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" ABSTRACT

- S

e This thesis began with the premise that current criticism about the”
ischool counsélor stems from inconsistent expectations and confuaion
) about the purposes of guidance and counseling, and the role of the coun- | : f
selor. Lacking certainty about what to be accountable for, the counsel*‘
or has beenvunable to meet demands for accountability The purpose of
"the thesis was. to develop a guidance and cOunseling program in which '
purposes and goais are directly related to pupil needs, snd within which ‘
'a‘consistent objectives-baaed.counselor role can be described._,_

A review of guidan@h and counseling approaches and models, and of

“

“the development of counselor status in Edmonton Public Schools, provided

a framework for describing the guidance and counseling program. The pro-»'

-

.'gram represents a shift in emphasis from a direct, problem—centered,

counseling servicé fo a developmental, preventive program approach in ,-"' ' .

*which the counselor worka largely in a consultive, resource assistance :.“?*“*

‘fmode with teachers, parents and pupils. The program is intended to be-'
° - @ . “""

a'oome part of" the educational mainstream in the school rather than remain- S -

- a suppiemehtal service. It, therefore, emphasizes an educational ap—

.v [N

prosch to guidance and counseling.’_~

The role of the counselor is“to develop, implement, and evaluate
' the guidance and counseling program in the school Program development

4 involves consultstion(uith the principal.snd teachers in assessing pupil i.

needs, formmlating and prioritizing progrim gogls and objtctives, and
‘evaluating outcomes. Needs and goals sre fixed points around which o B
consistent and uniform expeétations can’ be established, yet the counsel—lile{fcg'fz

Aor is aiforded pgqfessional flexihilitq/in the selection of guidance andf; :@&‘,-c

LRy s LT
VpTe T _‘—M_r.t . :
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counseling functiona'(content:”methoda and techniques) to be used to
}imeet eatablished objectivea. 'Routihe evaluarion of program outcomea,

gvin terms of changea in pupil behavior, permita,continuing modification

CO 1
~ 1

 and improvement of the program.
The program structute enableo the counaelor. to reduce role con-
fusion, co establish accountability, to involve o‘hers (teachera and

A'~parents) as participants in the program; to have control of time, to

l; manage guidance and counseling activities to meet pupil needs, rather

;,than be managed. by haphazard demanda, and to make maximal use of peraon—

al atrengths‘as'a'source of increased Job satisfaction.' .

@
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CHAPTER 1 B

INTRODUCTION -

from many different quarters. In an incressing number of ~
schools, counselors are considered frills.... Parents,

school boards, taxpayers and students are questioning the va1~
uve of counseling and "their’ criti'isms seem to grow daily.
(Pine, 1976) - ' : :

:'The problems school counselors a: facing today arise from lack of

y agreed upon and conaistently held expe tations about_theirwduties and re-"
sponsibilities. Expectations about wh“t counselors do, about what they
should do, and about the significance bf their efforts vary greatly ._if‘;
\among counselors, counselor educators, school trustees, educational ad-

%iminiatrators, teachers, pupils, parean, health and social agencies, .
buainess and'. industrial groups, and otherhinterest groups in the com-

&
sts ‘to’ indicate the extent of o

munity. Considerable documentation
‘the general smbiguity surrounding thv counselor,‘of the criticism crys-
talizing around counselor efforts, d of the intensity of the‘diffi-
culties counselors are facing (Barjiette, 1770, Boyle, 1971, Carlaon, ';d 'J
f1973, Conklin, Altman & Hengel, 971' Feltfam, Gaetz & Nichols, 1Q72,“ .ja.
.1974, Galiup, 19713 King, 1973 Masaey, l?73, MbKinnon, 1974 Mott, Av ; -
1973; NASSP 1975. rafbrson, 1973. Pine, 1975. 1976 Tracy, 1972) ”V*l “7"
| - The main cbnce!h that seems to have emerged 1is that counselors e

hsve not substantiated thst they are adequately deeting the guidanceba liff"m“

2 N
.

needs of pupils. The inference to be drawn is thst unless counselors'

“satisfactorily demonstrate their effectiveness and/or redirect their ef-'~

!

