
-

BF 
637 
.C6 
G 85 
1963 

C) 

::r 
r-

_jjj - p {' .s c-, '(I ~ I .( I 

~tate of lJoma 
19113 

SUGGESTED POLICIES FOR IOWA SCHOOLS 

Published by the 
STATE OF IOWA 

Des Moines 

• 





-

• 

t;tatP of JJnu1a 

1963 

SUGGESTED POLICIES FOR IOWA SCHOOLS 

Io,va Cooperative Curriculum Development Program 

Issued by 

Iowa State Department of Public Instruction 

Published by ti1e 
STATE OF IOWA 

Des Moines 



Pr1ce $1 00 per copy. Order from the State Department of Public 

Instruction State Office Building, Des Mo1nes 19, Iowa. 

il 

• 



... 

TATE BOARD OF PUBLIC INSTRUCTION 

HARRY M REED, Waterloo (President) 

STERLING B. MARTIN, Melrose (Vice President) 
C. W. ANTES, West Union 

DELMAR F. BUSSE, Oakland 

SHERMAN W. HIRSCHLER, Fairfield 
C. E . JUDD, Thompson 
LESTER lVIENKE, Calumet 

MRS. JAMES SHANNAHAN, Des Moines 
:.MRS. OTHA D. WEARIN, Hastings 

DEPARTMENT OF PUBLIC INSTRUCTION 

ADMINISTRATION 

PAUL F. JOHNSTON, Superintendent of Public Instruction and Executive Officer of 
State Board of Public Instruction 

W. DALE CHISMORE, Assistant Superintendent-Instruction 
W. T. EDGREN, Assistant Superintendent-Administration 

Division of Advanced Education and In tructiona] Services 
Wayland W Osborn, D1rector 

ill 



IOWA COOPERATIVE CURRICULUM DEVELOPMENT PROGRAM 

entral Planning Committee 

W Dale Chismore, Assistant Supenntendent-Instructwn, State Department of Public Instruction (Chairman ) 
Wayland W Osborn, Director, DivlslOn of Advanced Education and Instructwnal Services, State Department of Public In-

struction (Alternate Chairman) 
Harold E Dilts, Consultant, Curnculum Development. State Department of Pubhc Instruction (Committee Coordinator) 

W T Edgren, Assistant Supenntenclent-Admmistratwn, State Department of Public Instruction 
Boyd H Graeber, Director, Division of VocatiOnal Education, State Department of Public Instruction 

Donald C Henn, Pnncipal, John Adams Junior High School, l\lason City 
Wm Lee Hoover, Consultant, Guidance Se1v1ces. State Department of Pubhc InstructiOn 
Paul F Johnston, Supenntendent, State Department of Public Instruct10n 
VIrgil S Lagomarcino, Director of Teacher Education , Iowa State University, Ames 
Drexel D Lange, Director, DiviSion of Special Education, State Department of Public Instruction 
Robert W. Langerak, Principal, Smouse Elementary School, Des Moines 
C Louis LeCocq, Curnculum and Instruct10n Director, Dubuque Community School District, Dubuque 

Alfred Schwartz, Dean of the University College, Drake University, Des Moines 
Richard N Smith, Director, Division of Administration and Fmance, State Department of Public Instruction 

Franklin D Stone, Supenntendent, Keokuk Community School Distnct, Keokuk 
S T Tweed, Superintendent, Winnebago County Schools, Forest City 
L A Van Dyke, Professor of Education, State University of Iowa, Iowa City (Editonal Consultant) 
Guy Wagner, Director of Curnculum Laboratory, State College of IO\\a, Cedar Falls (Editorial Consultant ) 

Paul E Wallace, Director, DiviSion of Supervision, State Department of Public Instruction 

Guidance Ar ea Committee 

Kenneth B Hoyt, Professor of Educatwn, State University of IO\·va, Io\\. a City <Chairman) 
Wm Lee Hoover, Consultant. Guidance Services, State Department of Pubhc Instruction (Co-Chairman ) 
Richard Banning, Guidance Director, Mason City High School, Mason City 
David H. Bechtel, Director of Area Commuruty College Study, State Department of Public Instruction 
Wilham J Bolt, Deputy Director of EducatiOn, U S Anny Dependents' Education Group, APO No 164, ew York 

(Formerly Supenntendent Perry Community Schools, Perry) 
Ray Bryan, Head, Department of Education, Iowa State University, Ames 
Charles E Cooper, Associate Professor of Education, State University of Iowa, Iowa City 
Richard Mernman, Associate Professor of Education, Idaho State Umvers1ty, Pocatello (Formerly Associarte Professor 

of Education, Iowa State Umversity, Ames) 
Wray Silvey, Professor of Education, State College of Iowa, Cedar Falls 
Giles J Smith, Assistant Consultant, Guidance Services, State Department of Public Instruction 
Stuart T1edeman, Professor of Educatwn, Drake University, Des Moines 

• 
IV 



• 

Production Committees For Guidance Handbook 

A Guidance Concept 

Wray Silvey, Professor of Education, State College of Iowa, Cedar Falls (Chairman) 
Richard Banning, Guidance Director, Mason City High School, Mason City 
Richard M. Clugston, Counselor, Elementary Schools, Karlsruhe, Germany, APO 163, New York (Foi merly Director of 

Guidance, Cedar Falls Community Schools, Cedar Falls) 
Richard Downs, Guidance Coordinator, Cerro Gordo County Schools, Mason City 
Joseph T. Doyle, Counselor, East High School, Waterloo 
Harold B Engen, Guidance Coordinator, Lyon County Schools, Rock Rapids 

Basic ElemE'nts in a Guidance Program 

Richard Merriman, Associate Professor of Education, Idaho State University, Pocatello (Formerly Associate Professor 
of Education, Iowa State University, Ames) (Chairman) 

Ray Bryan, Head, Department of Vocational Education, Iowa State University, Ames 
Boyd V. Cammack, Guidance Director, Storm Lake Community Schools, Storm Lake 
Edward C. Drahozal, Graduate Assistant, State University of Iowa (Formerly Counselor, J efferson Commundty 

Schools, J efferson) 
Richard Nystuen , Director of Gutdance, Cedar Falls Community Schools. Cedar Falls (Formerly Director of Guidance, 

Humboldt County Schools, Dakota City) 
E . Paul Seydel, Principal, High School, Fort Dodge 

Roles and Relationship 

Charles E . Cooper, Associate Professor of Education, State University of Iowa, Iowa City (Chairman) 
Elizabeth Burlanek, Counselor, George Washington High School, Cedar Rapids 
Wilbur Cline, Guidance Director, Davenport Community Schools, Davenport 
Brony F. Kastantln, Dean of Boys and Guidance Counselor, Ottumwa Htgh School, Ottumwa 
Robert E . Owen, Principal, Bettendorf High School , Bettendorf 
John L. Shultz, Graduate Assistant, State University of Iowa, Iowa City (FOimerly Counselor, Thomas Jefferson High 

School , Cedar Rapids) 

Facilities and Costs 

Wm. Lee Hoover, Consultant, Guidance Services, State Department of Public Instruction (Co-Chairman) 
David H Bechtel, Director of Area Community College Study, State Department of Pubhc Instruction (Co-Chair­

man) 
William J . Bolt, Deputy Director of Education, U S. Army Dependents' Education Group, APO No 164, New York 

(Formerly Superintendent, Perry Community Schools, Perry) 
Richard A. Leed, Counselor, East Side JuniOr High School, Council Bluffs 
E . Gordon Polmg, University of South Dakota, Vermillion, South Dakota (Formerly Guidance Dtreotor. Woodbury 

County Schools, Sioux City) 
Erling A Rasmussen, Counselor, Harlan Community Schools, Harlan 

Evaluating the Guidance er vices 

Stuart Tiedeman, Professor of Education, Drake University, Des Mome5 <Chairman ) 
Elroy Condit, Vtce Pnncipal, Woodrow Wilson JuniOr High School, Des Moines 
Arthur R. Eady, Teacher-Counselor, Indianola Community Schools, Indianola 
Gary L Ohver. Pnncipal, Johnston Consohdated School, Johnston 
Harlan A Roloff, Counselor, Franklin JuniOr High School, Cedar Rapids 

v 





-

• 

FOREWORD 

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

This publication j intended to provide a basic 
statement of suggested policy with r eference to the 
guidance 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 
guidance services for all Iowa 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 in 
the years just ahead. We have written about what 
we know and believe to be workable today-not 
what we guess 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 is 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 
Iowa school administrator needs a concise reply to 
the directive he gives his counselor; namely, 
((S tate 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 is 
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 is that, 
in Iowa schools today, a "why-we-do-it" document 
is needed more than a "how-to-do-it" approach. 

. 
Vlll 

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
~ion 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 n1ake 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 Iowa 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 

• 



-

TABLE OF CONTENTS 

CHAPTER 

I. A Guidance Concept ___ _ _____ _ -------------------------- 1 
Guidance: A Defini:tion and a Point of View ________ __________ ____ 1 
Issues to Be Resolved in Implementation of a Guidance 

Point of Vie\¥ ______ ______ __ ________ __________ ___ 2 

Issue No 1: The School Counselor's Commitment to 
Education _ _____ ________ ______ _______ _____ 3 

Issue No. 2: The Extent to Which Quality Guidance 
Services Should Be Made Available to All Pupils____ ~-- 4 

Issue No. 3: The Extent to Which Guidance Should Be 
a Part of Both Elementary and Secondary Education __ 4 

Issue No. 4: The Extent to Which Counseling Should 
Be Oriented Around Developmental As Opposed to 
Remedial Goals -----· ______ _____ 5 

Issue No. 5: The Extent to Which Specialized Guidance 
Staff Should Be Employed __ _____ ______ ____ 6 

Issue No. 6: The Question of Teacher-Counselors Versus 
Full-Time Counselors __ ____ ________________ 7 

Issue No. 7: The Counselor-Pupil Ratio in the Secondary 
School ________ ~------ ~------------ 7 

Issue No. 8: The Extent to Which Counseling Informa-
tion Should Be Considered Confidential _____ _ ______ ____ 8 

Issue No. 9: The Extent to Which Guidance Can Be Car-
ried Out in Groups _______ ______ ________ ___ 9 

Issue No 10: The Extent to Which Guidance Should Be 
Dependent Upon Out-of-School Resources ------------------- 9 

Summary ----------------------------------------------------------- ------------------------- 10 

II. Basic Elements in the Guidance Program ---------------------------- 11 
The Basic Guidance Needs of Youth ------------------------------------ 11 
The Basic Guidance Services ___________ ------------------------------------- 12 

The Appraisal Service -~---------------------------------- 12 
Environmental Information Service --------------------------------- 13 
Counseling Service ---------------------------------------------- 14 
Services to Pupils in Groups ·--------------------- ------------------------- 14 
The Evalua lion Service _ ·------------------------------------------------- 15 

Skills Required in Guidance _____ ---------------------- 15 
Skills in I<nowing and Understanding Pupils _ _ ~------ _ __ 15 
Skills in Collecting and Disseminating Environmental In-

foi·mation _ __ ______ _____ 17 
---------------

Skills in Identifying Guidance Needs of Pupils _ 17 
Skills in Helping Pupils Understand Themselves and Their 

Environment ---------------------------------- 17 
Skills in Using N onschool Resources ____ _____ ·- 17 
Skills in Helping Pupils Make Choices, Decisions, and 

Adjustments _____ ----~ __ 18 
Skills in Assisting Youth to Accept Responsibilities for 

