information Service

The process of making appropriate choices, de-
cisions, and adjustments can be done only to the
extent that the young person has access to an un-
derstanding of information about his environment.
The complex and rapid changes in modern
society make the task of environmental discovery
and interpretation difficult. The rapid growth of
technology, automation, transportation, urbaniza-
tion, etc., provide environmental forces and factors
unknown a few years ago. The influence of these
forces and factors must be considered in making
choices, decisions, and adjustments as they are
made today and as they will affect future plans.
The appropriateness of these tasks will be depend-
ent upon the amount and accuracy of information
concerning present and future environmental op-
portunities for each individual pupil. In the guid-
ance program, the information service provides
the structure for the collection, organization, and
dissemination of environmental information.

For purposes of giving clarity to the structure
of this information, the following categories of
classification will be used: current in-school infor-
mation, current out-of-school information, and post-
school information. The provision of such infor-
mation in these areas is the school’s responsibility
If the guidance needs of the pupils are to be met.

1. Current in-school information. The counselor
and other staff members are responsible for
helping pupils become aware of opportun-
ities available to them within the school set-
ting. These opportunities include: (a) courses
available, those required, and information
needed for choosing electives; (b) special
school activities available such as athletics,
clubs, and programs; (¢) special school serv-
Ices such as health, special classes, and re-
medial instruction; and (d) school rules and
regulations.
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out-of-school information. Most
communities have a wide variety of stimu-
lating activities which might be potentially
valuable to pupils. The pupil needs to be-
come familiar with activities such as astron-
omy clubs and motor clubs which are avail-
able in the community. In addition, infor-
mation on part-time employment opportun-
ities for pupils, referral agencies, and out-of-
school organizations which are interested in
helping pupils should be readily available.

2. Current

)

3. Post-school information. The counselor is re-
sponsible for helping to provide much of
the information on post-school opportunities
available to pupils. This information includes
data on post-high-school educational and
training institutions, special programs such
as apprenticeships and occupational and vo-
cational information.

In his movement toward maturity, the pupil is
often confronted with problems of his own mental
and physical development, as well as his position
or place in society. The counselor, in organizing
the 1nformational services, assists in providing
this type of information. This information may
contain such topics as dating, developing good
study habits, getting along with friends, setting up
a budget, and so on. In general, this information is
not designed to give pupils quick, ready-made
answers but 1s provided in such a manner that it
helps the pupil seek solutions to his own problems.

The school counselor has the primary responsi-
bility for providing this environmental informa-
tion service to pupils. However, this responsibility
may be shared. The guidance staff and the school
library staff should work together in collecting,
filing, maintaining, and disseminating vocational,
educational, and personal-social information for
use by pupils. Such information should be in a
prominent position in the school library or guid-
ance suite or both.

The classroom teachers have a responsibility for
being aware of the informational materials avail-
able in the school and assisting the pupils in util-
1zing the materials when advising individual pupils,
when working with groups on common problems,
and when the materials have implications 1n regard
to classroom discussion and assignments. The
teacher also has a responsibility for calling the at-
tention of pupils to the vocational, educational,
and personal-social implications of the subject area
taught.




Counseling Service

Counseling represents that part of the guidance
program where major decisions of the pupil should
be made. As such, it can be said to be the single
most important—the most crucial—service in the
entire program. Unless counseling is carried out
in a skillfful manner, all other guidance services
lose their most important reasons for existing. Un-
less all other guidance services are functioning
properly, effective counseling 1s largely impossible.

Counseling involves a relationship between the
counselor and the pupil which allows for expression
of pupil values, knowledges, attitudes, and feel-
ings. The relationship which is developed between
the counselor and the pupil is the most important
aspect within the counseling session. The relation-
ship that develops between the pupil and the coun-
selor as a result of an exchange of information is
a relationship which the pupil can use for personal
growth. The “curriculum” of counseling is the
pupil. As such, counseling represents an oppor-
tunity for the pupil to seek serious answers to such
questions as: (1) “Who am I?” (2) “What am 1
really like?” (3) “What opportunities are available
to me?” (4) “What contributions can I make to
society?” (5) *“What kind of a person do I want to
become?” and (6) “How can I best make use of my
opportunities?”

These questions represent some of the most
difficult and certainly some of the most crucial
questions with which the pupil will ever be faced.
Answers to each of these questions will be found
because they must be answered as the pupil moves
toward maturity. The wisdom with which these
questions are answered will be determined by the
opportunities afforded each pupil for thoughtful
self-exploration.

The kind of thoughtful self-exploration involved
here cannot be done effectively in a few minutes
or in a single session. Neither can it be done by the
counselors answering these questions for pupils.
To help pupils think intelligently about themselves
demands a high degree of counselor skill and
counselor knowledge. It should not be viewed as
something which will always be pleasant for the
pupil, because not all elements involved in making
realistic decisions are pleasant.

In addition to being viewed as a relationship,
counseling 1s also properly viewed as a process. In
this context, counseling is seen as consisting of

14

methods and procedures developed by the coun-
selor for assisting him in structuring the counseling
session. Such methods and procedures do not
function as ends in themselves but rather are util-
1zed 1n the development and maintenance of a
sound counseling relationship. The intelligent ap-
plication of counseling methods and procedures
demands that the counselor be aware not only of
the content of counseling but more importantly of
himself as an instrument in the pupil’s self-
development. It is because of complexities involved
in the application of counseling methods and pro-
cedures that every school counselor should have
included in his background of professional pre-
paration a sound, supervised, counseling practicum
experience.

The prime objectives of counseling are to: (1)
broaden the pupil’s perspective regarding himself
and his opportunities through providing him with
pertinent information of which he was previously
unaware, (2) provide a means for pupil self-
reflection and self-exploration where the pupil can
think about himself in light of the new information
he has gained through counseling, and (3) provide
direct assistance to pupils in the decision-making
process through helping pupils integrate the con-
tent of counseling into specific courses of action
which the pupil sees as appropriate for himself.

Counseling, therefore, is needed most when ma-
jor decisions are to be made by the pupil. In the
school setting there are two key points when coun-
seling should be made available to all pupils: (1)
at the beginning of that part of public education
where pupils are required to make academic de-
cisions regarding courses they will take, and (2)
near the end of the secondary school when major
decisions are to be made regarding post-high-
school plans. At both points, opportunities for
counseling should be made available to all pupils.
In addition, counseling should be available to any
pupil when the pupil seeks counseling voluntarily,
or when staff members become aware of pupils
whom they feel are in need of counseling.

Services to Pupils in Groups

A well-organized and functioning guidance pro-
gram provides services to pupils in groups as well
as to individuals. A counselor can do many of the
same things with groups of pupils that he would
do with a pupil individually. Services to pupils

-
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In groups are basic within a guidance program be-
cause of the ways 1n which they supplement and
complement working with the individual pupil.

Group services provide certain advantages, un-
der the right conditions, over individual pupil con-
tacts. These advantages are: (1) the counselor in-
creases the number of contacts with the members
of the group; (2) common information needed by
all of the pupils in the group can be provided with-
out excessive repetition; (3) the common problems
of the group can be approached by the total group,
pooling information, experiences, and opinions, to
the end of reaching individual solutions; (4) the
pupil-counselor relationship can be enhanced by
the continuous assistance of the counselor, thus
improving the relationship between counselor and
individual pupil; (5) the counselor has the oppor-
tunity to observe the pupil in a natural group set-
ting which aids in understanding the pupil; and
(6) the counselor may assist pupils in the implemen-
tation of decisions reached in individual counsel-
Ing.

An examination of the above advantages of
group services indicates consideration of group
activities as essential in the professional prepar-
ation of the counselor. A few education institu-
tions include course work in the area of group
procedures as part of their program of counselor
education. Administrators should consider this
aspect of counselor preparedness in this area prior
to developing extensive services to pupils In
groups. Since these procedures are being utilized
for guidance purposes, the employment of guid-
ance personnel to provide the leadership for this
service is logical from an administrative point of
view. When sufficiently prepared and experienced
guidance personnel are not available, only staff
members who are prepared in group procedures
should be placed in a position of leadership. A
strong desire to work with groups on the part of
the staff member in charge is a necessity if the
group program is to work. Many homeroom pro-
grams, ‘‘guidance courses,” and orientation pro-
grams have failed in the past because of the plac-
ing of untrained, unwilling staff members in the
role of leadership.

Group guidance services may encompass a wide
variety of subjects; such as, administration and in-
terpretation of test results, problems of mental
hygiene, study habits, anti-social behavior, family
relations, basic guidance services, and any other
guidance topic amenable to group discussion.
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The Evaluation Service

[Cvaluation is universally considered as a basic
guldance service, but, for the purposes of this
handbook, the topic is placed in a chapter by it-
self for greater consideration. The value of this
service cannot be emphasized strongly enough in
the structure of the guidance program. Yet, if any
one of the five basic services is consistently
neglected, 1t 1s the evaluation service. Of the five
basic services, the evaluation service provides
fewer direct services to pupils; yet, this service is
vitally important in providing the school with a
measure of the success of the guidance program
and a sense of direction for future development.
For these reasons, Chapter V of this handbook
will be devoted entirely to evaluation.

Skills Required in Guidance

Effective implementation of the guidance serv-
ices described above demands that certain specific
skills be available among guidance personnel.
These include skills in (1) knowing and understand-
Ing pupils; (2) collecting and disseminating
environmental information pertinent to pupil de-
cisions; (3) identifying guidance needs of pupils;
(4) helping pupils understand themselves and their
environmental opportunities; (5) using nonschool
resources which can help pupils meet their guid-
ance needs; (6) helping pupils make decisions,
choices, and adjustments; and (7) helping pupils
implement their decisions in a maximally produc-

tive fashion. Each of these will be described
briefly.