;forts towards meeting these needs, schools oannot afford to. retain

,counselors (NASSP, 1975 Pine, 1975, 1976).,_,;'




Pu Hose of  the Pres t Thesls .

Yy

sion that widespread agreement and consistency f expectat

about
. S L
co elor duties and responsibilities can be obtained.

A beglnning premise for the theeis was that any statement of coun- f

sel T tasks, duties a'w responsibilities must be developed in relation to

pup l needs within : ‘context of the school. Viewing the school ae a B

~who e, it was - seen as necessary ‘to delineate and distinguish”school guid- .:!

- ‘

ance: and couneeling functions from other functioga in the educational :_fxﬂj'

ent rprise., A secondary purpose of the present thesis, then, wea to des— K'ﬁ_
crihe a program which conceptually pulled guidance and counseling func—

tions together.,_” ’ f'; o “'}ﬁl7 : ;i,'*' o S 'f'“V S

Rather than desling with the universe of school-counselora-in- . ;/K;; f

‘gen,:al, guidance and counseling and the role of counselora in’ the R
a0 Pt LT .

ﬂvton Public Scﬁool District, an urban school system in Alberta,;.jf

.

CanPda were utilized aa context in which to conlider program/develop-

‘ "! Lo g R L ' b \ ‘ \"-.I: . |

tand obdf gefon. | o T tn o n
m‘u j e in t on _‘O, oL S Joo e
Need for the Thesis > -"' _ L: ' 'xiwfhl*.\jf. T Jff o f\ﬁ.{; ’i .

Attempts-over the 1sst ten to fifteen years to define the counselor'

role have been nsde primatily by counaelors, fram the frsmea of reference
x
of tounselors, expressed nsinly in terna‘of uhat counselors can-do for




couhaelor hes not changed.‘ The comeelor r;ema:lns outeid.e the educption-‘ o
. al program :ln the school providing -ervice which 1s. eupplententery to that

. progra;n (Aubrey, 1974) 'I'hie eervice etence has generated meh of the .

/ v

¢

crit;lcim of - coﬂnoelots and couneeling ptograns ’nge tocue of that cri—- C,

- v

ticiam centers on che iseue of eccountebility (Aub‘tey. 19710, Mne. Y

ol Y eyt B i PR
RN ~ L e . ot

19?5, 1976; Quinn, 1971. Shaw. 1973) -, ;3,y<

. A&ountebility meane, .firstly. thet counselore adequetely evaluate
- < J‘ ' ‘;b‘\\
the effectivenes¥ of theit effgtta and, seeondly. make k.novn to othere s

Vo
“ t.he reeults of tiut evaluat:ton.; Be:[ng Accounteble meens being able to

\ *

demonetrnte t:het guidance and counseling ﬁctivit:les producn Wrch vh :l 1e L
results. and it means utilizinz .evaluat.ive dat:a to ma:h{tain end 1mprove \
- ). The fect thet counselots hsve not: ea- i

. T Se

tablishe’d adequate eccountebility ee&e clear.. However, why they hn‘ve ST

N worthwhile resu1cs (Quinn

not is much leaa clear and much‘ nore complex. Albhough tber% xr* :many

possible underlying teasons for this, on the eurface it weuid dppear

that couneelo‘ﬁe bgsically do not know hOw eithet to routinely evaluate V'v{;;"‘ IR

» : p-.,

; o the:lr effectiveness and/or to adequately comunicat.e their results to o .,l',-,}

others. T PR s

. . A X
. . . . . w2 ’ EEEIR T}

In diecussing eccountability in the 113!1: of profeesional litera- "" } vf

. e B B
o

ture on gui,dance aw counsel:lng, Shew (1973) states. "nost guidance

“

i tekts are essentially deae:i.ptions ef the funct:iona that a guidance " 1.:“:
Bpecialist is presnmebly exvected t° carry Oﬂﬁ-. l'hese f,unctions are o