Choices and Decisions ~---- .. _ ___ 18 
Skills in Implementing Choices, Decisions and Adjust-

ments _____ ·---- ------------------------------ ___ 18 
Conditions Necessary For Action --------------------------------------------- 18 

• 
IX 



III. Role and Relationship 20 
The School Counselor as a peciahst in Education 20 
The School Counselor as a Person 22 
The School Counselor 's Role in Guidance _________ . ___ 23 
The Pupil's Role in Guidance ____ _ __ ------------------------- 24 
The Teacher 's Role in Guidance ___ ----------------------- ______ 26 
Administrator's Role in Guidance _________________ 28 
Counselor Relationships in the Guidance Program _________ 29 
Conclusion ________ _ _ . _____________ ______ ___________ 35 

IV. Physical Facilitie and Co t in Guidance -------------------------- 36 • 

Physical Facilities ______ _ _ __ _ ------------------------------ 36 
Counselor Offices __ _ _________________________ 36 

The Guidance Information Center _ -------------------------------- 37 
The Pupil Record Center ____ __ . ___ _____________________ 38 

The Concept of a Guidance Suite _ --------------------------- 39 
Costs of Guidance __ ---------------------- 39 

Direct Operational Costs of Guidance: Salaries _________ ~--- 40 
Direct Operational Costs of Guidance Other Than Salaries 41 

Sutnmary _ ____________ __ ___ __ _ __ _ _ _ _ ---------------------- 42 

V. Evaluation in Guidance __ ------------------------------- 43 
Purposes of Evaluation in Guidance ___ ---------------------------- __ 43 
Approaches to Evaluation __________________________________________________ 43 
Problems in Evaluation _____ _ ________________________________ 48 

Suggestions for Evaluation __________ _ . ------------------------------ 49 
Summary _ ______________ _______ _ ________ _ ----------------------------------- 50 

• 

X 



-

CHAPTER 
ONE A Guidance Concept 

R 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 is a recognition of these joint responsibilities 
of education-(! ) 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-
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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 if 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 is that part of the total educational pro­
gran? designed to foster maximal development of in­
div idual potentialities through providing school wide 
assistance to youth in the choices, decisions, and ad­
justntents each must make as he n1oves toward matu­
rity. This definition carries many implications for 
guidance 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 II 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 is viewed as having goals which 
are primarily developmental with secondary em­
phasis on remedial and preventive obJectives. 
It IS 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 desir ed 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 In terms of Inaking things 
"easy" or "soft" for pupils, but rather must be 
viewed in terms of constantly working toward help­
ing each pupil do his very bes t at all times and, as 
a result, develop his potentlalltles 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 
is not an event which should be thought of as oc­
curring only at specified times in his school ex­
periences. Nor is guidance a function which can 
be carried on solely by specialists in the guidance 
area Guidance r esponsibilities 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 the1r parents Guidance is 
not something which is done to pupils or some­
thing which can be forced on pupils. The purpose 
of guidance is to foster development of sound 
decision making by all pupils with the eventual out-
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come being increased ability on the part of the 
pupil to accept responsibility for making decisions 
by hin1self In accepting this as an ultimate goal, 
guidance workers also recognize this to be a 
developm ental obJective and not one which can be 
fully r eallZed 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 vie\ved as helping youth solve better 
those problems which they must solve anyway The 
kinds of choices, decisions, and adjustments with 
\Vhich guidance is 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 
be 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 
\vithout 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 
r eached and is, ther efore, directly r elated to both 
individual and societal goals. 

I ue to Be Resolved in Implementation 
of a Guidance Point of View 

To agr ee 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 ho\v any of these issues should be resolved at 
the local school level. There is, however, a respon­
sibility for sharing with Iowa educators the feel­
ings of the committee with respect to each issue 



-

I ue No. 1: The chool Coun elor' 

Commihnent 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 
is 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 Iowa school counselors 
arc r equired 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 ho\v the individual chose to \vork in a 
~chool setting is not answered 1n this argument, 
and (b) the operational problems of school admin-
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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 
assu1ne acceptance of broader goals and objectives 
connected 'A' ith 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 r ejected 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, it is 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 befor e sug­
gesting that school counselors should not be re­
quired to possess teaching certificates or demon­
strated successful teaching experience 

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



I ue o. 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. 

Ther e has been a persistent emphasis on guid­
ance for the intellectually able pupil since passage 
of the National Defense Education Act of 1958 
( DEA) 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 is 
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 in doing so Certainly, no counselor is 
complaining about such extensive opportunities for 
being of service to the college-bound youth. 
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Ilowever , a r eal and disturbingly persistent issue 
arises with respect to both present efforts and pa­
ten hal 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 
is very minimal at present. We lack knowledge 
concerning reputable training facilities for such 
pup1ls 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 is largely nonexistent. 
Even worse is the current social trend to r egard 
such youth as having made "second-best" choices 
in comparison with their peers who decided to en­
ter four-year colleges and universities 

It is time to recognize and reaffirm our belief in 
the worth and dignity of all pupils in the school. 
It is \Vay 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 
curncula, 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. 

I ue No. 3: The Extent to Which Guidance 
hould Be a Par t of Both Elementary 

and econdary Education 

Guidance 1n 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 
hme 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
ities for educational course decisions typically are 
not available to pupils until the secondary-school 
years, there is 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 ~~ishes 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 
is 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 llves of 
J.ll pupils Provisions should be made for making 
the services of school counselors available to ele­
mentary schools upon request Such services should 
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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 \Vork closely with other special­
ists at the elementary-school level 

I ue No. 4: The Extent to Which Counseling 
hould 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 If 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 is 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 ~ho needs early Identification and referral to 
specialists outs1de 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 is a counselor" 
is 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 is 
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 7 Where is the 
classroom teacher to find tlme to perform the guid­
ance function as something over and beyond his 
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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 
\Vithou t 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 dnve, the 
successful school counselor must also possess the 
kind of essential knowledge which will enable him 
to \Vork successfully with pupHs, teachers, adminis­
trators, parents, and outside sources in attaining 
guidance objectives The professionally prepared 
school counselor \vith adequate time to function 
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must be the central parl of any real guidance pro­
gram 

Is ue No. 6: The Que tion of Teacher­
Coun elors Ver u Full-Time Counselors 

Closely r ela ted to Issue No. 5, is the question 
of the r elative 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 r elationship, 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 IS 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 of ten forced to neglect his guidance responsibil­
ities. Finally, they say that a teacher-counselor 
often has to maintain a kind of "Dr. J ekyl-Mr. 
Hyde" relationship with pupils assuming the role 
of the sLrict. disciplinarian one period and the role 
oi the accepting counselor the next. 

Wherever pupil load warrants, the employment 
of full- tilne counselors is preferable to the employ­
nlent 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-
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selor is adequately prepared to discharge his guid­
ance duties, it is unlikely that he will be able to 
1naintain the interest required for effective teach­
ing In one of the more traditional subject-matter 
areas. In this sense, the employment of t eacher­
counselors can be expected to be unfair to pupils 
in classes which the counselor is expected to teach. 
That is, 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 
administr ative and pupil personnel services. 
It 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. 

Is ue o. 7: The Coun elor-Pupil 
Ratio in the Secondary chool 

What should be the pupil load for the school 
counselor? This, like the question of the teacher­
pupil ratio, is 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
iables include· (1) the skill of the counselor, (2) 
the extent to which the counselor is asked to per­
fonn non-guidance functions, (3) the number of 
counselors In 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 gu1dance, (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 orgaruzahons and leaders in the 



guidance field to specify a given counselor-pupil 
ratio have resulted In \\ Idely varying recommen­
dations Some of the n1ore cornn1only recommend­
ed ratios are· (1) 1·200, (2) 1 250, (3) 1 300, (4) 
1:400, and (5) 1·500 Current 1ninimu1n standards 
for participation in the IO\\ a 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 Recom1nended Io\va 
standards under this same plan encourage schools 
to show annual progress tO\\ ard 1neehng a coun­
selor-pupil ratio of 1:300, \\ h1le North Central As­
sociation standards also specify a 1 300 ratio. 

In terms of the variables specified above, the 
vievvpoint presented in this handbook can be sum­
marized as one \Vhich 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 
1n which no more than two full-time counselors 
are employed, (ln larger schools employing more 
than t\\'O full-time counselors, the counselor-pupil 
ratio can legitimately vary somewhat from recom­
mendations contained here), (4) the presence of 
teachers \\ ho vie\v the1nselves and \\ ho really fun c­
hon as active guidance workers, (5) counselors who 
are devoting some\\ here bet\\ een 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 
con1mitment to developmental guidance objectives 
with secondary commitlnents to both preventive 
and remedial guidance functions 

With this kind of OIIentahon, 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 vvhlle at the sa1ne time being re­
fused Information from counselors regarding the 
content of counseling intervie\\'S They are even 
more reluctant to refer pupils for counseling when 
no reports of \vhat transpired in the counseling 
Intervie\v 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, \Vithout the guarantee of con­
fid entiality, the goals of establishing the kinds of 
pernnss1ve relationships where pupils feel free to 
express themselves are difficult, if not impossible, 
to attain. 

It is 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 
guidance program Such a resolution would in­
clude the following recommendations. First, it is 
r ecommended that counselors continue to empha­
size to pupils the essentially confidential nature of 
the counseling r elationship. It is true that counsel­
ing de1nands 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 
progra1n in applying the principle of confidential­
Ity 1n counseling While the specific revelations 
made by the pupil in counseling cannot ethically be 
divulged \\Ithout his permission, some kind of 
general report of counseling progress can and 
should be 1nade by the counselor to teachers with 
\V·hom 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 
becotne 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 
vievv 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 h mita tions placed on school counselors make 
mandatory the utilization of a considerable variety 
of environmental resources along with the coun­
seling Intervie\v There is relatively more need 
for others to know \vhat transpired in interviews 
held bet\\ een school counselors and high school 
pup1ls than between other kinds of counselors and 
their clients At the same time, when a school 
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counselor tells a pupil that what he says will be 
held in confidence, it is absolutely imperative that 
this eondition 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 
is 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 r elease 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 
r eal 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 
guidance. 

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. I t is obviously ineffi­
cient, for example, to g1ve 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-
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tacts, they are not sufficiently inferior so as to 
n1ake th8 individual approach mandatory. 

On the other hand, knowing and understanding 
do not automatically lead to acceptance by the 
pupil and the formulation of r ealistic plans. The 
manner in which guidance information is made 
meaningful to the pupil in terms of decisions he 
makes is a highly individual and a highly personal 
matter . There ar e 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 r egard 
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 is r ecommended 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 fr equency with which group pro­
cedures should be employed will be a function 
of need for these two kinds of activities in a given 
school. I t is not recommended that multiple coun­
seling or group dynamics be considered as group 
procedures in typical Iowa school guidance pro­
grams. Skills essential here are not presently 
available in sufficient degree to make such pro­
cedures generally feasible. 

It is further recommended that provisions for 
individual counseling be made available to every 
pupil in the school system as deemed necessary by 
professional staff members andj 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 o. 10: The Extent to Which 
Guidance Should Be Dependent Upon 
Out-of-School Resources 

It 1s obvious that there exist within the State of 
Iowa 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 is 
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 in 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 \vhen 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 
1novement have been presented and recommenda­
tions have been made for resolving each of these 
issues It IS neither expected nor desired that all 
Iowa 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 Iowa 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 tha;t this chapter will encourage all 
Iowa educators to study carefully and reflect 
seriously on the contents of the remaining chapters. 