Skills in Knowing and Understanding Pupils

In the section of this chapter on the needs of
youth, it was pointed out that youth needs to be
understood by the school staff; and, that the better
a counselor and teacher know and understand a
pupil’s entire personality, the better they can pro-
vide for total pupil growth. It is essential, there-
fore, that a staff knows (1) how to collect informa-
tion about pupils, (2) how to interpret the collected
and available information, and (3) how to translate
the information into appropriate actions. With
these skills, youth can be understood better by the
school staff and assisted in learning situations
through the provision of appropriate educational
experiences designed to foster the growth and
development of the pupil.




The development of skills in understanding
pupils 1s an Interwoven and continuous process
often involving more than one member of the staff.
One of the counselor’s responsibilities is the dis-
semination of information which staff members
should know about pupils, and to encourage the
development of staff skills to utilize the informa-
tion to aid total pupil growth. Such information
can also be utilized by counselors and statf mem-
bers in assisting pupils to answer such questions
as ““What sort of person am I?”, “What are my po-
tentialities?”’, “What are my relative strengths and
weaknesses?”’, and so on.

These are questions each young person must
answer in moving toward maturity. The quality of
the answers obtained and the appropriateness of
the ensuing decisions will depend to a great extent
upon the amount and accuracy of the information
available. The process of understanding the be-
havior of pupils, like the task of comprehending
the infinite number of ways in which pupils differ
one from another, 1s complex. At the same time
it 1s a problem that must be attacked if we are to
make education uniquely appropriate and maxi-
mally beneficial for every pupil. Guidance has con-
tributed many methods and procedures which, with
skillful application and intelligent use, can aid in
the accomplishment of these objectives.

Skill in the application of guidance methods and
procedures can help us know the pupil. Skill in
using the results can help us understand him. Sev-
eral appraisal procedures will be described briefly
below. For each procedure it is important to ask
the questions: (1) To what extent is this procedure
utilized in our school?, (2) Do we know how to ad-
minister it?, (3) Do we know how to interpret it?,
and (4) What can we do to increase the effective
utilization of this procedure?

The pupil cumulative record is designed to pro-
vide a longitudinal picture of growth and develop-
ment which can be used as a basis for trying to
understand causes of behavior. For a detailed dis-
cussion of the total aspect of pupil accounting, the
reader 1s referred to The Pupil Accounting Hand-
book for lowa Schools published by the Iowa De-
partment of Public Instruction.

The pupil personal data blank is designed to
provide detailed information about the pupil at
times when he is most likely to need individual
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guldance and counseling. It is maximally useful
In telling us what the pupil is like now but minim-
ally useful in explaining why he is like he is today.
It 1s important that appropriately constructed per-
sonal data blanks be utilized at key points in the
school career of each pupil, that school personnel
know how to construct appropriate blanks and
how to interpret pupil responses.

Rating scales are intended to provide considered
teacher judgment of Kkey pupil characteristics
which are difficult, if not impossible, to measure
in any other way. Such characteristics as respon-
sibility, leadership, initiative, and industriousness
are closely related to basic educational goals. It
1s essential that school personnel know how to con-
struct appropriate rating scales and how to apply
these scales in a valid manner.

Pupil autobiographies represent perhaps the
best potential tool available to school personnel
for assessing the pupil’'s self-concept—the kind
of a person he believes himself to be. Such data
are helpful whenever conscientious attempts are
made to improve pupil self-understanding. It is
essential that school personnel know how to moti-
vate pupils to write insightful autobiographies.
Perhaps even more vital are activities of teachers
and counselors directed toward interpreting and
helping pupils to interpret autobiographical con-
tent.

Sociograms represent a guidance tool designed
to aid 1n studying the social-emotional climate of
the classroom—how pupils feel about other pupils
In the class and how they express these feelings
in the formation of subgroups within the class.
The teacher skilled in the administration of socio-
metric tests and the utilization of sociometric re-
sults can do much to create optimal conditions for
pupil learning.

Parent-teacher contacts, including both parent-
teacher conferences and home visitations, are in-
tended to help us understand the pupil better
through understanding his home and family back-
ground. SKkillfully planned and conducted, they
can also be used in planning constructively with
parents as each attempts to act in helping the pupil.

Standardized tests of aptitudes and abilities,
achievement, interest, and personality are intend-
ed to provide school personnel with data leading
to comparisons of the pupil with others outside the
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school which are impossible to obtain by any other
means. It is essential that we know what tests to
give, when and how they should be administered,
how their results should be interpreted, and what
actions are called for on the basis of the test re-
sults. The school which does not possess such
skills should not be giving standardized tests.

Skills in Collecting and Disseminating
Environmental Information

The school staff must also have present, ade-
quate and functioning skills in: (1) collecting en-
vironmental information concerning present and
future environmental opportunities for the pupils,
(2) interpreting the collected environmental infor-
mation, and (3) assisting pupils to translate en-
vironmental information into appropriate decisions
and actions. A large amount of available informa-
tion concerning present and future environmental
opportunities is required to meet the needs of
all the pupils in a school. Staff members should
know the sources of available information and be
able to evaluate its usefulness for specific young-
sters and for general use. The skills should be
available to interpret the information in a manner
meaningful to the pupils in terms of both extrinsic
and intrinsic motivation so that it can be integrated
with other information leading to maximally ap-
propriate decisions and courses of action by the
pupils.

Skills in Identifying Guidance Needs of Pupils

All staff members, and especially the counselors.
must have knowledge and skills necessary for
identifying the guidance needs of pupils. As they
become acquainted with the pupil’s strengths and
weaknesses, abilities and disabilities, likes and dis-
likes, they must be able to identify the needs mo-
tivating each pupil’s behavior. After identification
of the pupil’s needs, the staff must be able to pro-
vide the experiences which will satisfy the needs
In an optimum manner for the pupil and for so-
clety. It is the responsibility of each member of
the staff to help to identify and make known these
needs of pupils so that further action may be
taken to help the pupils.

Skills in Helping Pupils Understand
Themselves and Their Environment

Staff members should develop skills in assisting
youth to relate knowledge about themselves and
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knowledge about their environmental opportun-
1.1es. This is a crucial phase of decision making
and requires a great amount of skill, making neces-
sary the assistance of a well-prepared and expe-

rienced counselor. Often pupils can be expected
to bring certain problems to teachers rather than
to counselors. At such times, the classroom teach-
er, armed with: (1) appraisal data about the pupil,
(2) personal concern for the pupil, (3) knowledge of
environmental information, and (4) a good work-
Ing relationship with the pupil, can and should as-
sist the pupil in making choices and plans. Both
teachers and counselors must be constantly alert
to their respective limitations in assisting pupils
in the decision-making process. Both teacher re-
ferrals to counselors and counselor referrals to
nonschool resources discussed below should be

expected to occur frequently, depending on pupil
needs.

Skills in Using Nonschool Resources

The staff should develop the knowledge and
skills to utilize all nonschool resources available.
Within every community there are many persons
who can assist pupils and faculty through their
specialized skills and knowledges. Many of these
resources are untapped because they are undiscov-
ered. Each faculty should make a systematic ef-

fort to locate and capitalize on these valuable re-
sources.

There are also many organizations and agencies
at the county and state level that can be especially
helpful in referral situations. Faculty members
should be aware of these agencies and their funec-
tions. The school should have an established pro-
cedure for making such referrals. All referrals
should be cleared through the school counselor
and, from him, through the administrator in order
to coordinate efforts and avoid duplication.

Statf members must recognize the fact that
other agencies and organizations can make posi-
tive contributions in assisting pupils. The referral
of a pupil to another person or agency is not a
sign of weakness on the part of the school, but
rather, an indication that the referring person has
the ability to recognize his own limitations and
the strength to admit them. The pupil benefits
from receiving assistance from multiple sources.




Skills in Helping Pupils Make
Choices, Decisions, and Adjustments

Skills in helping pupils make choices, decisions,
and adjustments must be of such a nature that
maximum opportunity is available to the pupil for
making his own decisions. This means that these
skills must result in pupils actively increasing
their level of self-understanding and understand-
ing of environmental opportunities along with the
willingness and ability to accept responsibility
for decisions they have reached. These are the
most complex skills involved in the entire guidance
program and can be expected to be most highly
developed in the professional school counselor.
This does not mean that such skills are entirely
lacking in the classroom teacher but should simply
serve to emphasize again the necessity for profes-
sional school counselors.

SKills in Assisting Youth to Accept
Responsibilities for Choices and Decisions

The school staff members assisting youth in the
choice, decision, and adjustment process must be
skilled 1n assisting youth to accept responsibility
for their actions. In the counseling process, the
counselor or other staff member assists the pupil
In reviewing and summarizing the total process in
such a manner that the pupil understands that the
cholices and decisions made are his own, and not
the counselor’s. The responsibility for the decision
or choice and its implementation remains with the
pupil. That is why
consuming; it cannot be done by advising, pressuring,

counseling must be time-
or coercing, but must be done by assisting the pupil

with a “thinking through” process.

Skills in Implementing Choices,
Decisions, and Adjustments

Once choices and decisions have been made, it
becomes necessary to follow through with an ap-
propriate course of action. At this time a pupil
often needs assistance and encouragement as well
as some modifications of related aspects of his
environment. Skills to meet these needs should
be available to the pupil at this culminating phase
of the counseling process.

Before proceeding further, it should be clearly
understood that:

1. Guidance skills are present to some degree
In every teacher, counselor, and administra-
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tor in the school system. While they can be
expected to reach their highest level of at-
tainment by the school counselor, none is
limited to the counselor.

2. Guidance skills can be expected to be ap-
plied 1in both the elementary- and secondary-
school setting. Decisions relative to the need
for guidance must be made in terms of pupil
needs and not in terms of a particular grade
in which the pupil is enrolled.