= o -.‘jff...?\ﬁ.*f,

- us-ually not reuted to any&eettbushed set of goels or objectives" O / LT

(p. 33)' Shaw uint“i“‘- Ah“» eff‘!¢‘—t‘-='~ve!:tess of counselot efforte can \

----- ) i 5
> :

,/,




b SN o ) . o
‘of rojes and functions then by definition the guidance program cannot be ,
' . o ) R A : ,_&j,'/ﬂ

: effective" (p. 34) _ ' o e .: S

o ‘ .

Predetermined objectives or outcomes, in ‘terms of - pup!l behaviors,,’

‘aré the key to accouhtability. Many of the curremt goals and purposes

i

AN i
of’guidance and counseling are 8o -vague and general as to be operation-

o

° ally‘useless. Statements such as.' to help the individual to maintain
ft L e
an optimai level of development to facilitate self—awareness, self—

o<

K understanding, and self—acceptance, to’ assist the individual to. become

K C. R N ,\

more independent and aelf-directive .and .to" facilitate self—actualization,ii

say little about.thé behaviors pupils are intended to exhibit as a re- v

& ¥ B
*sult qﬁ counselor efforts. ﬂ o :..,«

» o

Providing service to pupils atxpoint‘of need has tended to inhibit

counseiors from establishing public objectives more definitive than..'-

<

'to assiat pupils(to overcome problems , accompanied»by descriptions of

how service iz\rendered-vthrough counseling interviews, testing, consul-

tation'wifh teachers and parents, hnd the like.; Much of this activity r.‘ .

gis cloaked with confident?hlity and is not public. Outsiders are left
to speculateﬁfnlwﬁat is' taking place.. ft may be obvious that the B .:?;.i*;i
counselor has i tull schedulewofvcounseling interviews, that pupils.' .
. seek out tQ§ céunselor 6n self-referral --and that the counselor is ‘H'
’ skilled tester tnrningﬁout protocols ﬂdth speed and precision, but how-' 7:-', .‘;i
kS effective all this is, is stili left in doubt.- The outsider can form } :-'?iiv "':é
impressions about how w%ll the counselor performs and can expect that ,

. r“‘ .
good performance may produce positive results whereas poor performance

‘o

will not._ Beyond that, absessing couaselor performance says little

about the impacg(of thpt performance on the behavior-oprupils.




" The initial tendency is for the outsider to expect that pupil be-

havior will change as a- result of counselor effert. ‘If change is not ob-
vious. even if not quick and dramatic, and in the direction the viewer
<

'thinks is- approPriate, skepticism about counselor effectiveness tends to

rise..

Skepticism is heightened when the viewer compares the stated broad
'_goals of guidance and counseling which purport to. embrace all pupils and
tend to cover everything which is clearly not - classroom instruction and
_administration (Shaw, 1973, p. 60), with what the counselor actually does.

::The counselor obviously does not, and indeed cannot, accomplish vague,

‘indefinite goals and purposes. -The results of comparison are skeptical

& b /

perceptions about counselor effectiveness and varied and- ambiguous expec—

"btations about what the counselor can and should do in the school. The

icounselor is hard pressed to, establish accountability and maintain credi-

-
'

‘School counseling cannot respond to ito critics and move. for- .
ward on‘the basis of gratuitous statements regarding program"

. outcomes . and effectiveness. What san be gratuitously atated
.can be gratuitously denied (Pine, 1976, p. 2) .