• 



CHAPTER 
TWO Basic Eleittents in the Guidance Progrant 

T HE purpose of this chapter is to describe 
guidance from an action perspective In 

Chapter I guidance was described in 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 
be described in terms of actions which the pupil 
must take as he moves towards maturity. Second, 
certain components of a guidance program as a set 
of services will be briefly pres en ted. Third, the 
skills required for successful performance of the 
guidance function will be specified. Finally, the 
type of school environment essential for operation 
of a successful guidance program will be outlined. 
While some overlap is inevitable in picturing guid­
ance from these four perspectives, each is consider­
ed an essential supplement to Chapter I if a com­
plete answer is to be given to the question, "What 
is guidance?" 

The Basic Guidance Need of Youth 

The term "guidance needs" is defined as those 
needs of elementary- and secondary-school pupils 
\Vhich the guidance program is designed to serve 
and which, in the absence of an organized guid­
ance program, are most likely to remain unmet. 
The five guidance needs are: 

1. The need for each youth to continually re­
examine him elf. 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 in 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. 

2. The need for each youth to gain insight into 
pre ent and future environmental opportun­
ities. This is an essential need because after 
attaining such insight he is better able to plan 
present and near-future actions to meet long­
range goals. Most long-range goals; e.g., oc­
cupational choice, involve an extended, con­
tinuous process of selection and rejection 
based on pupil-self-knowlege and knowledge 
of opportunities available to the pupil. The 
more a pupil knows about such opportunities, 
the more intelligent the decisions which he 
is able to make. 

3. The need for youth to make choices and de· 
cisions based on increased understandings. 
The arriving at understandings, the making 
of choices and decisions, the attainment of 
increased understandings, and the resulting 
pupil adjustment is a never-ending process 
initiated early in life and continuing until 
death. The decision-making process is 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 In teach­
ing a pupil to read and write. 



4. The need for each youth to accept re pon ibil­
ity for deci ion , choice and adju tment 
he make . 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 is 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 deci ion he make . In order 
to arrive at sound decisions, youth must con­
sider ways and means by which these decis­
ions can be conve:Pted 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 it is designed 
to serve the guidance needs of the youth in the 
school 

The Ba ic Guidance Services 

One element of the organized and functioning 
guidance 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
ized 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 is missing 

In like manner, meeting the need for leadership 
and assistance in providing meaningful usage and 
coordination of all the various services of the 
guidance 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 1s 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 Apprai al 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 
to provide intelligently for individual differences 
until accurate information concerning the extent 
of individual differences is kno\vn. It is unwise 
to say pupils ~·ill be treated differently unless one 
first has accurate information regarding the ways 
in \vhich. 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 \VIth pupils in individual confer­
ences, and (3) assist teachers in attempting to fol­
Io~· through on Implementation of decisions reach­
ed by the pupil Appraisal services are of value 



-

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 ervice 

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 fe\v 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 \Vithin the school set­
ting These opportunities include: (a) courses 
available, those reqwred, and information 
needed for choosing electives, (b) special 
school activities available such as athletics, 
clubs, and programs, (c) special school serv­
Ices such as health, special classes, and re­
medial Instruction , and (d) school rules and 
regulations. 
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2. Current out-of-school inforntation. Most 
communities have a wide variety of stimu­
lating activities \vhich might be potentially 
valuable to pupils The pupil needs to be­
come familiar with activities such as astron­
Oiny 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 \\ hich are interested in 
helping pupils should be readily available. 

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 1novement to\\·ard maturity the pupil is 
often confronted with problems of his own mental 
and physical development, as \\·ell as his position 
or place in society The counselor, in organizing 
the informational services, assists in providing 
this type of infortnation. 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 Is provided in such a manner that it 
helps the pupil seek solutions to his O\Vn problems. 

The school counselor has the primary responsi­
bility for providing this environmental informa­
tion service to pupils. Hovv ever, this responsibility 
may be shared The guidance staff and the school 
librarv staff should \vork 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 a\vare of the informational materials avail­
able In the school and assisting the pupils in util­
izing the rnaterials \v hen advising Individual pupils, 
when \\or king with groups on common problems, 
and \Vhen the n1aterials have ilnphcahons In regard 
to classroon1 discussion and assigntnents The 
teache1 also has a responsibilitj for calling the at­
tention of pupils to the vocational, educational, 
and personal-social Implications of the subJect area 
taught. 



ounseling • ervtce 

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 skillful manner, all other guidance services 
lose their most important reasons for existing. Un­
less all other guidance services are functioning 
properly, effective counseling is 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 I 
really like?" (3) "What opportunities are available 
to 1ne?" (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 tnake 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 is also properly viewed as a process. In 
this context, counseling is seen as consisting of 
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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
ized in 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 
hilnself as an instrument in the pupil's self­
rlevelopment. 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 
una~1are, (2) provide a means for pupil self­
r eflection 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 rchool \vhen 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 
who1n they feel are in need of counseling. 

crvice to Pupil in Group 

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 V\Ith groups of pupils that he would 
do w1th a pupil individually Services to pupils 
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in groups are basic within a guidance program be­
cause of the ways in which they supplement and 
complement \\'Orking 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-
• 1ng. 

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 

Evaluation is universally considered as a basic 
guidance 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, it is 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
cisrons; (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. 

kills in Kno\ving 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 learrung 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 is an interwoven and continuous process 
often involving more than one metnber 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 staff 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, is complex. At the same time 
it is 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 is referred to Th e Pupil A ccounting Hand­
book for Iowa Schools published by the Iowa De­
partment of Public Instruction 

The pupil personal data blank is designed to 
prov1de detailed information about the pupil at 
times when he is most likely to need individual 

16 

guidance and counseling. It is maximally useful 
111 telhng us what the pupil is like now but minim­
ally useful In explaining tchy he is like he is today. 
It IS 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 key 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 
is essen hal 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 ass essing the pupil's self-concept-the kind 
of a person he believes himself to be. Such data 
are helpful \Vhenever 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 in 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
Inetric 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 unders tanding his home and family back­
ground Skillfully 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 \Vhich 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, 
ho\v 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 !>e 
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
ciety. It is the responsibility of each n1ember 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 Theu~ Envu~onment 

Staff members should develop skills in assisting 
youth to relate knowledge about themselves and 
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knowledge about their environmental opportun­
i ies. 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 N onschool 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 know ledges. 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 func­
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. 

Staff 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. 



kill in Helping Pupil Make 
hoice , Deci ion , and Adju tments 

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. 

kills in As isting Youth to Accept 
Responsibilities for Choice and Deci ions 

The school staff members assisting youth in the 
choice, decision, and adjustment process must be 
skilled in 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 
choices 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 counseling 1nust be time­
consum ing, it cannot be done by advis ing, pressuring, 
or coercing, but n1ust be done by assisting the pupil 
with a "thinking through» p1 ocess. 

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 tlus 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 lo 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 in 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 Guidance skills can be applied with both 
groups of pupils and in personal contacts 
with individual pupils. 

4 The application of guidance skills can be ex­
pected to be helpful to pupils in r elationship 
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. 

ondi tion ecessary 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 
its 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 
guidance, 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 
If guidance activities are placed in a second­
ary position to other activities, the program 
will become ineffective. Guidance must be 
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placed on an equal basis with other education­
al functions if it is to be effective in meeting 
pupil needs. 

2 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 
guidance objectives through his close con­
tacts \Vith pupils. o one else has such 
numerous opportunities to engage in daily 
observation of pupils and to apply guidance 
procedures in a classroom setting. 

3 A third condition necessary for the develop­
Inent 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 in 
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 OLES and relationships in 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
ience, situation, andjor 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 is expressed and supported, confusion 
is 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 
r esponsibilities. 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 is 
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 frequ ently 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 organlZed 
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 chool Coun elor a a peciali t 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 
is the purpose of this section to discuss counselor 
role and professional relationships essential in de­
veloping and maintaining a successful program of 
guidance 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
ities 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 degrePs 
of competencies between school counselors as 
guidance 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
istration, 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. Con1petency 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 

5 Competency In group procedures and their 
application In the school setting 

6 Cotnpetency 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 is 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 in 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
stan dings in many areas Areas such as labor eco­
nonlics, sociology, cultural anthropology, occupa­
tional and educational information should each be 
represented In counselor education. In addition, 
he must be intimately familiar with currently 
available curricular and out-of-school opportuni­
ties. 

Understanding the dynam1cs involved in estab­
lishing and 1naintaining 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 is 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 understanclings 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 is 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
cative process. 

He is concerned with societal and individual 
needs. He is as much concerned with maximizing 
individual differences as he is 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 declicated 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 
tneeting guidance objectives. He knows that with­
aut full staff support guidance can never fully 
succeed. At the same time, he is convinced that 
counseling rep resents 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 
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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 tovvard 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 in 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 in 
and concerned about the guidance needs of 
youth. 

5. 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 r esponsibilities 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 
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other staff metnbers 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 is 
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 briefly. 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, it will be noted that a considerable por­
tion of time should be spent working cooperatively 
\Vith 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 
recipient of consultative help from teachers, ad­
ministrators, and other pup1l personnel workers. 
It can be seen from the outline given above that 
approximately three times as much time should be 
spent in this ktnd 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 \Vorking 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 r ecognize 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 information. 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 
guidance 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 approxilnately 5 per 
cent of the counselor's time IS being spent in activ­
ities not dl1 ectly 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, lunch eon 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' Role in Guidance 

Pupils are co1nplex persons and, as we attempt 
to understand their roles and r elationships, 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 be 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. 
If attitudes and behaviors such as these cannot be 
accepted as part of the process of rna turing 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. 

Each 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 \Vhich 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 cr eating situ­
ations in which he can par ticipate fully, r ather 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 
rna turity through guidance experience. Since this 
is usually a matter of degr ee, 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 r emind the reader that they are of at least 
equal importance in guidance. These factors in­
clude intelligence. knowledge, skill , and feelings. 
It is imperative that the r ole 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, ther e 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-is 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 is essential that some anxiety-some 
conscious need for seeking a reasonable solution 
to a pr oblem-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 
progr am 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 prer equisite will be directly related 
to the counselor 's ability to meet developmental 
guidance needs of all 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 in terviews- interviews where the pupil's 
need for help is recognized when he first meets 
with the counselor . 

In American society today, the task of motivat­
ing pupils toward seeking solutions to their own 
problems is rapidly becoming mor e difficult- and 
more essential. They are becoming more difficult 
because of tvvo basic variables operating in our cul­
ture: (1) the rapidly increasing complexity of Amer­
ican society 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 IS essential that assistance be provided 
each pupil in becoming an individual- in making 
his own decisions and accepting r esponsibility for 
decisions he has reached- in choosing wisely from 
among the many alternatives available to him. If 
such assistance is 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 is one which must be reversed by help­
ing pupils recognize and accept responsibility for 
their own decisions; i. 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- is 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 
is really free to choose from an unlimited range of 
opportunities which might be devised for a person 
\\ ith 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 
n1eans 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 
environn1ental restrictions operating foJ 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 
r estrictions 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' Role in Guidance 

The extent to which a teacher becomes a guid­
ance worker is a matter of perception and need. 
It 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 \vhich 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 is one which all counselors should support 
Those teachers \vho profess an interest in pupils 



to the exclusion of a s1ncere interest in and enthusi­
asn1 for their subject-1natter 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 toide 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 r espond 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 
II, 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 is 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 
is 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 beheved 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. Sometirnes, this, 
by Itself, wi ll be sufficient for the pupil to make 
\Vise 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
Ination, 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 is essential that 
teachers express to the pupil through their actions 
a bel1ef that the pupil will , in fact, succeed in im­
plementing decisions he has r eached. 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, is largely an attitudinal matter on the part 
of the teacher . At the same time, it is a vital 
teacher-guidance function and an essential part of 
the total counseling process for many pupils. 