3. Guldance skills can be applied with both
groups of pupils and iIn personal contacts
with individual pupils.

4. The application of guidance skills can be ex-
pected to be helpful to pupils in relationship
to the pupil’s recognized need for guidance
and acceptance of those who attempt to apply
guidance skills. The degree to which the
school administrator recognizes and accepts
the importance of these basic assumptions, to
a very large degree, determines the effective-
ness of the guidance program.

Conditions Necessary For Action

The provision of a series of guidance services
and of a staff competent in the necessary skills to
meet the guidance needs of youth can result in an
effective guidance program only if certain other
conditions also exist in the school. These other
conditions, to a certain extent, set the “tone” of
the school and make guidance possible.

1. Crucially important to an effective, function-
Ing guidance program is a school adminis-
tration which recognizes guidance as an es-
sential part of the total educational process
and actively supports this recognition through
1ts actions. The administration must under-
stand the objectives of guidance and believe
in implementing them. The administration
must be cognizant of the values of guidance
and support the program and its personnel.
The attitudes toward and enthusiasm for
guldance, or lack thereof, on the part of ad-
ministrators will be apparent to the staff and
translated into a comparable degree of en-
thusiasm and resulting action by the staff.
[f guidance activities are placed in a second-
ary position to other activities, the program
will become Ineffective. Guidance must be

P
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placed on an equal basis with other education-
al functions if 1t is to be effective in meeting
pupil needs.

The effectiveness of the guidance program is
In part dependent upon a teaching staff that
is committed to increasing their understand-
ing of pupils, to developing skills neces-
sary for assisting them, and to putting these
skills to use. The classroom teacher may
contribute extensively to the attainment of
guldance objectives through his close con-
tacts with pupils. No one else has such
numerous opportunities to engage in daily
observation of pupils and to apply guidance
procedures in a classroom setting.

A third condition necessary for the develop-
ment of an effective guidance program is the
presence of an educational program which
is sufficiently broad and flexible to meet
pupil needs. The effective guidance program
can exist only where the curriculum offers
appropriate opportunities for exploration by
pupils and provides courses of study com-
mensurate with the abilities and interests of
each youngster. The instructional program
must be sufficiently broad and consist of
enough levels in each area to provide for the
needs of all pupils. A lesser instructional
program will limit the extent to which pupils
can implement appropriate choices and, in
this way, will limit the potentiality of the
guidance program in meeting pupils’ needs.
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4. The guidance program can be only as effec-
tive as the time, materials, and facilities are
sufficient for accomplishing the guidance
functions. The recommendations for provi-
sion of time, materials, and facilities are the
topic of Chapter IV and are mentioned here
to emphasize their importance.

5. Basic to an effective guidance program are
professionally educated guidance personnel.
The professionally educated counselor can
assist the professional classroom teacher by
providing information about the pupil and
his environment and assisting in the inter-
pretation of the information so the teacher
can do a better job of helping individuals
and groups. The counselor can serve as a
consultant to the teachers in meeting prob-
lems and needs of the pupils through assist-
ance in studying the pupil and through co-
operative planning. The professionally edu-
cated counselor can provide leadership iIn
developing guidance services and practices.

The professional school counselor, to be able to
accomplish these services adequately and com-
petently, must have attained a level of preparation
and developed a degree of competency in guidance
skills considerably beyond those of the classroom
teacher. The professional school counselor should
have no less training than a master’s degree in
guidance and counseling, including a supervised
counseling practicum. It is wishful thinking to
expect a person with less education to be adequate-
ly prepared.



CHAPTER
THREE

R()LES and relationships 1n guidance services
are difficult to generalize because they are
relative to the school setting and to the persons
perceiving them. The contents of this chapter
should be considered as suggestions concerning
the assignment, development, and assumptions of
various roles and relationships. It is hoped that the
material included will be useful in the process of
developing and expanding local school guidance
programs.

In a program of guidance services, the guidance
activities of all educators are coordinated so as to
focus in a maximally efficient way on pupils. Help
Is provided to pupils, both by working directly
with pupils and by working cooperatively with
others who are attempting to provide direct help
to pupils. In each case, both roles and relation-
ships can and should be specified for counselors,

pupils, teachers, school administrators, and par-
ents.

The major roles with which we are concerned
In the guidance of youth are those of the pupil,
parent, counselor, teacher, and administrator. It
seems inevitable that efforts to describe and define
the result of these roles is an enumeration of what
each does. Again, because of variance in setting,
this list becomes one of what he is or should be
capable of doing as a result of education, exper-
lence, situation, and/or personal characteristics
and traits.

In speaking about guidance roles, it is neces-
sary that the scope of activities included be clearly
delineated in such a way that guidance is seen as
a part of education, but not synonymous with the
term “‘education.” Confusion has resulted here
whenever the point of view is expressed that guid-
ance encompasses all activities within a school de-

Roles and Relationships
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signed to be helpful to pupils. Whenever such
thinking 1s expressed and supported, confusion
i1s apparent, since, in the eyes of almost all edu-
cators, this would directly or indirectly include
every action they take as part of their professional
responsibilities. Certainly, we would not want to
think of any professional educative activity as de-
signed to have the opposite effect; i. e., to not be
helpful to pupils.

For purposes of delineating guidance roles, it 1s
suggested that the reader go back and study again
the definition of guidance presented in Chapter I.
Such study should make it clear that guidance ac-
tivities are motivated primarily by concern for the
pupil as an individual and secondarily by concern
for the pupil as a recipient of instruction. This
ever-present dual concern of all educators is the
basis for the frequently voiced opinion that some
guidance activities have always been present in
education and are to be found in every school. It
is also obvious that this primary concern for the
pupil as an individual and secondarily as a recip-
ient of instruction can, in no way, be construed
as broad enough to include all of education.

The contents of this chapter have been organized
around the assumption that the professionally
prepared school counselor is the central figure In
a program of guidance services. While roles will,
therefore, be specified for each of the groups men-
tioned above, discussion of relationships will be
limited to a discussion of those directly involving
the school counselor as a key figure in the guidance
program.

The School Counselor as a Specialist in Education

The school counselor has a key operational and
coordinative role in the school guidance program
and must, in a very large measure, be prepared to

.
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assume responsibility for its success or failure. On
the other hand, no school guidance program can be
expected to succeed if the counselor is viewed as
having sole responsibility for discharging the
guidance function. It is essential that the school
counselor be aware of the need for, and be actively
engaged in, the establishment of guidance relation-
ships with all other professional staff persons. It
1s the purpose of this section to discuss counselor
role and professional relationships essential in de-
veloping and maintaining a successful program of
guldance services.

The school counselor can be properly viewed
both as a counselor and as a guidance worker. All
other professional school personnel can also be
properly viewed as having guidance responsibil-
1ities and, in this sense, as guidance workers.

As guidance workers, differences in professional
preparation and, therefore, in competencies among
counselors and other professional educators can
properly be viewed as differences in degree rather
than differences in kind. Differences in degrees
of competencies between school counselors as
guldance workers and other staff members as
guidance workers in the school can be expected to
be reflected in each of the following areas:

1. Competencies in the selection, administration,
and interpretation of standardized tests

2. Competencies in non-testing pupil appraisal
devices—their nature. construction, admin-
1stration, and interpretation

3. Competency in synthesizing all pupil data in
such a way that the increased knowledge
gained from pupil appraisal procedures will
result in increased understanding of the pupil
as a person

4. Competency in being acquainted with, collect-
Ing, and disseminating information concern-
Ing environmental opportunities available to
pupils, including those of an educational, vo-
cational, and personal nature

o)

Competency in group procedures and their
application in the school setting

6. Competency in identifying and utilizing re-
ferral sources outside of the school setting
which are available for and interested in pro-
viding one or more special kinds of services
to school-age youth
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7. Competency in formulating and carrying out
research activities aimed at evaluation of ef-
fectiveness of the guidance program

8. Competency in the counseling process

In each of these areas, the school counselor can
be expected to perform more competently and to
possess a higher degree of skill than any other staff
member in the school in meeting developmental
needs of all pupils.

Every professional staff member in education is
a specialist. The school counselor’s specialty in
education 1s the pupil rather than a subject-
matter area. In acquiring competency in this
specialty, the counselor adds, to an undergraduate
background in education and demonstrated suc-
cessful teaching experience, specialized prepar-
ation 1n understanding pupils as individuals,
understanding the present and future environ-
mental opportunities available to pupils, and
understanding how to work directly with pupils in
a counseling relationship as they attempt to work
through choices and decisions available to them.

Understanding pupils as individuals requires
both a background in appraisal procedures, in-
cluding such areas as statistics, measurement,
testing and non-testing appraisal devices as well as
a background in the dynamics of human behavior,
including the psychology of learning, the psychol-
ogy of individual differences, social psychology,
and the psychology of personality adjustment.

Understanding present and future environmen-
tal opportunities available to pupils is predicated
on the assumption that no individual lives in a
vacuum. Rather, he is affected markedly in the
choices and decisions available to him by a host of
environmental and cultural factors. If the coun-
selor is to be of help to pupils as individuals, it is
essential that he possess knowledges and under-
standings In many areas. Areas such as labor eco-
nomics, sociology, cultural anthropology, occupa-
tional and educational information should each be
represented 1n counselor education. In addition,
he must be Intimately familiar with currently
available curricular and out-of-school opportuni-
t1es.

Understanding the dynamics involved in estab-
lishing and maintaining a counseling relationship
represents the third major area of professional
preparation for the school counselor. In acquiring




competency in this area, the counselor cannot af-
ford to be content solely with a technique-oriented,
“how-to-do-it,” or a textbook approach to counsel-
Ing. Practice in counseling is as essential to the
prospective counselor as 1s practice teaching to
the prospective teacher. The counseling practicum,
coupled with a thorough background of counseling
theory, research, methods, and procedures, should
result in the development of competency at a level
which will enable the counselor to develop effec-
tive counseling relationships.