' Criticism of counselors is also receiving ﬂnpetus from Current
-;emerging concerns about the purposes and effectiveness of education in
p:general. The hardening belief that schools today are’ not adequately '
_ educating our. youth to meet the needs and demands of society is evident ;l
in the" much voiced call for a return to the basics in education.‘ Recent
: decisions and actiong taken«by the admdnisttation and Board of Trustees ]pi
‘rof the Edmonton Public Schools reflect these concerns and among other ‘,,n.‘ _':ia
~things, have resulted in reduction of counselor numbera, assignment of g

»

counselors to regular teaching duties,tand an insistence on major -

.%

«I-L A-1~-- . i T i . . - X . Co - .




: changes in the orientation and operation of counselor functions (EPSB

’1976' Nichols, 1975) o
‘That guidance and counseling are targeted in this push for reform
-is related to the accountability issue and to other considerations.
There is reaction to the intenaive focus of recent years on the individ—
ual as the unit of society to the exclusion of larger social structures.
Counseling exemplifies the individual emphasis. There is-concern that
the school, as. perhaps the moat stable social struCture and:‘holding
ground' for children, has become overextended in an effort to provide ’
all things for a11 pupils and consequently has so diffused its efforts ‘
-as to diminish its effect on the primary task of educating children.'
———

.Again guidance and counseling with a problem—centered focus exemplifies
this diffusion and weakening (Ginzberg, 1971'  NASSP, 19753 Ontario Draft
Report ny, 1971, shaw, 1973). . -

| Although avowing goals that are compatible'with those of education '
in- general guidance and counseling as a aervicewis considered supple-.
"umental to tﬂe educational program (EPSB 1967) Where contribntion to -
t the basic education of pupils is not- well defined nor clearly evident, u
f‘guidance and counseling tends to be relegated to the status of 'frills » .
M'vulnerable to elimination (Pine, 1976) PR ’
_ 0n the theme of purpose of education and of guidance and counseling,..
:the National Association of Secondary School Principals makes a signifi-'
cant statement which also has applicability to elementary schools. o
) ' These new responsibilities (of . the school) most often
drose from the emotional or- psychological needs of youth.. .
They reflect the social and emotional ‘circumstances of the
larger society, particularly the weakening of family influ- .
ence -and the impact of psychological stress-in modern life.

As increased nupmbers of students with serious problems ap-
eared at’the/school doorstep, reaedial and supplementary

?&- o
' -

P




"‘V".)v : . : ) . ) : . . . - o
..’ el . )

programs grew to accommodate the situatipn. The secondary
. school found itself diverting resources toward the rehabili-
- tation of students and away from the instruction of students.'y
By attempting to revive as well as counsel and teach,
the schools now are finding their resources insufficient to
tqtal demand.:.. Secondary schools increasingly are expect-
ed to rehabilitate adolescents .with severe problems..., to . . .
lower juvenile crime, to repair family disintegration, to
reconstruct alienated adolescents, or to. find jobs for the
. marginally. employable....
. A close look at this proliferation of responaibilities.
~ and careful thought .about. the capabiliti is ‘of the secondary"
" school to serve. realistically every yout under any and all
_circumstances, ‘must be among the central priorities ... (in
determining) ~objectives. While ... it (is) imperative that .
restorative services be available to youth as needed, the '
role of the school in the more serious cases is to guide
: studerits to the appropriate ‘rehabilitative source in the
. .community rather than’ to provide this service within the
school setting.... :
. " The expeotatidn that schools would provide a major pro-
. gram of therapeutic ‘and rehabilitative gervices for youth
o grew: casually and ‘without- careful thought, and .,.. serious
" questions must be raised’ about the impact of ‘such an effort
- upon the - safety and’ welfare of the student body generally. o
(NASSP, 1975 p..9 10) ' ‘

Nonetheless, MASSP recognizes value in guidance and urges that

-f; "greater priority-... be given to the early detection and prevention of ‘
problems rather than to the expensive and often ineffectual processes’of' |

' correction after»problems grow“ (p. 46) “The need for primary focus on o

educational guidance is also stressed (p. 65) Pinslly, NASSP empha- ’

_ sizes the need to. "modify the counseling role to be that of resource

specialist rather than a generalist for students" (p 47)
Need for the present study arose from the criticisms reviewed above.