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 sorneone, it is diffi­
cult for the pupil to set his sights on becoming 
sontething. 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 in 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 
\vould 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 
guidance 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) ad1ninistrator 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 is 
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 r equired for 
effective action. The counselor should be able to 
collect data regarding guidance needs of pupils in 
the school. Such data, along with cl2ar explanation 
of counselor competencies available for n1eet­
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. 
It IS to be expected that counselors will vary both 
in Interests and skills required for performance of 
the 1nany 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 determina lion 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
ily 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 \Vith 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, \Vhat 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 \vith 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 follov.'ing the evaluation. 

Fourth, supporting the guidance function. The 
guidance 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 \Vide-
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ly diversifi~d groups as school board members, 
parents, service clubs, and prospective employers. 
If guidance is to retain its proper perspective, the 
school administrator must be prepared to discuss 
it 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 is susceptible to much misunder­
standing. 

Fifth, direct contact with pupils: In terms of 
ultimate attainment of guidance objectives for all 
youth, this is perhaps the most vital of all admin­
istrative functions discussed here. The school ad­
ministrator , 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 guidance 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 is the purpose of this section to describe 
counselor relationships in terms of ways counselors 
\\'Ork with other individuals concerned with pupil 
welfare. Each will be briefly discussed in terms of 
types of relationships making for effective pro­
gratns 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
tra tor 's unwanted chores, of pupil personnel 
specialists \Vho resent counselor concern for 
" their" clients, of pupils who need counseling very 
much but r efuse 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 hke them to be, i e , in terms of those pat­
terns of relationships which 1nakc for the best 
kinds of guidance programs. \Vhere differences 
are observed from this ''ideal ," it is hoped that 
attention will be directed towards analyzing the 
na ture of such differences, the r easons for them, 
and the degr ee 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 in 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 obj ective. At 
least they should not be. Every child needs others 
to beheve 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
panng a set of characteristics as he assesses them 
within the pupil Th1s IS not to say a counselor 
kno\\s a pupil better than the parent but only that 
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he knows him In a different way. Both counselor 
ancl 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 is 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 
r espect 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-



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 is 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 initi­
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 
rarents 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 'vay, he can receive information 
r2garding 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 
is working with seniors on post-high-school plan­
ning Here, too, the nature of decisions to be 
n1ade 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 cir cumstances unknown to 
either. Both parents and counselors can help each 
other to help youth either 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 is 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 
is 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 gu1dance I won't ask you to help 



me with math if you don't ask 1ne to help you with 
guidance." 

Rather, we find teachers who recognize and ac­
cept guidance as a school wide program of assist­
ance to youth ; 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 r ole 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
ists 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 in order to make them more effective?" 
Neither do we find counselors asking teachers, 
"\Vhat is 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 \vord 
" 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 Bo th teachers and counselors must be 
aware of the skills and knowledges essential for 
effective action in their own specialties. 

Counselor-administrator r elationship . 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 
Inay be considered as "directors" and "leaders" in 
an equally appropriate sense. It is just so \vith 
guidance Basic decisions regarding the direction 
guidance tcill go and who tcill perfonn 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 1'directors" but in a different sense. 
Counselors do not expect administrators to assume 
r esponsibility for determining \Vhat makes a good 
guidance program any more than they \Vill for 
\'hat determines a good foreign language program. 
They do expect administrators to be sufficiently 
conversant \vith 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 sta tus and future needs for guidance in the 
school This IS basic to good administrator-coun­
selor relationships. 

The adininistrator should expect the counselor 
to provide him \\·ith 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
istrator 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
istrator 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 confidence 
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 r egarding 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 
available" 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 
tnean 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, schoDl 
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 r esponsible 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 is 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 
~otal pupil personnel phase of the school program, 
It seems desirable to briefly outline r elationships 
of the school counselor with other personnel spec­
ialists. While to discuss such relationships for 
each specialist would be impractical from the 
standpoint of their frequency of employment in 
Iowa 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 all 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
lovls 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 is 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 is 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 
is 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. 

It is inevitable that, in his concern for guidance 
of all youth, the counselor will, on occasion, en­
gage in 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 1s wondering 
about the possible exis tence of a reading handicap, 
language handicap, or because some pup1ls 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 develop men tal 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, is clear. The counselor is not 
substituting for any other specialist but simply 
doing his job. 

Coun elor-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 auton1atically JUSt because the 
counselor is 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 once he has assumed his duties. Conscious at­
tention to the importance of relationships and 
skill in developing and maintaining effective work­
ing relationships represents one of the distin­
guishing marks of the successful school counselor. 
While their development will to a large degree be 
the counselor 's responsibility, it must be recog­
nized that it requires at least two people in order 
to establish a personal relationship. It is hoped 
that this discussion of relationships will be helpful 
to both counselors and those with whom they must 
work in developing the kinds of counselor relation­
ships which make the difference between an ef­
fective and an ineffective guidance program. 



CHAPTER 
FOUR Physical Facilities and Costs in Guidance 

G UIDANCE cannot operate in a vacuum either 
physical or financial. If the kind of guid­

ance program described in this handbook is to 
function effectively, attention must be paid to both 
space and fiscal considerations. In keeping with 
the general tenor of the handbook, no attempt is 
made here to approach problems from a "how-to­
do-it" point of view. Rather, both physical facilities 
and costs will be discussed from the standpoint of 
w hat is desirable and why it is considered so. 

As with any other aspect of the school program, 
it would be difficult, if not impossible, to specify 
any rn inimal conditions essential for successful per­
formance of the guidance function. Moreover, any 
such specifications would carry automatic conno­
tations of becoming the maximum in some schools 
-a danger which should be avoided. It would 
be equally undesirable to speak of optimal condi­
tions for guidance in a particular school unless 
detailed knowledge was available concerning the 
remainder of the school program. These two 
terms, therefore, are not used here in describing 
physical facilities and costs in guidance. 

The literature is filled with descriptions of "de­
sirable" guidance facilities including such items 
as rugs for the floor, drapes for the windows, com­
fortable furnishings, soft lights, and even restful 
music piped in by remote control. There is no 
rational, defensible argument possible to support 
the necessity for any such accessories. Physical 
facilities for guidance are considered as much re­
lated to the success of guidance as physical facil­
Ities for instruction are to Instructional success. 
While no one would deny their importance, they 
are not nearly so important a variable as the per­
sons responsible for their use 
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As a general principle, it is contended here that 
physical facilities for guidance should be of com­
parable quality to physical facilities in the rest 
of the school. Where each subject-matter teacher 
is consulted prior to construction of a new school 
regarding what he would consider to be desirable 
facilities for his area of instruction, this same 
privilege and opportunity should be extended the 
school counselor with respect to guidance Where 
all the professional staff are forced to work in 
small, inadequate quarters, the counselor should 
not insist on optimal facilities in which to carry 
on his functions. 

Physical Facilities 

Counselor Offices 

With this general orientation, the question can 
be asked, "What should guidance facilities look 
like and why ?" The counselor's office is the cen­
tral place to begin in providing an answer to this 
question. The single most important criterion to 
keep in mind when judging the adequacy of a 
counselor's office is privacy. This should be one 
place where the pupil and counselor can carry on 
a counseling relationship without danger of being 
overheard or disturbed by others. Such physical 
provisions for privacy are an essential part of con­
vincing the pupil that this is, indeed, a confiden­
tial conversation between himself and the coun­
selor. To obtain such privacy demands walls that 
reach to the ceiling and doors which can be shut 
when necessary. It cannot be achieved by con­
structing a series of seven foot high cubicles or 
by placing movable screens around the counselor's 
desk. 

A second criterion for the counselor's office is 
space. There are no magical dimensions making 



for optimal counseling conditions which can be 
described in precise terms here. Enough space 
is needed so that as many as four persons could 
be seated in the counselor's office at the same 
tune without feeling crowded. These four would 
most typically be the counselor, the pupil, and 
the pupil's parents. At the same time, to use a 
complete classroom for counseling is grossly inef­
ficient use of school space and detrimental to the 
kind of intimate relationship the counselor seeks 
to establish. As a general rule, it might be rea­
sonable to think of the counselor's office as being 
approximately 11 ' x 15' in size. Offices much 
smaller or much larger than this would be con­
sidered as largely undesirable. The amount of 
counselor office space needed in the school is di­
rectly related to the number of counselors. That 
is, there should be one office for each counselor. 

A third criterion for the counselor's office is 
furnishings. Essentials here include a desk and 
chairs along with a telephone. It is assumed that 
provisions will be made for lighting, heat, and 
ventilation. If the chairs are of the type having 
arm rests, it seems to make for more relaxed 
counselor-pupil conversations than when each is 
forced, in effect, to sit "at attention ' ' in uncom­
fortable, hard, straight-backed chairs. 

The final criterion is that of location. It is most 
important that the counselor's office be easily ac­
cessible to pupils. It is highly desirable that it also 
be close to the administrative offices of the school. 
It should not be a part of the administrative of­
fices That is, the physical facilities for guidance 
should reflect the guidance philosophy that the 
counselor is there primarily to serve pupils, and 
that he is not an administrator but works closely 
with the school administrator in a number of areas. 
If a choice must be made between placing the 
counselor's office in a place easily accessible to 
pup1ls or near the administrative offices, the for­
Iner alternative should be chosen. 

The Guidance Information Center 

To simply provide counselor offices, and thereby 
assume physical facilities for guidance are com­
plete, is unsound. If these are the only facilities, 
this creates unfavorable conditions for counsel­
ing as well as conditions conducive to inefficient 
use of counselor time and is inconsistent with view­
ing guidance as a school tcide program of assistance 
to youth Here, reasons for these statements will 
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be given along with suggestions for additional 
guidance facilities Such facilities, in conjunction 
w1th counselor offtces in the same area, 1nay be 
thought of as constituting a guidance information 
center-a center for information concerning 
pupils and their educational-vocational opportun­
ities-created for the benefit of pupils and the 
efficient operation of teachers, counselors, and 
other guidance workers. 

A number of separate purposes and functions 
are envisioned here. As with any other multi-pur­
pose concept, one can think of physical facilities 
in terms of a single multi-purpose unit or in terms 
of a n urn ber of units, each designed to assist in 
accomplishment of one or more specific purposes. 
The weaknesses inherent in the single multi­
purpose unit must be contrasted with the increased 
efficiency obtainable from such units in making 
specific decisions regarding physical facilities. 
The descriptions which follow here envision two 
major multi-purpose units in addition to the coun­
selor offices which also serve a multi-purpose 
function. 

First, it is essential that some space exist be­
tween the door to the counselor's office and other 
parts of the school. This space, often referred to 
as a "waiting area," protects the counselor in his 
private, confidential counseling conversations 
from interruptions disruptive to the counseling 
process. While actually engaged in counseling, 
the counselor should be completely inaccessible 
to all persons other than the pupil he is attempt­
ing to help. Neither the pupil nor the counselor 
can consider this to be a completely confidential 
conversation if each has to be constantly aware 
of the fact that, at any time, some other person 
may open the door with the thought in mind of 
making contact with the counselor. It is proper 
to call this a "waiting area" but this should not 
be construed as an area where pupils simply wait 
to see the counselor. Rather the term "waiting 
area" should be used to indicate the space where 
people can enter and, if they wish to see the coun­
selor, discover when he will be available to visit 
with them. 