To these three basic kinds of understandings,
the school counselor adds understandings relative
to means of implementing the guidance function
in elementary and secondary education. Under-
standings here are drawn primarily from the coun-
selor’s background of work experience in educa-
tion. Because of this background, the school coun-
selor 1s most clearly distinguished from other kinds
of counselors. As a professional educator, he recog-
nizes, appreciates, and is comfortable in dealing
with concepts of guidance as a part of education,
the classroom teacher’s role in guidance, the im-
portance of utilizing local community resources in
guidance, the operational effects of peer and par-
ental relationships on guidance needs of youth,
and responsibilities of education in the total social
order. Such understandings on the part of a school
counselor develop as he considers the application
of the didactic course content of counselor educa-
tion to his practical school experience. They are
not understandings which can be efficiently taught
in graduate school to persons seeking to enter
professional education. They consist essentially
of attitudes and points of view developed through
the difficult but essential process of deriving mean-
ing from simultaneous consideration of academic
learning and practical experience. It is in this
area where the school counselor stands as a spe-
cialist among professional counselors, and it is his
work background in professional education which
contributes most to his uniqueness here.

The School Counselor as a Person

In addition to his academic background the
counselor has a personal philosophy which is
vitally essential to his success. This philosophy,
growing out of both his experiences and his basic
personality structure, is based on the following
counselor attitudes and beliefs. The counselor is
motivated toward guidance and counseling more
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by his success than his lack of success as a teacher.
He enters guidance and counseling because he per-
sonally feels he can make a greater contribution
to education by helping pupils in ways different

from that of classroom instruction. He remains
confident that every pupil has positive potential-
ities for making worthwhile contributions to so-
ciety and that education has inescapable responsi-
bilities for assisting the pupil in this endeavor. He
has a career commitment to education and the edu-
catlve process.

He is concerned with societal and individual
needs. He 1s as much concerned with maximizing
individual differences as he 1s with recognizing
similarities in pupils. He is committed to the
right of the individual to choose for himself. It is
this commitment which motivates him to defend
counseling as the best means available to him for
helping pupils which clearly protects the right of
the pupil to lead his own life. He is convinced
that the function of guidance is not primarily one
of doing things for pupils or to pupils but rather
helping pupils make choices, decisions, and ad-
justments for themselves.

He is convinced of education’s responsibility for
helping pupils make such choices based on In-
creased self-understandings and understandings of
environmental opportunities. He is dedicated to
the proposition that every pupil has a right to ob-
tain professional counseling assistance in the de-
cision-making process. He is keenly aware of the
fact that counseling alone cannot be sufficient for
meeting guidance objectives. He knows that with-
out full staff support guidance can never fully
succeed. At the same time, he is convinced that
counseling represents the highest level of profes-
sional guidance assistance which can be made
available to pupils. All other guidance functions,
no matter how extensive, cannot substitute for in-
dividual counseling.

As one concerned with helping pupils better
understand themselves, the counselor should be
a person who has devoted considerable time to
analyzing and studying himself. He should be well
aware of his own motivations, prejudices, and
biases. He should have a realistic perception of
his abilities and his limitations. He should be able
to understand and accept himself as a person work-
ing to reach solutions to his own problems. The
counselor should himself be a well-adjusted in-
dividual. By this, it is not intended that he be




perceived as an individual without problems.
Rather, he should be the kind of individual who
can look at problems directly from the standpoint
of his own internal frame of reference and make
progress toward their solution which will be per-
sonally satisfying to himself and beneficial to so-
ciety. He should, in short, be well aware of his
own imperfections and be making continuous pro-
gress towards correcting those he is capable of
correcting and accepting those over which he ap-
pears to have little or no voluntary control.

The School Counselor’s Role in Guidance

The basic guidance services were outlined in
Chapter II. In this section, the specific job func-
tions of the counselor as a participant in the guid-
ance program will be delineated. These functions
can be seen as revolving around five areas:

1. The counselor’s function in part is to serve
as a collector, organizer, disseminator, inter-
preter, and collator of information about
pupils and their environmental opportun-
ities—the basic information needed for oper-
ating 1n guidance.

2. The counselor has a function of providing
assistance to teachers, administrators, and
other special school personnel as they attempt
to discharge their guidance responsibilities.

3. The counselor has a primary function of pro-
viding direct assistance to pupils in both
group and individual situations.

4. The counselor has a responsibility for work-
ing cooperatively with out-of-school agencies,
organizations, and individuals interested 1n
and concerned about the guidance needs of
youth.

(o

The counselor has a responsibility for par-
ticipating actively in local research and evalu-
ation of the effectiveness of guidance serv-
1ces.

In addition to these guidance functions, the
counselor as a member of the professional school
staff can be expected to be assigned certain other
functions. The counselor can be expected to as-
sume special responsibilities because of his position
In such activities as curriculum committees, test-
ing committees, and case conferences. In addition,
he is expected to assume equal responsibility with

23

other staff members in the normal implementation
of routine school administrative activities.

In terms of proportions of time which the profes-
sional school counselor should be expected to de-
vote to each of those kinds of activities, such fac-
tors as stage of development of the guidance pro-
gram, extent to which school wide participation 1is
present, and time of the school year must be con-
sidered. In spite of the operation of factors such
as these, it would seem that some opinions rela-
tive to optimal conditions should be specified.
These approximate proportions are:

1. Collecting, organizing, interpreting, and col-
lating information about pupils and their en-
vironment—15 per cent;

2. Providing assistance to other guidance work-
ers—25 per cent;

3. Providing direct assistance to pupils in in-
dividual and group settings—40 per cent;

4. Working with other agencies, organizations,
and individuals outside the school-—10 per
cent;

5. Conducting local evaluation—5 per cent;
6. Other school functions—5 per cent.

Several implications of the suggested distribu-
tion of counselor time outlined above should be
discussed bhriefly. First, it is apparent that more
time should be devoted to working directly with
pupils than in any other single activity. The coun-
selor who does not find himself so engaged should
reflect seriously on his goals, objectives, and ef-
fectiveness in the school setting.

Second, 1t will be noted that a considerable por-
tion of time should be spent working cooperatively
with other guidance workers in the school. Guid-
ance can never become a program of school wide
assistance to youth unless this area of counselor
responsibility 1s emphasized. In working here, the
counselor functions both as a consultant to and a
reciplent of consultative help from teachers, ad-
ministrators, and other pupil personnel workers.
[t can be seen from the outline given above that
approximately three times as much time should be
spent in this kind of activity as in working with
out-of-school referral sources.

Third, the counselor is seen as spending about
10 per cent of his time working with out-of-school




sources of pupil assistance. This includes his
work with parents, community agencies, and inter-
ested individuals and organizations outside the
school. The school counselor, like all other school
personnel, operates under the assumption that the
school, as part of society, must recognize that those
aspects of the educator’s concern for the pupil,
as a person, must lead him to extend his activities
beyond the confines of the school.

Fourth, it can be seen that approximately 15
per cent of the counselor’s time is devoted to con-
tinued accumulation of current knowledge regard-
Ing pupils and their environmental opportunities.
In this respect, as in the area of dealing with
out-of-school resources, the counselor differs from
other educators in degree of concentration. It is
absolutely essential that the school counselor keep
abreast of new kinds of information to be utilized
in daily guidance activities. The knowledge which
the counselor brings to the job as a result of his
combination of experiences, undergraduate, and
graduate course work must be perceived as suffi-
cient to allow him to amass the kinds of infor-
mation needed here but totally inadequate as a sub-
stitute for continuous activity in this area. The
counselor must be a constant learner of new in-
formation.

Fifth, it is suggested that the school counselor
devote approximately 5 per cent of his time to local
research and evaluation. Operation of a success-
ful program of guidance services demands that the
counselor have readily available information about
pupils and opportunities available to pupils from
a local frame of reference. What is “average” in
one community is not “average” in another. Pupil
“opportunity’” has large local implications in terms
of both school and out-of-school infermation. In
the typical school either the counselors collect
these data or they remain largely unavailable. The
same can be said with respect to evaluation of the
guldance program. The need for changes in guid-
ance budgets, expansion, physical facilities, and
further development of the guidance program
must be supported by evidence that guidance is
making positive contributions to educational ob-
jectives. The school counselor must accept major
responsibility for carrying out local studies of
guidance effectiveness.

Finally, it can be seen that approximately 5 per
cent of the counselor’s time is being spent in activ-
ities not directly concerned with discharging the
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guidance function. It is hoped, of course, that this
proportion can be lowered still further in many
schools. If it does not rise above 5 per cent, it
will not seriously damage counselor effectiveness.
This includes such activities as taking attendance,
hall duty, luncheon duty, substitute teaching, ticket
taking, and sponsoring of school social activities.
These duties are not enjoyed by most educators.
but they are essential to the successful daily oper-
ation of the school. The counselor, as an educator,
does not consider himself to be so “special” that
he deserves to be excused from such activities so
long as they are routinely required of all teachers.
Like teachers, counselors hope the day is not far
off when other provisions will be made.

The Pupil’s Role in Guidance

Pupils are complex persons and, as we attempt
to understand their roles and relationships, we
tend to ignore their complexities and oversimplify
these roles and relationships for adult convenience.

The pupil has a concept of himself prior to his
Introduction to a program of guidance. He re-
sponds to these services as he understands that
they protect or enhance this concept. This is part
of the role he must take on the way to maturity.
Negative responses of the pupil such as the dis-
tortion of test scores, satirical self-descriptions, or
refusal to make the best possible effort, must be
accepted as a necessary part of some pupils’ roles.
On the other hand, he may take the part of the
overwilling recipient of services continuously seek-
Ing advice, because advice may be accompanied by
a series of compliments necessary to sustaining
the self-concept.