’Ihe thesis was’ written in attempt to meet the need for a guidance and o b

counseling program with objectives and evaluation,built—in, which isii'"

?more closely integrated with mainstresm education, and vhich provides ani :
‘POperational framewoi%’for the role of counaelor. It also was an attempt ';5g
" to describe the job of counselor including planning, objectives setting

and evaluating as basic counselor responaibilities and tasks.




. Overview of the Pgesent Thssis B

In this first qhapter, ‘the purpose and need for writing\a theais on |

”the role of the school counselor wsre stated. The current o dentation

R . . e

'and status of counselors require modification arried out in the direc- .

’ tion of definite goals. Counselbrs need t establish accountability in

order to effectively counter mOunting riticism. They must accomplish

the difficult feat of adopting a more systematic, orgaﬁized task orienta- C
tion to the job while preserving the human relations process approach

V\' «“ s . - '. a *
rthat is the essence: of guidance and counseling _ "'4 T
: . % . . . ‘. )
Chapter II consists of a review of _some literatureupertinent to
. L
guidance and- counseling program development and role modification.

' SeVeral guidance and counseling approaches\and program models are examin- :

\ .

. ed in order to identify relevant dimensions and elgments with which to -

. . . Loe e - . \\ ..
synthesize a program.- e ?.. ‘.§7iﬂ"

L _
In Chapter III the development of counselor status in Edmenton

'.Public Schools is reviewed. Factors and forces which influenced the\\\

’ shape of the counselor role Are identified as dynamics to be taken into : “?\5§;3:-

‘account.’ in the process of program development. The dimensions and

4 NS

characte%ﬁgtics of an. operational school guidance and counseling,program

are described

Selected counselor goals and functions are synthesized in. Chapter_y
IV into a description of counselor duties, tasks and responsibilities\
:;consistent with pupil needs and program dimensions. ;,’ 4 ”
X The thesis is summarized in Chapter\v and implicﬁtions drawn from'~-‘v‘

--it are discussed} 'ﬂ . 'f\“'t ’f"f" B




© REVIEW OF SOME PERTINENT LITERATURE
One of ’“the‘"difficultiea in fomulating a guidance' and ‘counaeldng '
L B

- progran lies in etri.tcturing a framework which will conceptually encompaui_'l )

v'auch a. brOad and diverse field.' Typically, writers have atteupted to

. "
'deacribe guidance and counseling in terma of some major approach or’ em-

PR

,_phaaia.. In thia chapter a numher of - auch descriptions are reviewed
- -They aerve to indicate the breadth and diversity of the field Wever, f

Q-:none of the deacriptions ie all-encompaaaing.' What is needed ia aome '_f ._j

"_framework with dimensiona* which cut through different guidance an>d coun- SRR

. 'eeling functiona and activitiea along lines of comonality.‘ .'l’vo modela, '"3
'“ f - p : ' | t:
'with different perspectivea, which provide such dimensionahnd encapau-

B plate the field of guidance and counseling are examined in aoﬂe detail
' with a view to their utilization in program development. ‘ A third model
: of counaelur functioning is reviewed briefly for its" applicability to o

the role deacription of the couneelor.

-
-

' opment are: conaidered. - | ' ) \ . e

P \
t'-‘ R

Approaches to Guidance and Counseling_ -

- Over a span of yeara nuueroue approachee to guidance and counaeling

N

Finally. some of the atepa and p&oceduree involved in program devel- __:\". :.,.:

. have appeared in- public education ) Bach approach has emphaaized certain i

‘ aaaumptiona about pupila and hae atreaaed different dimenaionb of guid- :

f'ance and counaeling thought and practice.c. Zaccaria (1969) deacribes L

‘

seven major approachea to guidance, and more recent attention to paycho-




logical education. parent education, career educatio ’ and to conaulta-~”