This implies, that the "waiting area" should be 
occupied by some person. That person should be 
the guidance clerk. The guidance clerk can be 
a valuable addition to any guidance staff and will 
be frequently mentioned in this chapter. One of 
the very helpful ways in which such clerks can 



assist school counselors is to serve as a reception­
Ist for visitors to the guidance area and answer 
the counselor's telephone at those titnes he is 
conferring with pupils. The use of pupil help for 
these functions in place of full-time guidance 
clerks is better than nothing, but vastly inferior 
to the latter arrangement. 

Second, it is essential that pupils can readily 
identify some central location in the school where 
current 1naterials regarding environmental infor­
mation and materials designed to further pupil 
self-understanding can be found. Announcements 
of visits of representatives from agencies for train­
ing beyond high school, booklets, and current 
occupational information should be made readily 
available and easily accessible to pupils and teach­
ers in one central location. That location is pre­
ferably the guidance information center being 
described here. It is unwise and inefficient to 
operate in such a way that pupils or teachers must 
make personal contact with counselors every time 
they desire a bit of information. As has been 
pointed out, one of the prime objectives of guid­
ance is to increase pupil self-reliance and self­
initiative in learning more about themselves and 
their opportunities. By placing such materials in 
the guidance information center, this center be­
comes a natural place for the pupil with develop­
mental guidance problems and so helps implement 
the total guidance philosophy of the school. It 
also makes it most convenient for teachers who 
are seeking specific bits of guidance information 
to pass on to certain pupils or classes of pupils 
with whom they are working. 

The fact that counselor offices are part of this 
total guidance area makes it natural and easy for 
both pupils and teachers seeking further informa­
tion to confer with counselors. It is conducive 
to increasing numbers of voluntary pupil­
counseling contacts and numbers of teacher­
counselor contacts. It allows the counselor to keep 
constantly abreast of new information and the 
names of pupils seeking particular kinds of infor­
Ination In most schools, this guidance information 
center will also serve as the "waiting area" des­
cribed earlier Once again, the need for a guidance 
clerk is emphasized as one considers the operation­
al functioning of activities such as described here. 

The Pupil Record Center 

Third, some provisions must be made in the 
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total guidance area for pupil records. Confidential 
cou nseling folders will be 1naintained by each 
counselor 1n his office. The cumulative record 
available to all secondary school professional staff 
members in teres ted in helping the pupil should 
be located outside the counselor's office in a loca­
tion which is convenient and conducive to teacher 
use (In the elementary school, it should be filed 
In the individual teacher's classroom.) Since all 
Iowa schools are required to maintain separate 
permanent pupil records and cumulative records, 
it vvould seem that in the secondary school the 
permanent records should be maintained in the 
administrative offices and the cumulative records 
in the guidance offices. Here again, the need for 
a guidance clerk is obvious. 

These records must, of course, be maintained in 
such a way that, while readily accessible to teach­
ers, they are completely inaccessible to pupils. 
Many schools will find it convenient to create a 
separate physical facility in the total guidance 
area for this purpose. In addition to using it as 
a central record storage facility, it is easy to think 
of it as a place where teachers can spend time 
studying pupil records, where case conferences 
involving the counselors and all teachers of a par­
ticular pupil can be held, a place which the coun­
selors can use for small group work, for special 
makeup testing of pupils absent on days tests 
were administered to all pupils in a grade, and 
where post-high-school training representatives 
can 1neet with pupils interested in learning more 
about their institutions. This is truly a multi-pur­
pose guidance facility. 

The use of such a pupil record center as a place 
where teachers can study pupil records and dis­
cuss ways of helping pupils deserves some addi­
tional comment. Three observations are perti­
nent here· (1) guidance people have recommended 
for many years that teachers engage in profession­
al s tudy of pupil records; (2) teachers typically do 
not spend much time in such studies when pupil 
r ecords are kept in administrative offices; and (3) 
wherever teachers gather in the school, be it the 
formal teacher's lounge or the "boiler room" the 
single most popular topic of conversation seems 
to be puplls and their activities. The creation 
of a physical facility such as the pupil record cen­
ter is designed to: (1) make it easy and convenient 
for teachers to obtain access to pupil records; 
(2) make teachers feel they are indeed an integral 



and essential part of the guidance program; and 
(3) substitute teacher discussion of ways in which 
they might understand and so help pupils more, 
for the kinds of idle conversations concerning 
pupils which typically occur in the absence of any 
readily available organized way of learning more 
about them. 

The Concept of a Guidance Suite 

It is from consideration of needs discussed in 
the preceding parts of this chapter that the guid­
ance suite concept has emerged. This concept is 
seen as a single area in the school containing 
three separate kinds of guidance facilities , each 
of which can properly be described as multi-pur­
pose. These three separate multi-purpose facil­
ities are: (1) the counselor offices used by coun­
selors and teachers for both interviewing and 
counseling of pupils and parents; (2) the guidance 
information center used both as the central head­
quarters for the guidance clerk and as a central 
source of guidance information available for pupil 
and teacher use; and (3) the pupil record center 
used for housing records, for teacher study of 
pupils, and for small group work of various kinds 
with pupils by counselors. 

The total area required in the one or two coun­
selor school will be approximately the size of a 
typical classroom in that school. Given a class­
room and opportunity to plan its remodeling in 
accordance with concepts discussed here, any 
school can create a guidance suite consistent with 
guidance goals and objectives and conducive to 
meeting those goals. In larger schools with sev­
eral counselors, more teachers and more pupils, 
the area needed will, of course, be greater. 

Provision of guidance suites will do much to 
emphasize the concept that guidance is a program 
requiring the active cooperation of teachers, 
counselors, and pupils. This suite should, in no 
sense, be considered as a place where any of these 
come to "relax and enjoy themselves." It is a 
work area and must be considered as such by all 
concerned. The counselor 's office is a place where 
the counselor works with pupils, parents, and 
teachers. It is not a place for idle conversation. 
The guidance information area is a place where 
pupils can work towards better understanding 
themselves and their opportunities It is not a 
place to relax away from the rigors of the study 
hall. The pupil r ecord area is a place where 
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teachers come to study pupils, not to get away 
from them. The guidance suite will not, of course, 
become such a place simply by virtue of its cr e­
ation. It can and will become this kind of place 
if everyone concerned keeps constantly in mind 
why it has been created and the circumstances 
under which it is to be used. Once again. the 
concept of the school counselor as a key, central 
figure in the total guidance program becomes 
meaningful in terms of specific application. 

Costs of Guidance 

How much does guidance cost? What should 
be the guidance budget for our school? What 
factors should be considered as entering into the 
cost of guidance? These are all legitimate ques­
tions frequently asked by Iowa school adminis­
trators and school boards. The first two of these 
must be resolved through direct consultation at 
the local level. They cannot be categorically an­
swered in a handbook such as this. The third will 
be consider ed in some detail here. 

To consider the real cost of guidance would de­
mand that both direct budgeted costs and indirect 
costs be computed. The problem here is akin to 
that involved in attempting to assess the real cost 
of school administration in that no good way has 
yet been found to measure the indirect costs to 
be assessed for teacher activities. Every teacher, 
\\7e hope, is both a guidance worker and a school 
administrator in addition to ser ving as an instruc­
tor. That is, each teacher has certain guidance 
and ad1ninistrative duties he is expected to per­
form designed to supplement the work of the 
counselor and school administrator. Whether or 
not a school has a counselor or administrator, 
bo~h guidance and administrative costs are pres­
ent. The financial rationale behind employment 
of both counselors and administrators is the same; 
namely, the total costs (both direct and indirect) 
will r esult in a substantially better product per 
dollar invested than if the program is allowed to 
operate inefficiently on the basis of indirect costs 
alone. It is an Investment In worth, in quality, 
and in efficiency of operation 

In addition to this very substantial and elusive 
indirect cost of teacher time devoted to guidance, 
other Indirect costs include such factors as instal­
lation and depreciation of guidance facilities, plus 
costs of heating, electricity, and maintenance. Such 



costs are possible to assess 1n fairly accurate ways 
and should certainly be considered as part of the 
total cost of the guidance program There is 
little point in trying, and no intent here to pretend, 
that such costs, even though indirect , do not exist. 

Direct Operational Costs of Guidance: Salaries 

The largest direct operational cost of the guid­
ance program is salaries of counselors and guid­
ance clerks. Cost studies conducted in the Iowa 
State Department of Public Instruction of schools 
participating in Title V-A of the National De­
fense Education Act have consistently shown 
counselor salaries to account for somewhere be­
tween 85 and 90 per cent of the total direct oper­
ational costs of the guidance program. As a general 
policy, it is recommended that counselor salary 
be tied to the teacher salary schedule rather than 
to practices utilized in determining administrative 
salaries. This means, of course, that for the regu­
lar school year, the counselor's salary will be a 
function of the extensiveness of his academic 
preparation and the number of year s experience he 
has had in professional education 

This recommendation is based on the following 
considerations: (1) the counselor should be viewed 
as a colleague of the teacher , not as superior to 
the teacher in any way; (2) the counselor is not an 
administrative official of the school and, so, should 
not deserve pay for administrative r esponsibilities 
which are not properly his to assume; and (3) sal­
aries of professional people should not be differ­
ential simply because one appears to have a longer 
workday than another. If the counselor spends 
more hours at his job than the typical teacher, it 
is because of the nature of the job and the coun­
selor's professional inter est. To use longer hours 
as a basis for attempting to justify differential 
pay for counselors is unprofessional. The nature 
of the counselor's work demands that he spend 
consider ably more than an eight-hour workday. 
Good counselors know and accept this fact when 
they decide to enter this area of educational spec­
Ialization. 

To place counselors on the teacher salary sched­
ule does not mean that the counselor's work year 
should be the same as that of the typical teacher. 
There IS good reason to employ counselors for 
periods both before and after the regular school 
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year For example. local research activities of 
counselors can often be most efficiently accom­
plished during such periods, contacts can be main­
tained with pupils who have not yet completed 
arrangements for entering college by the time 
school is dismissed, programs can be planned with 
transfer pupils who will enter in the fall , ma­
terials to be placed in the hands of teachers when 
school opens in the fall can be prepared, and 
documents to be ordered on the next year's guid­
ance budget can be specified. The necessity for 
considering the counselor's work year as extend­
ing beyond the r egular school year has come a­
bout through recognition of the fact that, for the 
counselor to be effective, he cannot function sole­
ly during that period of time when both pupils 
and teachers are present. Activities such as men­
tioned above are largely impossible to carry on 
during the regular school year even if counselors 
had plenty of time in which to do them-and 
they don ' t. When counselors are engaged for 
such periods, they should be reimbursed at their 
regular r ate of pay. A ten-month to eleven-month 
\Vork year for counselors should be anticipated in 
schools with good guidance programs 

It is recommended that school administrators 
employ guidance clerks. There are many clerical 
activities which must be accomplished in oper­
ating any guidance program. In the absence of 
clerical per sonnel , such functions must be and 
typically are performed by school counselors. 
When this happens, the quality of guidance serv­
ices is decreased in relationship to money expend­
ed for guidance. It is wasteful and inefficient to 
pay professional educators to perform clerical 
tasks. No single ratio of number of full-time 
clerks to full-time counselors can , of course, be 
specified since there is not a direct, perfect re­
lationship between these two variables There is a 
positive relationship, however , which each school 
must seek to establish. The guidance clerk serves 
teachers as guidance workers, pupils as recipients 
of guidance services, and counselors A full-time 
guid ance clerk can typically be hired for slightly 
less than the cost of hiring an additional half-time 
counselor The counselor cannot function as ef­
fectively or efficiently as he should if he must 
assume responsibility for the clerical as well as 
the professional activities inherent In operation of 
the guidance offices It is hoped that Io\va school 
administrators will recognize this fact and routine­
ly seek to employ guidance clerks 



Direct Operational Costs of 
Guidance Other Than Salarie 

If we can assume that 85 to 90 per cent of direct 
operational costs in guidance are devoted to 
salaries, there is still somewhere between 10 and 
15 per cent of guidance costs to be considered in 
viewing the total guidance budget.1 As a general 
rule-of-thumb, it is recommended that the school 
administrator consider the r emainder of the 
guidance budget as 15 to 20 per cent of that allo­
cated for salaries.2 Given this amount, how should 
it be spent? It is this question which is now to be 
considered. 