Such extremes of response to guidance services
as those above are recognized by the counselor as
meeting the pupils’ needs as he understands them.
[f attitudes and behaviors such as these cannot be
accepted as part of the process of maturing for
some pupils, they may be unable to establish a re-
lationship with a counselor conducive to mature
self-direction or profit from the basic services
described in Chapter II.

tach pupil’s role will be individualized and
unique as he understands and accepts the services
offered as a means to achieving a present or future
ideal concept. This is the common element of
the pupil’s role in guidance.

Another important factor in the pupil’s role is
the extent to which he is active in the process.
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This may be controlled by personal motivations or
by the extent to which he is permitted to be active
by others. The active role of the pupil is neces-
sary to his growth.

Time and effort of the adults concerned can be
better spent in helping the pupil develop a desire
to participate in the process or in creating situ-
ations in which he can participate fully, rather than
attempting to impose these services on a pupil
whose role previously has been a passive one.

The degree to which the pupil can and will ac-
cept responsibility for his own behavior is a factor
in the role he assumes. The pupil, unable, un-
willing, or not permitted to accept responsibility
for his active role, cannot make progress toward
maturity through guidance experience. Since this
is usually a matter of degree, it is desirable that
the service offered the pupil be consistent with
this factor in his role.

Other factors important in determining the in-
dividualized nature of each pupil’s role in the
guidance process are obvious to those concerned
with the developmental processes carried on In
the school and home. They are mentioned here
only to remind the reader that they are of at least
equal importance in guidance. These factors in-
clude intelligence. knowledge, skill, and feelings.
[t is imperative that the role of the pupil be recog-
nized and accepted as a primary role in the guid-
ance process. This role must be understood in
order that the direction and extent of the services
offered will be productive. Without this under-
standing, the efforts of the school and home be-
come blind—groping to help.

The basic concepts presented above should be
studied carefully by all readers of this handbook.
Only when these concepts are clearly understood
can the material presented in this section be view-
ed in proper perspective. Assuming these con-
cepts, there remains the question of specific be-
haviors of pupils affecting their potentiality for
profiting from guidance services.

Ideally, a pupil who is optimally able to profit
from guidance services will: (1) have a recognized
need for help in the decision-making process; (2)
have mental ability and attitudes required to work
through this process in the counseling interview;
and (3) have the resources available to implement
decisions reached in counseling. For each of these
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variables, considerable differences are evident a-
mong pupils in any single school.

The first variable—a recognized need for help
in the decision-making process—Iis perhaps the
most crucial of the three. It is impossible to coun-
sel a pupil unless he recognizes a need for help.
The futility of such an approach is obvious to any
counselor who operates on a strict sequence of
counselor-scheduled and counselor-initiated inter-
views. It 1s essential that some anxiety—some
conscious need for seeking a reasonable solution
to a problem—be present in the mind of the pupil
before he can be successfully counseled. If no such
problem is apparent, the counselor may actually
attempt to induce anxiety in the pupil in order that
counseling can take place. Helping pupils become
concerned about such problems as choosing from
course electives open to them, what the testing
program tells them about themselves, their wise
use of leisure time, or what they will do upon
leaving the secondary school, is often a necessary
prerequisite to successful counseling. The extent
to which counselors are successful in carrying out
this counseling prerequisite will be directly related
to the counselor’s ability to meet developmental
guidance needs of «ll pupils in the school. As
guidance and counseling become accepted con-
cepts among pupils in the school, an increasing pro-
portion of the counselor’s counseling time can be
expected to be occupied by pupil-initiated counsel-
ing Interviews—interviews where the pupil’s
need for help i1s recognized when he first meets
with the counselor.

In American soclety today, the task of motivat-
Ing puplls toward seeking solutions to their own
problems is rapidly becoming more difficult—and
more essential. They are becoming more difficult
because of two basic variables operating in our cul-
ture: (1) the rapidly increasing complexity of Amer-
1can soclety with its correspondingly rapid increase
in the number of alternatives facing each pupil,
and (2) the rapidly increasing tendency in our cul-
ture for persons to depend on others to solve their
problems, to direct their lives, to “take care” of
them. It 1s essential that assistance be provided
each pupil in becoming an individual—in making
his own decisions and accepting responsibility for
decisions he has reached—in choosing wisely from
among the many alternatives available to him. If
such assistance 1s not provided to pupils, we run
the risk of developing a society where less and less




Is accomplished through individual initiative, and
failure cannot be said to be the fault of anyone
This trend 1s one which must be reversed by help-
Ing pupils recognize and accept responsibility for
their own decisions; 1. e., to become aware of and
work actively toward the solution of their own
problems.

The second variable—the mental ability and atti-
tudes of the pupil—is one more difficult to con-
trol. It must be recognized, since counseling is a
learning process and pupils vary in their ability to
learn, that pupils will vary in their ability to profit
from counseling and guidance. The pupil should
work through solutions to his problems in such a
way that he can make his own decisions. This
is a prime goal of the school counselor. At the
same time, the over-all goal of the school counselor
is to help the pupil arrive at the wisest possible
decisions. Where the pupil appears to be less than
minimally capable of deciding for himself, the
counselor may decide to take a more active role
in the decision-making process. To do so requires
a great deal of counselor perspective and an even
greater degree of belief in the worth and dignity
of each pupil with whom he deals.

The third variable—having the resources re-
quired to implement decisions reached in counsel-
Ing—I1s one of the most crucial to recognize in
viewing both the goals and the potentialities of
counseling for being of assistance to pupils. It
should be apparent that to consider only individual
factors and generalized information concerning en-
vironmental opportunities is insufficient for ac-
complishment of counseling objectives. At some
point in counseling, the pupil needs to arrive at
answers to the question, “What will I really do?”
These answers must take into account reality for
that individual in his environment. All per-
sons are restricted in opportunities available to
them by a host of specific environmental factors—
cultural, social, financial, and geographical. None
1s really free to choose from an unlimited range of
opportunities which might be devised for a person
with a particular set of abilities and interests.
One of the most basic goals of counseling is to
help each individual choose from among as wide a
range of opportunities as possible. Typically, this
means broadening the pupil’s perspective beyond
that which existed when the pupil came for coun-
seling. At the same time, it is essential to realize
that the extent to which these opportunities can be
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broadened will be directly related to the pattern of
environmental restrictions operating for that pupil.
This means that part of the counseling conversa-
tion must be devoted to these restrictions as well
as to broadening the perspective of the pupil. In
operating so as to take this variable into account,
the counselor can perhaps most profitably view
himself and his function as that of a realistic op-
timist. He wants to help each pupil find as few
restrictions as possible; but, at the same time, he
wants the pupil to be aware of and accept in the
decision-making process the restrictions he has.

The Teacher’s Role in Guidance

The extent to which a teacher becomes a guid-
ance worker is a matter of perception and need.
[t would be presumptuous to say that every teach-
er must assume certain guidance functions or
strive to be as active in guidance as every other
teacher. The degree to which a teacher under-
stands the purpose and function of guidance serv-
ices and the degree to which he sees a need to
know and understand pupils plays an important
part in defining the teacher’s role in guidance.

As was pointed out earlier in this chapter, the
differences between the counselor as a guidance
worker and the teacher as a guidance worker are
more a matter of degree than of kind. The teach-
er’s main responsibility in the school is one of
instruction while the counselor’s responsibilities
center around the pupil. This does not mean that
teachers are not interested in pupils or that coun-
selors are not interested In subject-matter con-
tent. It does mean that the teacher has been edu-
cated to communicate to pupils an understanding
and mastery of certain substantive knowledge. The
understanding the teacher has of his subject-mat-
ter and the means by which it may be effectively
communicated to pupils represents the teacher’s
prime area of specialization.

The extent to which a teacher functions effec-
tively as a guidance worker depends upon the bal-
ance he strikes between his interest in pupils and
his interest in his didactic area of instruction. To
place a high priority on either with a resulting de-
emphasis on the other is to make for teachers who
are ineffective in both their guidance and their in-
structional roles. The challenge of maintaining a
sincere enthusiasm among teachers for both inter-
ests 1s one which all counselors should support.
Those teachers who profess an interest in pupils
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to the exclusion of a sincere interest in and enthusi-
asm for their subject-matter area are as inferior
as teachers who profess no interest in pupils. The
balance comes in finding teachers who are dedi-
cated to helping pupils learn. Both words—pupil”
and “learn”—must be emphasized.

The following description of the guidance func-
tion of the classroom teacher must be viewed from
the perspective presented above. In addition, it is
intended to make clear some of the specific reasons
why guidance was defined in Chapter I as a pro-
gram of school wide assistance to youth.

First, the teacher, because of the many hours
spent with pupils, becomes a potentially valuable
source of information concerning pupils. The
teacher sees the pupil in many daily situations as-
sociated with classroom activities. He sees the
pupil respond to a variety of learning situations,
develop study habits, work with other pupils, ex-
press self-concepts, succeed, and fail. Of the
pupil appraisal procedures discussed in Chapter
[I, the teacher shares with other guidance workers
responsibility for such instruments as the cumu-
lative record, the personal data blank, the pupil
autobiography, and the standardized testing pro-
gram. The teacher is solely responsible for the
success or failure of certain pupil-appraisal pro-
cedures. These include the very important ap-
praisal areas represented by the anecdotal record,
rating scales, sociograms, parent-teacher confer-
ences, and programs of home visitation. The teach-
er 1s the only person in the school in a position to
make these appraisal procedures operate effective-
ly in the total guidance program. While the coun-
selor can and should provide consultative help re-
garding how such procedures can be effective, it
1S only through the active interest of the teacher
that they can be successfully implemented.