. tion approachee—hae generated additional thruata.‘ A

umuWeqpmm(umun,Hw.&w‘.Wv Q”HWG“@”

itive‘approach to guidance_ia predicated,on the teacher-‘ pil reiation—_.- |

‘ ahip in- the classroom. 'Guidance ia eeen”aa one facet of>the total educaé

‘. )

_tion of the whole child. Aa a conaequence. the teacher is the primary ‘
: practitfoner of guidance utilizing the curriculum as the medium for B
’.delivery. The general goale of education are the goala of guidance as

«ﬁjvell ae for evety other aubject and program. Concern wifh poaitive

'FgrOWth and devélopment of the child as -an. individual and as a productive

‘p‘menber of aociety (Alberta Department of Education, 1975) stated as

[Su

RUNE

Afgoala of education and as: objectivea of couraea of study, conetitute the;_‘ :

"]focue for guidance._'

Thie approach stressea aeveral aapecta. I) guidance ia for'all ‘

"pupila and can be provided-in the claaaroom through the'regular curricu- :

'.ulum, 2) the teacher routinety employa psychological approaches in the

claqaroom in relating to individual pupile, in influencing clessroom v:H

".climate and group dynamica, in motivating pupile to 1earn--a11 of which o -

auetain and facilitate the affective development of pupila' 3) the majoru :

¥

i, guidance function ia eupplying educational and occupational information -

»

,4Lto-pupila alongowith relative1y~informa1 advice about future plans,and, 1,7.@;“‘

» about probleme of adjuatnent to achool.

Organizational configutationa of the educative approach to guidancef

' include. 1) all claaarogg teachera aa suidance,vzrkera, 2) teachera with‘

hom-roon oeriods apecified for guidance purpoeea*_3) guidance efforte of','y.u

teachera aupplemented‘by an auxiliary guidance epecialiat, 4) teachervl:'

- couneelora aaaigned non-inatructional time in which to carry out auch .5;

"o
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\\:/thinga as orientation. maintenance of pupil records. registration and o
4 e .
‘parent conferencea in- additiOn to claaaroom guidance. o j : J;
~ The educative approach ia, in the main, an undifferentiated, general '

.
education approach in'vhich guidance permeatea the curriculum.v Emphasis
1s on the unification of. gearning experiencea for pupila. Critica of the 3
' approach stress the need for levels of competency in providing guidance. | lhu,
In actual operation teachera typically do- not have aufficient expertiae |
in guidance and coudaeling to adequately meet needs of pupila faced with
the complexities of growing up in contemporary sodiety. One result is ..
that guidance in the claelroom tends'to be incidental and accidental.
Up-dared veraiona of the educative approach have appeared in several
»_’aituationa. One example is the teacher-counaelor or - teacher-consultant

[

approach in which*teachera.are granted»non-inatructional time to meet
;Vithlatudenta on-mattersfother'than%claaswork- Wbrking in a peraon-to-
’;peraon rather than teacher-to-atudlnt relationahip, teachers and stu-
:'denta obtain back—up aupﬂsrt aﬁﬂiaaaiatance from the achool counselor
i'(Bahr & Wblfe, '1972; Sinonl & Davieo.vl973) Deliberate paychological

education (Mosher & Sprinthall 197!) in vhich atudents are taught the
"fundamentala of counaeling proceoalo ilg,aae in,peer counaeling. and the

A.paychology of child developnent for’i ¢ ju uotking with pupils in prim-

ary gradea, ia another example of the.‘ .
Educational-vocational appggach (Zacta |

Thia 1s traditional vocational guidance vh

x“fve approach»to guidance.
y 1969, chap.3, pp. 27-40)

aizea educational and

S

.g: Long ‘based on trait and factor

g vocational planning and deciaion

theory of vocational choice, guidance practdce in thda ap

'itended to aaaiat the atudent to chooae. prepare for, agg entdr an occuy~

ﬁi

_‘pation. Eitenaive use of abilitr aptitude, interest and other atan-
- : S w - -