The first question is that of direct costs of the 
pupil appraisal program. Here, the following 
should be considered as legitimate direct operating 
costs: (a) cumulative record folders ; (b) costs of 
preparing local school forms and instruments (such 
as rating scales, anecdote reporting forms, pupil 
autobiography outlines, personal data blanks, 
etc.); and (c) certain standardized tests. Of these, 
the largest expenditures will be in the area of 
standardized tests . General learning ability, 
achievement, special aptitude, interest and person­
ality measures are all considered as legitimate 
items to include in the guidance budget. This 
does not mean that the entire cost of the school's 
achievement testing program should be charged 
against this budget. For guidance purposes, one 
achievement test in the elementary school, one in 
the junior high school, and one in the senior 
high school career of each pupil will be sufficient. 
All other achievement tests should be charged 
against the instructional, not the guidance budget. 

A second question is direct costs of informational 
services in guidance. The need for accurate up-to­
date information concerning environmental oppor­
tunities has been emphasized r epeatedly through­
out this handbook Such information does not come 
to a school automatically or at no cost. While it 

1 Many gUidarce expe ~ts are cur ently recommending that 
somewhere between 4 and 8 pe .. cent of the tota.l school 
operational budget be devoted to gu1dance. While such 
recommendat ions may have some value 1n looking at a 
total budget 1n perspect1ve, 1t is not helpful to the adm1n-
1st ator concerned with const ruct ion of the budget Further­
more, i t carnes w1th 1t the danger of v1ewmg gu1dance as 
someth ing to be added to ra ther than an mtegral part of 
the total school program. 

2 It 1s obv1ous that to ca lcula te nonsalary port 1ons of the 
gu1dance budget as a percentage of salanes req u !~es a 
higher percentage f1gure than to ask the quest1on, What 
percentage of the total gu1dance budget shou ld be de­
voted to nonsala ry 1tems?'' 
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is true that there is much good information avail­
able upon request, the counselor still has to know 
current sources to be used in locating this infor­
mation. Any guidance budget should include some 
funds to cover the cost of counselor directories 
and source catalogues of current environmental 
information. The rapid rate at which this infor­
mation changes and so becomes obsolete makes 
this an annual expenditure. In addition, much of 
the very best specific occupational and educational 
information available is distributed by private 
companies or government agencies and, while in­
expensive, is not free. The guidance program 
\vhich depends solely on free occupational and 
educational information simply cannot adequate­
ly meet the informational needs of pupils in to­
day's schools Old material must be discarded 
and new material added yearly. The accumulation 
of such specific information should, therefore , be 
r egarded as an annual expenditure. 

Direct costs involved in group procedures in 
guidance is the third question. Schools wishing to 
utilize guidance units or guidance classes, poster 
and bulletin board displays, homeroom guidance 
programs, or guidance booklets for individual 
pupil use in the guidance information center must 
r ealize that rna terials need to be provided if such 
programs are to succeed. The need for instruction­
al materials in the guidance unit or course is at 
least as great as in the typical classroom. Many fine 
materials are now available for such purposes. Once 
again, the nature of these materials is such that 
they have a very limited usefulness in the guid­
ance program and must frequently be replaced by 
newer , more accurate materials It is most effic­
ient to include a certain amount for such materials 
in the annual guidance budget even though some 
years will see considerably greater expenditures 
than others. 3 

A four th question is direct costs subsumed under 
the area of communications and paper . This in­
cludes the cost of the counselor t elephone, postage, 
and paper r equired for counselor and guidance 
clerk activities. In a typical school year , this be­
comes a fairly large item in the good guidance pro­
gram. The counselor , for example, is in frequent 

3 The gu 1dance budget 1s bel ng proposed he e as a I me on 
the total school ope at.onal budget. Like other maJor parts 
of that budget, 1t IS expected that the gUidanc~ budget 
1tself will be broken down m lme form Wh1le th1s should 
be done, 1t should also be poss ble to t ansfer 1tems from 
lme to l1ne w1thm the total gu1dance budget as the need 
anses-except, of course, for salary 1tems. 



contact with parents and other resource persons in 
the community. He uses a great deal of postage 
both in his follow-up studies of pupils and in writ­
ing for guidance informational materials. He uses 
quantities of paper in preparing special guidance 
forms and in communicating guidance informa­
tion to teachers, pupils, administrators, and others. 
While the total amount needed here is small in 
relation to counselor salaries, it is large enough 
that it should not be considered as an incidental 
item which, in effect, need not be budgeted or 
accounted for. 

Finally, direct costs involved in counselor trav­
el is of importance. There are two major important 
ways in which such funds should be expended. One 
is for counselor or teacher travel in the local com­
munity for guidance purposes. It would seem legiti­
mate to use such funds, for example, when home 
visits are made to parents living several miles from 
the school or when trips are made to referral agen­
cies in other communities. The second is for 
counselor travel to professional meetings. One of 
the distressing things about guidance at the pres­
ent time is that we have so much to learn. One of 
the promising things is that new knowledge is be­
ing rapidly accumulated. There is no counselor 
who can expect to complete the academic work re­
quired for counselor approval, assume a guidance 
job, and expect to continue to do that job ade­
quately year after year with no further education. 
The field is changing too rapidly for this to be 
allowed to occur. At the current rate of produc­
tion of new knowledge in the guidance field, sim­
ply attending professional meetings will be insuf-
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ficient for keeping abreast of new knowledge The 
good counselor will use the school guidance bud­
get for continued professional growth during the 
school year and his own private budget for con­
tinued professional growth by frequent attendance 
in summer schools. 

Summary 

This chapter has approached the two problems 
of physical facilities and the guidance budget in 
as direct a manner as possible in a handbook 
oriented around guidance policy. It has tried to 
point out what is needed and why it is needed. No 
attempt has been made to present exact blue­
prints for physical facilities nor exact recommend­
ed cost figures for operating a guidance program 
As with every other chapter, it has been assumed 
that professional school counselors will be em­
ployed in the school who are equipped to supply 
specific figures needed at the local level. 

The emphasis here has been on what is needed. 
Determination of whether or not and to what de­
gree it is needed can be supplied and should be 
made only after careful consideration of this hand­
book in its entirety. The worth of guidance must be 
clearly demonstrated to be such that the time, 
money, and effort it requires can be justified. This 
chapter has been concerned with costs and needed 
facilities. I t has purposely been placed next to 
Chapter V which speaks directly to the point of 
assessing worth . These must be given simultaneous 
consideration in making decisions regarding pr(} 
grams of guidance services. 
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CHAPTER 
FIVE Evaluation in Guidance 

E VALUATION of guidance services has, at var-
ious times, been referred to as unne~essary, 

undesirable, and impossible. It is contended here 
that none of these terms is appropriate. On the 
contrary, evaluation is viewed as a prerequisite to 
progress so far as the guidance program is con­
cerned. 

When we speak of evaluation, we are primarily 
concerned with the question, "of what value?" 
We are seeking to obtain answers to such specHic 
questions as: "What success is our guidance pro­
gram having in meeting pupil needs?" and "What 
progress are we making in improving the quality 
of our guidance program?" Included in the evalu­
ative process must be a recognition of the need for 
objective evidence as a basis for valid judgments 
concerning the extent to which objectives of the 
guidance program are being achieved. 

In this chapter, the topic of evaluation in guid­
ance will be considered from the standpoint of: 
(1) purposes of evaluation; (2) approaches to evalu­
ation; (3) problems in evaluation; and (4) general 
suggestions for evaluation. 

Purposes of Evaluation in Guidance 

The first and most important purpose for evalu­
ating the guidance program is to provide a sound 
basis for irnproving the program. Progress in this 
direction is possible only as we ascertain the 
strengths and weaknesses of the existing program 
and its individual services. Evaluation represents 
one of the most fruitful approaches to self-im­
provement available to the practicing school coun­
selor. 

The second purpose of evaluation is to provide 
reliable evidence of the value or worth of the pro­
gram to administrators, teachers, parents, pupils, 
and other interested persons. It is a rather well-
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accepted fact that people like to know for what 
their money and efforts are being spent and that 
the results are worth the expenditure. The time 
is past when generalized statements reflecting the 
notion that guidance is "a good thing" should be 
automatically accepted by those asked to support 
guidance services. 

The third purpose of evaluation is to encourage 
close working relationships among the school staff 
members. Since the guidance program is a part 
of the total educational program of the school, it 
must contribute to the objectives of the school. 
Thus, the entire faculty should be involved in de­
veloping the statement of objectives to serve as 
the criteria for evaluation of the guidance pro­
gram. 

Finally, a fourth purpose of evaluation is to 
contribute to the public relations efforts of the 
school. This helps the community to recognize 
the current status and the outcomes of the guidance 
program. This recognition helps to highlight the 
areas of the guidance program which are in need 
of further development. 

Approaches to Evaluation 

There are three major approaches, each of 
which can be subdivided in a variety of ways, 
available to the school interested in evaluation of 
its guidance program. These three approaches 
stated in question form are (1) What is its status? 
(2) How satisfied are people with it? and (3) To what 
extent is it achieving its goals? The first can be 
subdivided in the following ways: (a) In what ways 
is it similar to and/ or different from guidance pro­
grams in other schools? and (b) In what ways is it 
similar to and/ or different from the recommen­
dations of professional guidance workers? The 
second major question-that of satisfaction can 



be approached fron1 the point of v1ew of: (a) 
pupils, (b) parents, (c) teachers. and (d ) school ad­
ministrators The th1rd question pertaining to 
demonstrated value can be subdivided in the fol­
lowing ways: (a) to what extent is it meeting the 
guidance needs of pupils; and (b) to what extent 
is it meeting other goals which the school and so­
ciety have set for guidance? 

Each of these major questions with its various 
subdivisions represents a different approach to the 
question of evaluation in guidance There are 
times when each should be considered appropriate 
and necessary. Each requires separate discussion. 

Evaluation through a e ment of tatus. Here, 
we are concerned with the nature and extensive­
ness of the component parts of a complete 
guidance program. Evaluation of this kind operates 
on two basic assumptions: (1) the existence of 
guidance services is prerequisite to the attainment 
of guidance goals; and (2) the more extensive the 
provision of guidance services, the greater the po­
tentiality of guidance for meeting its objectives. 