Second, the teacher may, himself, function as a
counselor to certain pupils. In every school there
are some pupils who can be expected to relate bet-
ter with particular teachers than with the school
counselors—no matter how skilled or experienced
the counselors may be. The pupil who brings his
problems to a teacher in preference to a counselor
should not be rejected by the teacher or auto-
matically referred to a counselor. The pupil came
to the teacher because he trusted him, had confi-
dence in him, and believed that the teacher could
help him in seeking solutions to certain difficul-
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ties. In such cases, the teacher can certainly lis-

ten to what the pupil has to say. Sometimes, this,
by itself, will be sufficient for the pupil to make
wise decisions for himself. On other occasions the
teacher may feel it appropriate to supply the pupil
with information which the pupil seeks. At still
other times, the teacher will see fit to function as
an advisor (rather than a counselor) and proceed to
tell the pupil of actions which the teacher believes
appropriate for him to consider.

Third, many times the teacher will find himself
at a loss because of a combination of lack of infor-
mation, skill, and time to help a pupil who comes
to him beyond the point of listening to the pupil
state the problem. Often, he will observe pupils
In his classes appearing to be in need of counsel-
ing help who are not voluntarily seeking out either
teachers or counselors. In these situations the
teacher may decide to refer the pupil to the school
counselor. This referral function, then, repre-
sents a third major guidance function of the class-
room teacher. The first step in helping pupils is
to correctly identify those pupils in need of help.
This, the teacher can do better than anyone else
in the school.

Fourth, the teacher has many occasions to inter-
pret the guidance program to pupils. A substan-
tial portion of the attitudes pupils have towards
school in general and the guidance function as
part of education are those they learn from teach-
ers. Casual teacher remarks have, for example,
contributed greatly to either positive or negative
pupil attitudes towards clubs, extra-curricular ac-
tivities, and vocational education. This same
phenomenon is observable with respect to pupil
attitudes towards guidance. Guidance services in-
terpreted by teachers as positive means of aiding
developmental objectives of all pupils will do much

to create the kinds of pupil attitudes essential for
the accomplishment of guidance goals.

Fifth, every teacher has potential for collaborat-
Ing with the school counselor in carrying through
with suitable activities following the counseling
Interview. There are, for example, many pupils
who, as a result of counseling, decide to study
more, use their class time more efficiently, or to
devote special attention to their work in a par-
ticular class. If such well-meaning intentions are
to be translated into more than feeble attempts
at implementation by the pupil in the classroom
setting, it is essential that teachers be aware of




their nature. More than this, it 1s essential that
teachers express to the pupil through their actions
a belief that the pupil will, in fact, succeed in im-
plementing decisions he has reached. We must be-
lieve in the potential of every pupil for improve-
ment, not insist that the pupil “prove himself”’ in
order to convince us of his sincerity. This, of
course, 1s largely an attitudinal matter on the part
of the teacher. At the same time, 1t is a vital
teacher-guidance function and an essential part of
the total counseling process for many puplils.

Finally, the teacher has in the classroom set-
ting multiple opportunities for helping pupils
grow In self-understandings as well as in subject-
matter knowledge. By his actions in correctly
identifying and providing for individual differ-
ences In the classroom, the teacher contributes
directly and effectively towards development and
crystallization of the pupil’s self-concept—the pic-
ture the pupil has of himself. By consciously try-
ing to create situations in which pupils learn about
themselves from themselves by trying a variety
of different tasks, the teacher helps the pupil be
someone. Each pupil needs to be someone who is
successful, worthwhile, and accepted as a worth-
while individual. Until he is someone, it is diffi-
cult - for the pupil to set his sights on becoming
something. Every teacher affects pupil self-con-
cepts—positively or negatively—each day in the
classroom. To the extent that positive contribu-
tions are made, the teacher is indeed a guidance
worker 1n the truest sense of the word.

Perhaps at this point the teacher will ask, “How
much time does it take to be a guidance worker in
addition to my regular instructional duties?” It
would be reassuring, perhaps, to say, “None;” but
this would not be true. The guidance function
of the classroom teacher pictured here is not in-
tended either as a means of adding still more to
the teacher load or in terms of relieving the
teacher of work. The time a teacher devotes to
guldance activities is properly viewed in terms of:
(1) achieving objectives of the total guidance pro-
gram; and (2) improving effectiveness of instruc-
tion. Guidance is designed to make things better
but not easier for both teachers and pupils.

Administrator’s Role in Guidance

Guidance, like any other part of the school pro-
gram, requires administrative actions for its suc-
cessful operation. Such actions are properly the
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province of the school administrator. Specifically,
the school administrator is seen as responsible for
five kinds of administrative activities in the guid-
ance program: (1) setting direction for guidance in
the school, (2) directing staff actions in guidance,
(3) evaluating effectiveness of guidance services,
(4) administrator support of guidance in the com-
munity, and (5) guidance actions of the school ad-
ministrator involving direct contact with pupils.
Each of these kinds of activities calls for close ad-
ministrator-counselor working relationships and 1is
discussed separately below in terms of these re-
lationships.

First, determining directions the guidance pro-
gram should take in the school: Here, both the
technical knowledge of the counselor and the broad
perspective of the administrator are required for
effective action. The counselor should be able to
collect data regarding guidance neads of pupils in
the school. Such data, along with clzar explanaiion
of counselor competencies available for meet-
ing identified guidance needs, should be presented
to the school administrator. Armed with these
two kinds of data, the school administrator should,
in consultation with guidance and other profes-
sional school personnel, be able to outline the
scope and objectives of guidance in his school in
meaningful terms. Such decisions will be made
taking into consideration how guidance goals and
objectives fit in with the broader set of goals and
the total philosophy of education existing within
that school. Implementation of such decisions
will demand, of course, that budgetary consider-
ations be taken into account. Determination of that
portion of the school’s operational budget desig-
nated for guidance services must be an adminis-
trative decision.

Second, directing staff actions in guidance:
Here, the administrator must first, in consultation
wilh the counselor, decide on the kinds of activ-
ities which should have priority on the counselor’s
time. This kind of determination will involve a
wide variety of school policies including counselor
relationships with pupils, teachers, parents, refer-
ral sources, and other individuals, agencies, and
organizations with whom the counselor may work.
[t is to be expected that counselors will vary both
in interests and skills required for performance of
the many tasks which might legitimately become
a part of the counselor’s job. The determination
of the job of a particular counselor should be made
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with both the total guidance function and specific
counselor skills in mind.

After counselor tasks have been specified, de-
termination of specific guidance functions of other
staff members must be made. This involves both
the determination of general guidance functions of
all classroom teachers and specific guidance func-
tions for particular staff members. For example, it
may be decided that the ordering of occupational
information should be done through the school li-
brarian, that maintenance of cumulative records
should be carried out by homeroom teachers, or
that pupil autobiographies will be collected in
ninth and eleventh grade English classes. Such
determinations should, of course, be made in con-
sultation with the particular staff members in-
volved. The point is, however, that accomplish-
ment of the total guidance function will necessar-
1ly involve other staff members in addition to the
counselor. Both determination and administra-
tion of such functions should be accepted as
responsibilities of the school administrator.

Third, evaluating effectiveness of the guidance
function: It is essential that the school adminis-
trator accept some responsibility for making de-
cisions with reference to the criterion problem in
evaluation of guidance services. This is, of course,
directly related to decisions discussed earlier with
respect to goals and directions in guidance. The
administrator must determine, again in consulta-
tion with counselors, what he hopes guidance will
accomplish in the school. Such statements must
be made in a form amenable to measurement. As-
signment of the details of collecting and analyzing
data required for evaluation will in most schools
be assigned to the counselor. Judgments regard-
Ing the adequacy of performance must, however,
be routinely accepted as a responsibility of the
school administrator. Such judgments should be
made with respect to the entire guidance function
and not simply counselor function. They should,
of course, result in decisions regarding guidance
goals to be sought and guidance functions to be
assigned following the evaluation.

Fourth, supporting the guidance function: The
guldance function in education is one which re-
quires clear administrative support and under-
standing in dealing with a variety of individuals,
agencies, and organizations. The administrator will
be asked about the guidance function by such wide-
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ly diversified groups as school board members.
parents, service clubs, and prospective employers.
[f guidance is to retain its proper perspective, the
school administrator must be prepared to discuss
1t with such groups in terms of the contribution
of guidance to the total educational function. With-
out this kind of administrator support, the guid-

ance function 1s susceptible to much misunder-
standing.

Fifth, direct contact with pupils: In terms of
ultimate attainment of guidance objectives for all
vouth, this is perhaps the most vital of all admin-
1sirative functions discussed here. The school ad-
minisirator, more than any other individual, de-
termines the educational climate of the entire
school. By his actions, the attitudes of pupils, par-
ents, teachers, and all other community members
are Influenced toward the goals and objectives of
education. While this administrative function
goes far beyond the guidance function, its influ-
ence on guldance effectiveness is so important as
to deserve recognition here. In addition to this
general influence, the administrator will, of course.
also have numerous individual contacts with pupils.
By his actions in such situations, he has daily

potential for helping those pupils through wise
decisions he makes in their behalf.

Counselor Relationships in the Guidance Program

It 1s the purpose of this section to describe
counselor relationships in terms of ways counselors
work with other individuals concerned with pupil
welfare. Each will be briefly discussed in terms of
types of relationships making for effective pro-
grams of guidance services. It is recognized that
many times the ideal being described will not be
found in practice, and the counselor will have to
adapt his behavior accordingly. In almost any
school, some evidence will be found of teachers
who don’t care about pupils, of administrators who
view counselors as hired to perform the adminis-
trator's unwanted chores, of pupil personnel
specialists who resent counselor concern for
“their” clients, of pupils who need counseling very
much but refuse to profit from opportunities for
counseling, and of parents who wish they weren’t.

To discuss counselor relationships in terms of
interactions with all possible situations would de-
mand a handbook of excessive length. As an
alternative, many expected relationships will be
briefly pictured here in terms of how counselors




would like them to be; 1. e., in terms of those pat-
terns of relationships which make for the best
kinds of guidance programs. Where differences
are observed from this “ideal,” it is hoped that
attention will be directed towards analyzing the
nature of such differences, the reasons for them,
and the degree to which it appears feasible and
desirable to attempt changes.