KN



' dardized psychological tests are~characteristic\of the approach. .S
'too, are provision of educational ‘and occupational information, and coun~
seling with respect to planning and decision making. -

Contemporary approaches, represented by the works of Holland (1966,
1973) and Super t1957, 1969, 1970), have produced many sophisticated
theories. practisea and techniques resulting in: 1) a comprehensive

view of the individual in interaction with his environment, developing a

life atyle rather than aimply choosing an occupation- ‘and 2) the concept‘V

of career developmept as a life-long process from early childhood
through old age rather than a single-event choice of a. life-time occupa-x
tion.

A recent‘development is career education (Hoyt, 1975, Marland 1974

Rapp & Barber, 1975) which is taking on characteristics o£:a major educa-f

tional.reform movement in the United Statea. Its major goal is - ‘to re- '
~store and revitalize the value of work, both paid and unpaid, in theA
livea of studenta while in school and upon leaving school. Career guid-
‘ance, affective education, counaeling, and p1acement constitute a major '
‘ cdmponent of career education programs The emphasis in guidance and
:cqpnseling is upon career development with atructured program activities
integrated vith existingﬂfurricula from Kindergarten through ‘Grade 12 and

beyond into postsecondary and continuing education (Gysbers, 1972-

McKinnon, 1974) Operationally, both classroom teachers and specialist

o

counselors carry out career education-guidance activities.

' Critics of the vocational guidance approach point to its singular'g
:dfocus on educstional and vocational decision making,’and cite the addi-
'.tional need of students for assistance with personal,‘emotional and
"‘social development.v Such criticism Fry less valid in- the career educa=- -

12
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tion approach which assumes that career development rests on positive

. cognitive and affective development foatered‘hy preventive and develop-r

mental‘guidance learning experiences beginning atoan early»age (Hoyt.-‘\
. ‘ . - o . . ! ! . ‘\‘

'1975). | |
COunsalingfapproech (Zaccaria, 1969, chap. k, PP. 41-60)->The ra-

‘tionale fo the counseling approach emphasizes the need for specialized .

conducting the counseling.process. The approach purports

expertise
‘to provide ounaeling service for all pupils, however, operationally the |
focus tends %o be on that proportion o£ pupils whose problems are mani- b w;////
fest and for whom early identification and counseling is effective. " &
'While the approach utilizes theary and technique fro%‘clinical psycholo-.
’ﬁ’gies, the intent is’ not to deal with deeply disturbed pupils requiring L
Antensive psychotherapy. The primary-emphasis is,-nonetheless, remedial
and therapeutic rather than educative and developmental.

. In this approach. the process of counseling is central ‘to the over-
,.all guidance strategy. Traditional guidance activities, such aa orienta;.:‘
tion, study skills, dissemination of educational and vocational informa- 3
otion, and similar activities involving general pupil populations, tend

to fall to school administrators and teachers for implementation, while
counselors“work with- individuals “and small groups in interviews and re-’”
“lated procedures; In the main, the counseling approach stresaes client-'
;centered counseling in. which goals reston a fundamental belief in the
desire of the individual to. become psychologically better integrated and ‘
-self-actualized" (Zaccaria, 1969, p. 44) Such counseling is based on’ |

, unconditibnal "acceptance of the counaelee as a person, ,..permiasive—

) ness,_...aensitive listening, (and)...empathic underatanding" (p. 44)

AT S T .
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As a/specialist in rﬂe school, the counselor does not have formal

€

“aceegs/to pupils as. does the teacher operating on a timetabled schedule A

-

//;/of classes. fact, and the less obvibus nature of the counaeling

process requi that the c0unse1or spend time and effort to make known
his or her expertise and availability to pupils and teachers.' The coun--'
selorx must have credibility and acceptance in the echool in order to. re-
ceive referrals. including selfereferrals, for counseling.; The counsel-
or strives to provide counseling assistance at point of need and thereby,
establiehes a reactive, aervice stance in _the school. Ihe:nature of his7
or her specialization; the typical emphasis on one-to—one,.clienté .