The primary method involved is one of compar­
ing characteristics of the program being evaluated 
with these same characteristics in a reference 
group. The characteristics to be compared consist 
of those parts of a complete guidance program 
outlined in the first four chapters of this handbook. 
Each can be described in terms which are suscep­
tible to measurement and so to comparison. For 
example, the counselor-pupil ratio, the extent and 
variety of pupil appraisal procedures, the amount 
of educational and occupational material, and the 
number of teachers performing guidance func­
tions are characteristics a school may decide to 
Include in assessing status of the guidance pro­
gram Each of these can be divided as finely as 
desired by those concerned with evaluation. In 
general, the extensiveness of the evaluation will 
be directly dependent on the degree to which all 
parts of the guidance program are included and 
the degree to which each is subdivided in its 
measurable components. 

The characteristics mentioned above, when de­
fined quantitatively, are, In fact, critena, i e , 
goals and objectives stated 1n a form amenable to 
measurement and susceptible to test To use this 
approach to evaluation assumes that those respon­
sible are capable of stating such criteria in accept-
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able forrn and defending them on some logical 
basis as essential characteristics of the guidance 
progran1 It is hoped that the 1natenals included 
in Chapters I-IV will be of some assistance in this 
task. 

Following identification of the characteristics 
to be assessed and the methods of measurement 
to be used, the assessment is carried out in the 
school and compared with the desir ed standard. 
For some schools, this has meant comparison with 
the school closest to them or, perhaps, compari­
son with other schools in their athletic conference. 
For others, it has meant comparison with stand­
ards established by such groups as the orth Cen­
tral Association and the Iowa State Department 
of Public Instruction. Still others have sought to 
compare characteristics of their guidance program 
with those recommended by counselor education 
institutions or professional guidance as"ociations. 

Evaluation of guidance through assessment of 
the status of guidance can give any school more 
or less defensible (depending on the standard of 
comparison) answers to the question, "How ade­
quate are provisions for guidance in our school ?" 
It cannot, by itself, answer any questions regard­
ing effectiveness of guidance services This is not 
to say that it is not worthwhile, that it is less than 
respectable, that it is unnecessary, or that it is 
unproductive. It is a legitimate and very worthy 
approach to evaluation. Viewed by itself, however , 
it must be judged insufficient. 

Evaluation through a sessment of sati faction. 
It has often been pointed out that no program 
can be considered effective simply because people 
think it IS It is equally true that a program 
thought to be inadequate by those it intends to 
serve has little chance for success so long as such 
feelings exist It is for this reason that guidance 
workers, almost from the time of the inception of 
the guidance movement, have felt it desirable to 
obtain evidence of satisfaction from those it in­
tends to serve. These attempts have involved as­
sessing the opinions of pupils, parents, teachers, 
and school administrators. 

One senous limitation of this approach to evalu­
ation h es 1n the tendency of most persons who are 
recipients of "help" from some source to express 
positive feelings concerning the help provided I t 
seems to be human nature to express appreciation 
for '·help" \\t Ith problems even though this help 
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.uay not have contributed substantially towards 
their solution This general observation leads to 
one very important principle; nan1ely, the' ('oal1l­

ation of !!, llidan ce through asse.s .. ~ nwnt of satisfa ction 
should be planned to take place so1neti1ne following 

provision of the service bttt not shortly aftertcaJ ds . 
For example, to ask pupils at the conclusion of a 
counseling interview, "Do you think it helped you 
to talk about these things here today?" will al­
most always bring a positive reply. To ask these 
same persons two years after graduation, "To what 
extent do you think counseling helped you while 
in high school ?" may bring a quite different pat­
tern of r esponses. 

As with evaluation of any other kind, this ap­
proach to evaluation can be only as good as the 
questions utilized in applying the established cri­
teria. That is, if one is really concerned about the 
extent to which "help" was seen as being provided, 
it is mandatory that some specific statements re­
garding exactly what this "help" was supposed to 
consist of be made in explicit form For exaraple, 
to ask the school administrator, "To what extent 
has guidance been helpful in supplying you with 
information required for ability grouping?" is 
much better than one which says, "To what extent 
has guidance helped you in your work?" This 
leads, then, to a second general principle; namely, 
the evaluation of guidance througl1 assessment of sat­
isfac fl on demands that clea1 and explicit questions 
pe1 tainint; directly to specific guidance objectives be 
formulated for use in evaluation. Until and unless 
such questions can be formulated, there is little 
point in this approach to evaluation. 

Evaluation through assessment of satisfaction 
can, if carefully and correctly carried out, provide 
clear, accurate information regarding opinions. 
These opinions can reflect qualitative judgments 
leading to the identif1ca tion of areas needing im­
provement At their best, they let the evaluator 
learn \vhat people think ex1sts. Carefully conduct­
ed studies of this kind may be found to agree well 
'A·ith other approaches to the question of worth of 
the guidance program. The one major problem 
this approach to evaluation cannot solve is tvhy 
something is as it appears to be Th e sea1 ch for 
causes in evalttatzon of guzdance is beyond the scope 
of assessment of satisfactwn studies In this sense, 
it, like evaluation through assessment of status, 
must be judged insufficient 
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Evaluation through a e sment of the extent 
to \Vhich guidance is n1ceting need of individual 
pupil ·. Evaluation of the extent to which guidance 

is meeting needs of individual pupils has been ham­
pered for many years by starting with a program 
and then attempting to assess its effectiveness in 
some global sense. The major thesis being proposed 
is that evaluation of guidance effectiveness in 
terms of individual pupils should be oriented a­
round what amounts essentially to the case study 
approach As such, it will be a continuous ongoing 
process applied to every pupil whom guidance at­
tempts to serve The individual approach to evalu­
ation of guidance effectiveness does not exclude 
summarizing guidance evaluations for various 
groups of pupils What is being proposed is 
that decisions regarding the extent to which the 
total guidance program is meeting guidance needs 
of individual pupils be derived from the individual 
approach to evaluation. Implementation of this 
point of view demands acceptance of five basic 
principles, each of which will be discussed briefly. 

First, the developmental goals of guidance de­
mand that evaluation in terms of effectiveness for 
individual pupils be qualitative in nature. The 
definition of guidance presented in Chapter I 
stated that guidance is committed to the education­
al obJective of maximum development of indi­
vidual potentiality. When this broad objective is 
translated in terms of the kinds of specific pupil 
decisions with which guidance is concerned, it is 
obvious that evaluation of guidance effectiveness 
for individual pupils must be 1n terms of improved 
choices- not the presence or absence of the ability 
to choose. Every pupil will, for example, be cap­
able of making course decisions, decisions with 
respect to peer relationships, of how he will spend 
his leisure time, and what he \vill do when he fin­
ishes high school whether or not an organized pro­
gram of guidance services is in existence Evalu­
ation here must be accomplished in ter1ns of the 
extent to which the individual pupil is aided in 
making choices, decisions, and adjustments leading 
to greater potentiality for success than he could 
make in the absence of a guidance program This, 
of course, implies formulation of value judgments 
regarding appropriateness of pupil decisions Such 
Judgments are essential if one IS to assume persons 
other than recipients of gUidance services are cap­
able of evaluating guidance This assumption seems 
mandatory If guidance Is to be a part of education 

Second, some evaluative activities are already in 



existence in every school having a guidance pro­
gram. Decisions on the part of guidance personnel 
to engage or not to engage In evaluation of guid­
ance effectiveness for Individual pupils are, in a 
very real sense, unnecessary Such evaluation is 
constantly being carried on by pupils and their 
parents, by school administrators, by teachers, and 
by counselors themselves. All make frequent judg­
ments regarding the value of guidance for par­
ticular pupils. Evaluation, as being discussed 
here, is not intended to perform a function pre­
viously missing but rather to add validity and pre­
ciseness to evaluations which will be made any­
way. There are probably few counselors who do 
not wonder frequently about the extent to which 
guidance needs of particular pupils are being met. 
What is needed is for every counselor to deter­
mine, as well as he can, what the guidance needs 
of particular pupils are-and then attempt to 
meet them. 

Third, it is at the conclusion of counseling 
when guidance for a particular pupil is most ap­
propriately first evaluated. The guidance function 
-including appraisal procedures, the collection 
and dissemination of information, guidance activ­
ities of teachers , and group procedures converge 
in their effects on individual pupils in the 
counselor-pupil relationship. It is within the con­
text of this relationship where problems are made 
specific, decisions are reached, and plans are for­
mulated for putting decisions into effect. It is 
here where guidance needs of individual pupils 
become translated in terms which lend themselves 
to evaluation. Such evaluations should concern 
themselves both with the extent to which the pupil 
was helped and the relative contribution of various 
sources of help. The former is by far the more im­
portant but improvement of guidance services de­
mands that both receive consideration. 

Fourth, follow-up evaluations after the con­
clusion of counseling are essential for assessing 
guidance effectiveness with individual pupils. 
While plans formulated by pupils during counsel­
ing are subject to immediate evaluation in terms 
of JUdgmental criteria , much more meaningful 
evaluation occurs when follow-up studies are con­
ducted sometime following conclusion of counsel­
ing Such follow-up studies will not, of course, 
answer the question, "Was this really the best set 
of plans the pupil could have made?" but they can 
answer the question, "How did these plans work 
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out when the pupil put them into effect?" Even 
lhc question, "To what extent did the pupil follow 
through on plans he n1ade during counseling?'', is 
a most meaningful one to ask in assessing guid­
ance effectiveness for individual pupils. The ef­
fects of guidance do not-or at least should not­
cease at the conclusion of counselor-pupil contact 
in the counseling relationship. If the goal of 
guidance is to help pupils move towards maturity, 
then some maturational assessment must become 
an integral part of the total evaluative process. 

Finally, concern with evaluation gives purpose 
to counselor actions in dealing with individual 
pupils, which, in itself, promotes effectiveness. 
Such a concern forces all guidance personnel to 
constantly scrutinize why they are engaging in cer­
tain activities as well as to inquire about their ef­
fectiveness. It enables the counselor to have some 
clear-cut objectives in mind when initiating coun­
seling with each pupil and gives him a basis for 
comparing his expectations with those of the pupil. 
Final determination of guidance needs of indivi­
dual pupils demands that the pupil be actively en­
gaged along with the counselor in this process. 
The counselor and the pupil work together in 
specifying guidance needs and in making progress 
towards meeting these needs. The right of the 
pupil to choose for himself can, in no way, be con­
strued as relieving the counselor from responsi­
bility for assessing guidance needs and evaluating 
guidance effectiveness. By so doing, purposes of 
guidance become clarified for all concerned. 
Teachers, administrators, parents, counselors, 
and, most of all, pupils, need to see reasons for 
guidance from which specific goals of guidance for 
a particular pupil can be specified. Certainly, we 
need to cease explaining to individual pupils that 
we have scheduled them for counseling today be­
cause "It's your turn!" Until and unless specific 
r easons for working with a particular pupil be­
come apparent, there seems little point in the 
counselor expressing his desire to help. Counselors 
ought to be able to give reasons for their counseling 
activities in terms of clearly perceived need for 
counseling on the part of the pupil with whom he 
seeks to establish a counseling r elationship. 

In summary, it has been said that the as­
sessment of guidance effectiveness in terms of 
meeting the needs of individual pupils should be 
viewed as a continuous, mandatory activity in 
every school purporting to have a guidance pro-
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gram. Other evaluative approaches may be added, 
but this approach, above all others, must be used. 