Parents and the guidance program. It would
be inappropriate to think in terms of the “role”
of the parent in the school guidance program.
At the same time, it is not only appropriate
but also necessary that certain relationships be-
tween parents and school counselors be given care-
ful consideration. Both the parent and the coun-
selor know, care for, and worry about the pupil
and the kind of person he is becoming. The goals
of both are to help youth grow into mature, re-
sponsible adults leading lives characterized by
warm personal satisfactions and honest contribu-
tions to society. It is, however, differences 1n ways
available to parents and counselors for helping
youth and ways in which parents and counselors
should work together with which concern is being
expressed here.

The concepts of knowing and understanding the
pupil from the standpoint of the parent and coun-
selor will be discussed first. The parent knows
his own children, not only because he has been
with them since birth, but also because they are
a part of him. While each individual is truly
unique, the close association and shared environ-
ment of parent and child make many parental
characteristics and attitudes become those of the
child. Parents frequently see themselves in their
children and, as a result, understand their actions
In ways not available to any other person. Per-
ceptions of children as seen by their parents are
often clear and insightful. At the same time, they
are seldom unbiased or entirely objective. At
least they should not be. Every child needs others
to believe in him. He should be able to depend on
his parents to fulfill this need even at those times
it appears all others have lost confidence in him.

The counselor, by contrast, emphasizes objec-
tivity in his attempts to understand children. He
learns about pupils by comparing a given pupil
with others on certain characteristics and by com-
paring a set of characteristics as he assesses them
within the pupil. This is not to say a counselor
knows a pupil better than the parent but only that
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he knows him in a different way. Both counselor
and parent perceptions need to be communicated
to youth and discussed between parents and coun-
selors as each attempts to help the pupil better
understand himself.

Both parents and counselors care for and are
concerned about the pupil. The parent’s love for
his own children is, of course, a unique and dis-
tinct phenomenon completely unavailable to any
other person. It is rightfully possessive, typically
enduring, and eternally optimistic. The parent’s
concern for his child is inevitable in the sense that
whatever decisions the child makes directly af-
fect the parent and often call for a whole set of
parental decisions of major personal consequence.
The counselor cares for and i1s concerned about
each child as a worthwhile individual capable of
growing into a mature and responsible adult. The
way in which the counselor cares, however, In con-
trast to the parent, is oriented primarily around
respect and not affection. The extent to which
the counselor can express care for a particular
pupil is, of course, much more limited than that
of the parent. In both cases, the care is real and
genuine, but it is not the same and is not intended
to be.

Both parents and counselors want pupils to ac-
cept responsibility for decisions they have reach-
ed. Here, too, a different set of circumstances
prevails with respect to ways in which this goal
can and should be carried out in practice. The
parent has both a right and a responsibility to con-
vey to his children the thinking of the parent with
respect to the nature and wisdom of possible alter-
natives available to the child. The fact that almost
every decision made by the child directly affects
the life of the parent makes such parental action
essential. All children need and most seek ma-
ture, adult opinions with respect to the wisdom
and desirability of major choices they must make.
Such opinions properly come from parents. Too
many parents, in their zeal to allow their children
to choose for themselves, fail to realize the per-
sistent and vital needs of youth for the kinds of
adult opinions which only parents are entitled to
provide.

The counselor, on the other hand, has neither a
right nor a responsibility for conveying to pupils
the counselor’s personal feelings with respect to
the wisdom of pupil decisions. The counselor can
best help youth and their parents in the decision-
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making process through helping both better under-
stand the pupil and the variety of environmental
opportunities available to him. Decisions them-
selves must be made by both pupils and parents.
Opinions regarding their desirability are not the
prerogative of the counselor. The counselor as-
sists both pupils and parents in the decision-mak-
Ing process through serving as a source of infor-
mation and as a sounding board as they attempt
to make decisions affecting their lives. Such de-
cisions affect the counselor’s life to only a rela-
tively small degree and so are not his to make.
He does have a responsibility for helping both
pupil and parents acquire a broader and more ac-
curate basis for decision-making than they had
prior to seeing the counselor, but he does not—or
at least should not—assume responsibility for the
nature of decisions reached. This 1s a sacred right
of the child and his parents. It is a right which
good counselors seek to preserve.

There remains the question of how parents and
counselors can and should work together towards
attainment of their common objectives of helping
youth. Parent-counselor contacts should be 1niti-
ated by either party whenever an apparent need
for communication arises. There are two points
In the secondary school when systematic counselor
contacts should be made with all parents on an in-
cividual basis. The first is at that point when the
counselor is attempting to help pupils decide
on the pattern of courses they will pursue in the
senior high school. Here, it is hoped that the
pupil will discuss alternatives carefully with his
parents and make decisions with parental advice.
The parent is in a better position to help his child
If he has had direct contact with the school coun-
selor. In this way, he can receive information
regarding the pupil and opportunities available
to him in a situation where the parent can raise
questions and discuss alternatives privately with
the counselor. The second point of systematic
parent contacts should be at the time the counselor
1S working with seniors on post-high-school plan-
ning. Here, too, the nature of decisions to be
made and their possible consequences demand that
the parent be equipped with a great deal of in-
formation if he is to help his child make wise
decisions. When parents are not involved, much
of the counselor-pupil discussion is often wasted
because of parental circumstances unknown to
either. Both parents and counselors can help each
other to help youth. Neither should ignore the
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other if children are to receive the help they
need in making wise decisions.

In some schools, three-way conferences involv-
ing the parent, counselor, and pupil are routinely
conducted. While such conferences may be help-
ful, they should not be considered as adequate sub-
stitutes for parent-counselor contacts where the
pupil 1s not present. In the parent-counselor con-
ference, the counselor does not attempt to counsel
the parent in the truest sense of the word. That is,
the primary topic of conversation is the child, not
the parent. The conference consists of an exchange
of information regarding the child and his oppor-
tunities designed to provide both parent and
counselor with new insights. While occasions for
direct counseling of parents will sometimes arise
during such conferences, this is not the reason
they should be called. The school counselor who
routinely attempts to counsel parents is, in ef-
fect, depriving pupils of counseling time. It will
and should occur at times but it is not the primary
reason for counselor-parent contacts.

As with pupils, many parent contacts will be ex-
tremely short while others will require one or
more hours. Parents with specific questions re-
garding such matters as curricular choice, college
admittance, school placement services, or selective
service requirements should find counselors will-
ing and able to provide them with specific answers
in a very short period of time. Parents who want
to consider a host of interrelated matters relative
to decisions their children must make should find
counselors who are willing to take the time to
look at the total picture. The counselor serves
primarily as a source of information to parents but
1s not as active in the decision-making process with
them as he is with pupils.

Counselor-teacher relationships. Teachers and
counselors are professional colleagues. Neither
should be considered as better, more important,
more privileged, or possessing greater potential
for being of help to pupils than the other. The
counselor has a primary interest in guidance and
a secondary interest in instruction. The teacher has
a primary interest in instruction and a secondary
interest in guidance. Where such situations exist,
we do not find counselors saying to teachers,
“Don’t talk to me about your instructional prob-
lems—I'm the guidance man.” Neither do we
find teachers saying, “I will handle the math and
you handle the guidance. I won't ask you to help




me with math if you don’t ask me to help you with
guidance.”

Rather, we find teachers who recognize and ac-
cept guidance as a school wide program of assist-
ance to vouth; who recognize and accept the teach-
er's role in guidance as outlined earlier in this
chapter; and who are well aware of the fact that
the goals of guidance can never be accomplished
solely through counselor actions. We also find
counselors who recognize and accept the fact that
the primary reason why schools exist is for in-
struction of youth, who are willing to view guid-
ance as a service fitting in with this over-all ob-
jective of education, and who do not act as though
the entire school program should revolve around
guidance goals for particular pupils.

Teachers and counselors each have a consulta-
tive role to play in the total guidance program.
The counselor serves as a consultant to teachers
in the technical areas of appraisal, information
concerning environmental opportunities, out-of-
school referral sources, and counseling. The teach-
er. serves as a consultant to counselors with re-
spect to behavior patterns of pupils, the need for
guidance on the part of certain pupils, the feasibil-
ity of proposed classroom environmental changes,
and the effects of various counselor actions on
observed changes in pupils in the classroom.

Neither teachers nor counselors consider them-
selves In a position where they are responsible
for directing or ordering the other to perform cer-
tain functions. Each recognizes the potentiality of
the other for being of assistance in the attainment
of both guidance and instructional objectives. At
the same time, each also recognizes that the other
can assist if he chooses but cannot be forced or
“made” to cooperate in an effective manner. As
with any other enterprise, schools have a need
for directives, and administrative edicts applied
to employees. Both teachers and counselors will
receive such edicts frequently—but they should
not give them to each other.

Both the teacher and the counselor are special-
1sts in education in a very real sense of the word.
As specialists, we do not find teachers asking coun-
selors, ‘““How should I organize my classes and
courses 1n order to make them more effective?”
Neither do we find counselors asking teachers,
“What 1s my job and how should I be spending
my time?”’ Each is supposedly well prepared for
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the function in which he engages. The word
“teacher” denotes a professional specialty in edu-
cation and so does the word “counselor.” The ef-
forts of teachers and counselors to help each other
come about through a recognition of their shared
interest and the interdependence of guidance and
instruction. Both teachers and counselors must be
aware of the skills and knowledges essential for
effective action in their own specialties.