Evaluation through assessment of the extent to 
which guidance is meeting goals of education 
and of society. The individual approach to evalu­
ation of guidance services discussed above pre­
supposes that the primary reasons for the exist­
ence of guidance services are related to their ef­
fectiveness in helping individual pupils. Over and 
beyond these, there are additional goals for guid­
ance set forth by the school and society which must 
be specified in order for the total pro~rarn effective­
ness to be fairly assessed. It is the purpose of 
this section to discuss program evaluation from 
the standpoint of educational and societal goals 
toward which guidance can be expected to make 
a measurable contribution. 

There are no educational-societal goals for which 
guidance, as a part of the total school program, 
claims sole responsibility for success or failure. 
There are several towards which guidance claims 
potentiality for making some positive contributinn. 
Stated in forms which are susceptible to measure­
ment and, thus, to test; these school and societal 
goals include: 

1. Reduction in the incidence of under-achieve­
ment among pupils 

2. Increase in pupil achievement 

3. Reduction in the dropout rate in the second-
ary school 

4. Increase in average daily attendance 

5. Reduction in requests for program changes 

6. Increase in proportion of able pupils continu­
ing their education beyond high school. 

7. Decrease in proportion of pupils making in­
appropriate post-high-school plans 

8. Increase in job earnings, job satisfaction, 
and rate of promotion among schoolleavers 

Assessment of the extent to which such claims 
are justified demands, of course, that relationships 
be determined between the existence of what 
guidance people believe represent good guidance 
programs and progress towards meeting these 
educational-societal goals. In simplified form, it 
means that, as programs of guidance grow in 
status, some progress toward these goals should 
be demonstrated. It also means that evaluation 
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of guidance prograrns must be tied in with evalu­
ation of the rest of the total school program. That 
is , increases in guidance services should result in 
progress towards these goals assuming other fac­
tors contributing to such goals remain constant. 
This assumption must always be checked when­
ever evaluation of guidance is to be accomplished 
in terms of educational-societal goals. 

This is a difficult but not an impossible task. 
How should a local school set about to evaluate 
effectiveness of its program of guidance services 
from the standpoint of educational-societal goals? 
First, some evidence of the nature of existing 
guidance services at a particular point in time must 
be determined. For example, what is the pupil­
counselor ratio? To what extent do teachers use 
cumulative records? What comprises the program 
of pupil appraisal procedures? What occupational 
and educational information is maintained? What 
group procedures in guidance are being utilized? 
What are the professional qualifications of the 
school counselors? It is obvious that, at this stage, 
this aspect of evaluation resembles very closely 
some of the same procedures essential for evalu­
ating guidance through a simple status study. 

Once a school has asked and answered these 
kinds of questions, the results can be compared 
with \vhat guidance specialists contend represent 
adequate guidance services. It is hoped that the 
contents of Chapters I-IV of this handbook will en­
able Iowa schools to make such comparisons. Fol­
lowing such examinations, decisions can be made 
with respect to plans for improvements to be made 
in the existing program. Prior to implementing 
such improvements, some initial assessment must 
be made of the extent to which the educational­
societal goals to be studied are currently being at­
tained in the school. This involves selection from 
among criteria such as listed earlier, those con­
sidered appropriate for this school and collection 
of data designed to answer such questions as: 

1 To what extent are all pupils working up to 
capacity as indicated by relationships between 
aptitude and achievement measures? 

2. What is the failure rate in this school? 

3. What 1s the dropout rate in this school? 

4 What is the incidence of requests for program 
changes among pup1ls in this school? 



5 Of those pupils having the ability to success 
fully complete college, what proportion in 
the last three years actually enrolled upon 
completion of high school? 

6. Of those pupils entering college each year, 
what proportion appears (in terms of later 
failure rates) to have made unwise decisions? 

7 Of those pupils graduating from high school, 
what proportion continues their education in 
some specialty oriented training institution? 

Questions such as listed above are intended to 
b2 illustrative of the fact that any particular criter­
ion chosen must be stated in such a way that data 
concerning it can be collected in an objective man­
ner which lends itself to measurement The par­
ticular form of the question must be left to those 
interested in the evaluation and will represent, in 
explicit form, educational-societal goals and ob­
jectives toward which guidance is expected to 
make some positive contribution. The process of 
formulating such a set of specific questions can, 
by itself~ represent a valuable in-service education 
experience for a local school faculty 

Once such questions have been formulated and 
data obtained representing current answers to 
each, decisions can be made with reference to 
specific ways in which the guidance program is to 
be strengthened. A school may decide, for ex­
ample, to add more counselors, to conduct in-serv­
ice education for teachers, to improve guidance 
facilities, to add more educational-vocational in­
formation , to expand group procedures in guid­
ance, and/or to revise the program of pupil ap­
praisal procedures. Decisions must be made with 
respect to which area of need are to be given 
priority status. The basis for making such deci­
sions should be the study devoted to comparison 
of the two types of data described above There 
should be a recognized need for improvement of 
guidance services prior to undertaking such ac­
tivities. Certainly, there is little justification to be 
found in adding a particular feature or changing 
an existing service simply because a neighboring 
school has chosen to do so. 

After making the changes designed to improve 
guidance effectiveness, the school must operate 
for a sufficient period of hme so that the effects 
of such changes, if any, \vill have a chance to oc­
cur. WhHe no specific time hmit can be set which 
1s universally appropriate, this time will typically 
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not be less than one school year and may be as 
n1uch as three years. During this period, some 
assurances must be found that no other significant 
changes are occuring in the school designed to 
accomplish these same goals and objectives. With 
such assurances, the questions asked prior to mak­
ing guidance changes can again be raised and data 
collected which will serve to answer them If these 
changes are effective, some improvement in con­
ditions will be observed. It must always be clear 
that the goal is improvement, not attainment of 
perfection 

Obviously, such an approach to program evalu­
ation is difficult, time consuming, and expensive. 
Equally obvious is the fact that it is the only way 
in which we can really learn the extent to which 
progress towards educational-societal goals is be­
ing n1ade through the efforts of the guidance pro­
gram. Some schools will decide that the indi­
vidual approach to evaluation of guidance is suf­
ficient for their purposes. It is hoped that no school 
will feel it necessary to evaluate program effec­
tiveness ~ Ithout the supplementary individual ap­
proach discussed in the preceding section. It would 
be unfortunate if neither approach was ever used 
- unfortunate for education, for the guidance 
movement. and, most of all, for the pupils whom 
guidance as a part of education seeks to serve. 

Problems in Evaluation 

There are many problems associated with eval­
uation of guidance services. Some of these prob­
lems are· 

1. Lack of a clear statement of the program's 
obJectives in terms of observable pupil be­
havior and characteristics 

2 Failure to involve the entire faculty in es­
tabhshing both the over-all school as well as 
the guidance objectives 

3. Tendency to concentrate on immediate cri­
teria of success rather than on more impor­
tant, stable, long-range goals 

4 Tendency to ignore individual differences by 
regarding all goals as equally desirable for 
all pupils 

5 Failure to recognize that the presence of a 
service or process does not automatically 
result In the desired behavioral outcomes 



6. Tendency to "overdo" the use of subjective 
reactions as to the success of the program 

7. Too little attention given to careful planning 
of the evaluative procedure (experimental 
design, survey techniques, etc.) 

Sugge tions for Evaluation 

With a view toward eliminating, wholly or par­
tially, the problems involved in evaluation of guid­
ance services, the following suggestions adapted 
from Dressel4 are offered: 

1. ta1 t with an all-school state1nent of objec­
tives All members of the faculty should 
participate in developing this statement so 
that the entire school staff may better 
understand the inter-relationships between 
guidance services and the total educational 
program 

2. Assign responsibility for th e various objecti ves 
to the appropriate areas of the educational 
p1 ogran1 For some objectives the instruc­
tional program will take complete responsi­
bility; for some, the guidance program will 
be primarily responsible, and for still 
others, both will have equal responsibili1y 
It is of prime importance that the over-all 
objective- pupil development- be achiev­
ed; but it is essential to recognize that some 
of the outcomes are the result of the pupil's 
contact with the guidance services 

3. Keep a wide range of objectives in mind. 
Both instruction and guidance have im­
portant functions to perform in helping 
pupils develop the qualities necessary to 
become \vell-adjusted, adequately function­
ing individuals. 

4. Do not lose stght of tlt e fa ct that the gvulance 
p1 ogram contributes to the pupil's acquisition 
of knotvledge and tlze ability to do critical 
thznking. Each pupil must acqu1re the 
necessary facts to enhance his understand­
ing of himself and his environment, but 
also that his ability to think on the basis of 
such knowledge may be increased 

5. Look for possible inadequacies in tests and 
othe1 devices zn conunon use Although In­
terest tests are plentiful, they do not 
measure the increase of the range, depth, 

4 Adapted from Paul L. Dress l, " Pe sonnel Servrces in 
H rgh School and Col lege" OcL lllJa / wns, Vol. 29, No 6 
(February, 1951), pp. 331-340 
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and intensity of interests. The evaluation 
of attitudinal changes is rather unsystem­
atic,handicapped by the fact that the atti­
tudinal objectives are usually not clearly 
defined. The measurement of personal ad­
justment is complicated by the fact that no 
satisfactory external frame of reference 
exists for judging the personal adjustment 
of all individuals, each person's adjustment 
must be Judged by a unique internal frame 
of reference for each individual. Most 
approaches to evaluation do not provide 
for this. 

6 Be slow to replace long-terrrz goals by im­
nzediat e crite1 ia without critical exa1nination 
of the latte1. If immediate or limited goals, 
such as grades or participation in pupil 
organizations, are used in evaluation it , 
should be made clear that evaluation of the 
to tal effect of a particular personnel activ­
ity has not been studied but only Its effec­
tiveness relative to that particular criterion 
If, in turn, it can be shown that many, or 
most. of those who participate in pupil or­
ganizations also are encouraged thereby to 
take an active role as citizens in later years, 
the conclusion is apparent that the imme­
dia te goal also has long-term significance. 
Even 1f it does not have long-term signifi­
cance, the participation may result in 
greater immediate satisfaction and happi­
ness-a worthwhile result in itself 

7 Lay out a master plan foJ evaluation so that, 
in th e enthusiasn1 for one type of evaluation or 
one ob,ectz ve, zts relative nnportance zn a 
total evaluation prograrn is not ove1looked. 
In order to avoid simply collecting pupil 
or faculty opinion or carrying out a series 
of unrelated studies merely because of ease, 
a master, long-range plan of evaluation 
should be formulated This plan may be 
carried out over a period of months or even 
years 

8 eek advzce on expenmental des zgn and asso­
ciated stat zstical t1 eatment It IS important 
to carefully plan the collection of data that 
are to be treated statistically Devising an 
appropriate design for collecting data is a 
highly specialized task Therefore , It should 
usually be done by sozneone specially 
trained 1n research. 



9 Involve as nwny worke1s as po.sstble in an 
evaluation study The major purpose of 
evaluation is improvement or progress. 
Those people who participate in the study 
tend to accept it and understand it better 
than those who do not Although the in­
volvement of many people may tend to slow 
down the progress of a study, greater 
ultimate progress is likely to be attained 

ummary 

In this chapter, it has been suggested that the 
most valid evidence of the success of a guidance 
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program is found in the changed behavior and 
characteristics of the "guided" pupils It is im­
perative that any evaluation be based upon a 
clear statement of objectives and that the evalu­
ative procedures be carefully planned to produce 
evidence of how well these objectives are being 
realized Any d1screpancies between expectancies 
(objectives) and actual achievements must be care­
fully studied to determine where1n the program 
has failed Only by [{)eating weaknesses in the 
program can it be improved-and improvement 
must be the goal of teachers, administrators, and 
guidance workers alike. 

• 