Counselor-administrator relationships. Coun-
selors must accept the school administrator as one
In a position to give administrative direction and
leadership to the guidance program. The two words
“direction” and “leadership” can be misleading,
however, in that they are both properly used with
different connotations. Administrative direction
and leadership is not the same as the leadership
and direction growing out of professional special-
ization. In one sense, the administrator is the di-
rector and leader of English education in the
school while, in terms of professional decisions
concerned with this specialty, the English teachers
may be considered as ‘“‘directors” and ‘“leaders” in
an equally appropriate sense. It is just so with
guidance. Basic decisions regarding the direction
guidance will go and who will perform certain
guidance functions are made by the school
administrator taking into account the total pattern
of school operations. Basic decisions regarding
the direction guidance should go to be maximally
effective and who can best perform certain guid-
ance functions should be made by the school
counselor as the school’s guidance expert. Both are
“leaders” and “‘directors” but in a different sense.
(Counselors do not expect administrators to assume
responsibility for determining what makes a good
guidance program any more than they will for
what determines a good foreign language program.
They do expect administrators to be sufficiently
conversant with and sympathetic to the needs of
guidance so as to be in a position to make appropri-
ate decisions regarding the kind of program this
school can afford. Administrators should expect
their school counselors to brief them in an accur-
ate and knowledgeable manner regarding the pres-
ent status and future needs for guidance in the
school. This 1s basic to good administrator-coun-
selor relationships.

The administrator should expect the counselor
to provide him with pupil data required for admin-
istrative decisions. For example, the counselor
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should provide evidence of the need for ability
grouping, for curricular changes, for special at-
tention to certain kinds of pupils, and of the need
for additional guidance services. In this sense,
the counselor provides assistance to the school
administrator. At the same time, the counselor
should not be used as an assistant administra-
tor. Details involved in actual curriculum con-
struction, production of the master schedule, abil-
ity grouping, and pupil accounting are adminis-
trative and not guidance functions. If the coun-
selor functions as outlined earlier, he will have
plenty to do without relieving the school admin-
1strator of tasks such as these.

The administrator should expect the counselor,
like himself, to be interested in the total school
program since guidance is a school wide function.
He should not, however, consider the counselor
as one who will automatically report to the admin-
1Istrator any information made known to the coun-
selor affecting the total program. The counselor,
by virtue of his counseling duties, receives many
bits of pupil and teacher information in confiderice
which he is committed to keep confidential. Both
pupils and teachers need to feel that information
concerning them collected under such conditions
will not be reported to the school administrator.
The only effective way of accomplishing this ob-
jective is for clear understandings to exist between
counselors and administrators regarding the im-
portance of the confidential counseling relation-
ship.

Finally, something should be said regarding ad-
ministrator-counselor relationships in those aspects
of the counselor’s job referred to earlier in this
chapter as ‘“other school functions.” It will be
recalled that the counselor was seen as spending
approximately 5 per cent of his time in such activ-
ities. The goals and objectives of guidance are
greatly endangered in those schools where the ad-
ministrator views the counselor as the ‘“always
avallable” person for other things. Because the
counselor has a special interest in pupils, he will
attend pupil functions more regularly than the
typical teacher. This does not mean that he should
always be the one to volunteer to chaperon at
school dances or school bus trips. The fact that he
may have no regularly scheduled classes does not
mean that he has no regular duties to perform. He
should not be construed as one ‘“always avail-
able” for substitute teaching, for hall duty, or for
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transporting sick pupils to their homes. Counselors
are as available but no more so than any other

professional staff member for such activities.
School administrators who routinely use their
counselor time for such things are doing so at
the expense of a quality program of guidance
services.

Counselor-pupil personnel relationships. As
schools have grown in size and complexity, in-
creasing need for a variety of specialists whose
work revolves primarily around meeting non-
instructional, non-administrative pupil needs has
become apparent. As a consequence, we have seen,
in addition to guidance specialists, other kinds of
personnel including school psychologists, school
attendance officers, school social workers, and
school health officers combining to form a team
of pupil personnel specialists who, through their
joint efforts, are primarily responsible for what
has come to be known as the pupil personnel (as
opposed to the instructional or the administra-
tive) phase of public education. The school coun-
selor i1s properly viewed as one of the pupil per-
sonnel specialists in such systems. In view of the
apparent need in Iowa for rapid expansion of the
total pupil personnel phase of the school program,
it seems desirable to briefly outline relationships
of the school counselor with other personnel spec-
1alists. While to discuss such relationships for
each specialist would be impractical from the
standpoint of their frequency of employment in
fowa schools, several basic principles can be pre-
sented which will be generally applicable.

To begin, the counselor differs from other pupil
personnel specialists in his concern for «ll youth in
the school. Each other specialist, with the pos-
sible exception of the school nurse, has a clien-
tele of a much more restrictive nature. Because
the counselor is concerned with all pupils, it fol-
lows that he is interested in each pupil working
with other pupil personnel specialists. This con-
cern should not be construed as supervision in
any sense. It 1s rather simply a sincere interest
in all pupils which prompts the counselor to main-
tain these close working relationships.

As a member of the pupil personnel team, the
counselor does not consider himself either an ade-
quate or an Inadequate substitute for a school
psychologist, a school health officer, a school so-
cial worker, or a school attendance worker. Each
of these specialists 1s seen as being better equip-




ped in terms of professional background to help
certain pupils meet their needs than is the school
counselor. The counselor is a specialist in helping
all pupils meet their developmental guidance
needs. Each of the pupil personnel specialists
has a different aspect of youth needs in which he
1s particularly competent. None is rightfully view-
ed as more competent than another. Rather, each
possesses a different set of competencies and so
different (not differing) potentialities for being of
help to youth.

Just as classroom teachers use the counselor as
a referral source, so does the counselor use other
pupil personnel specialists for referral purposes.
Whenever we speak of a pupil in need of help in
solving problems, we do not automatically mean
he is in need of guidance. Guidance represents
only one kind of help available in the total school
program and guidance specialists are most willing
to acknowledge this fact.

The counselor, as a particular kind of pupil per-
sonnel specialist, is most clearly distinguished
from other pupil personnel specialists in terms
of his skills in counseling, appropriate pupil ap-
praisal procedures, and ability to assess environ-
mental information needed by all pupils, and his
dependence on classroom teachers as professional
co-workers in discharging the guidance function.
In relating with other such specialists, these are
the skills which the counselor seeks to have recog-
nized.

[t 1s Inevitable that, in his concern for guidance
of all youth, the counselor will, on occasion, en-
gage 1n some activities closely resembling special-
ities of other pupil personnel workers. For ex-
ample, he may find it necessary to administer an
individual intelligence test, to make a home visit,
to study causes of excessive absenteeism from
school, or to consult with a physician. When he
does so, it is because of his concern for the pupil
and the inability or lack of need to call in another
pupil personnel specialist at the time. Typically,
the counselor’s purpose will, because of his guid-
ance emphasis, be somewhat different from the
purpose of other pupil personnel specialists even
when engaging in these kinds of activities. The
counselor (when qualified to administer individual
mental tests), does so because he is wondering
about the possible existence of a reading handicap,
language handicap, or because some pupils become
upset when taking a paper-pencil type test, and
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not because he wants to “take over” the duties of
the school psychologist who uses such instruments
for diagnostic and special educational classification
purposes. When he visits a home, it is usually
In connection with the developmental guidance
needs of a pupil and not because he wants to en-
gage In the remedial function of the school social
worker. Analogous examples could be given for
each of the other pupil personnel specialties. The
point, however, 1s clear. The counselor 1s not
substituting for any other specialist but simply
doing his job.

Counselor-pupil relationships. The most crucial
relationships in which the counselor engages are
those involving pupils. For this reason, it is essen-
tial that a set of clear-cut statements be made re-
garding the basic nature of effective counselor-
pupil relationships in the school setting.

The counselor must see the pupil as a worth-
while, unique individual possessing potentiality
for positive growth in ability to solve his own
problems. He must see himself as functioning
in such a way that decisions affecting the pupil’s
life are made by the pupil and his parents rather
than the counselor. He must see his objective as
one of lessening, not increasing, pupil depend-
ence on the counselor in the problem-solving
process. He must see the counseling relationship
as an opportunity for the pupil to learn about
himself and his opportunities in such a way that
the pupil is aided to responsible self-decisions and
so to greater maturity.

The pupil must see the counselor as an accept-
ing, permissive person with whom he can relate
and In whom he can confide without fear of re-
prisal, scorn, ridicule, or shock. He must feel that
this is a person he can trust with his confidences
and one who has the ability to help the pupil to
help himself. The counselor must be viewed In
the counseling relationship as one who has a sin-
cere Interest in the pupil as a person and as one
who knows certain things presently unknown to
the pupil which will aid him in seeking solution
to his difficulties. Certainly. the counselor must
be viewed as a mature, responsible adult capable
of understanding the pupil with his problems. The
counselor should not be viewed as the one person
who is trying to make things ‘‘easier” for the
pupil or who can be counted on to “side” with
the pupil *“‘against” teachers and school adminis-
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trators. The counselor will accept criticism of
the school and its staff from pupils; but he will
not, nor should he be expected to, agree with a
pupil’s criticisms. The counselor is not the one
who defends the school or its staff to the pupils,
but he is one who should be viewed by pupils
as capable of helping them understand and plan
positively with respect to interactions with teach-
ers, school rules, and the total school program.

Outside of the counseling relationship, the
pupil should see the counselor as a member of
the school staff. As such, the pupil should not
be surprised or disappointed if the counselor ad-
monishes him for socially unacceptable behavior
in the hall or on the playground. Neither should
he be surprised if, at pupil functions, the counselor
prefers the company of other staff members to
that of pupils.

Conclusion

Counselor relationships, like those the coun-
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selor establishes with teachers, parents, school
administrators, and other pupil-personnel special-
Ists, do not occur automatically just because the
counselor 1s appointed to his job or because they
are the kinds of relationships counselors hope to

build. The development of relationships, such as
have been described here, comes about as a result
of attitudes developed through counselor inter-
action 