B centered‘counseling, snd the reactive service stance all work to aepar-'

‘ate and distance the counselor from the educationpl program in the school.

Problem-centered/adjustment apgroac (Zaccaria, 1969, chap. 5, pp\

. 61-78) This approach differs from the counseling&proach primarily in
that it does not purport to deal with all pupils but only those with pro-

.blems. Claining the mental health movement and life sdjustment educa—
,tion ‘as antecedents, the approach is focused on assisting pupils with

_ problems and/or who are in need of life adjustment assistance.i hajor

~-under1ying assumptions of the approach are.. lgp"most etudents are able
to function within the normal or adjusted range of tolerable behavior in e

;the society without any long~term continuing intervention by guidance

_personnel“' 2) “only a minority of the’ student body neéds guidance and
those individuals who do require some assistsnce need help only in times'
of crisis or atress"° 3) "most referred problems will be solved if they
are properly diagnosed and if appropriate procedures are adopted on" the :
basis of professional recommendations" (Zaccaria, 1969, p. 67) T

%
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The counselor, as guidancs professional in_this approach, employs

observation. testing .and other diagnostic techniqucs. and counseling to

remediate such problems as the dropout. ehe Culturally deprived, the

g

handicapped, the gifted, the aocially naladjusted and the emotionally n
distressed The - counselor vorks as a therapeutic (problem-centered) or
_socialization (adjustment) asent in the school i:iﬁ ;l AR i“; ,f.‘ “\“?
X ~ Major criticisns of this approach rclate to. itaLlack of focus on .
. prevention and positive growth' and, becauseH:f limited resources (time B
and personnel), to its minimal effectiveness in reaching and solving the |
‘majority of pupil problems existing in the school. : |
Services approsc (Zaccaria, 1969, chap 6, pp. 79 101) Maintainingal
‘ theﬂuhole pupil as the focus for service, it beca-e41ncreasingly evident_v'a
that the’ generalist practitioner alone could not provide ‘the necessary |
'fexpertise requireﬁ to adequately cover the increas:d range and complex—-ii3.'
‘,ity of the guidance field Based on £unctiona1 specialization of guid-'l
fance and counssiing personnel two dimensions can be identified n the f

R o

services approach. fﬂﬁtjr- ;ifi=' f a.i;?wnwf-ﬁfQ_c'”f

‘

| -One dimension, the guidance services approach, breaks the guidance
'field into specific service functions, allowing guidance personnel to S
rdeal with manageahle areas yet in totality to offer a ranse of services-"~;;$fl'
to the individual in which to neet his unique nesds.. Typical services a
'-include. information, appraiaal counseling, orientation, research, and
'ievaluation. This enables differentiatiOn among staff including para— ?'3 t,:h
) professionals, and ‘a more coherent/baais for organization of guidance ' ivi‘i{'ﬁ

Lo The other dimension, pupil personnel aervices, incorporates guid-

'ance services and goes beyond to include pupil accounting and attendance of.f

s .
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aervicea. apecial paychoé?gical aervicea, health nqrvicea, nd apecial

iudividual and group educational aervicea.//gnvolved dn. theae ia the
_l} specialized expertiae of auch profeaaionala aa. the achool paychologiet.i;v

'achool aocial worker, apeech therapiat, remedial learning apecialiat,", G

public health nurae and phyaician« Typibally, auch peraonnel aerve the

';_'achoolndia ct or a number of aehoola witbin the Qiatrict rather than a f‘ ‘

‘:"inﬂle °°56°1* and W°rk 1n ¢1Gse relation to achool\co*faelora. d_;af:;\idfii:b,
Need for clear and careful diganization of guidanq\yfunctIOns And'/ EWEN

peraonnel ia recognized in the services approach. Teamwork, planning,‘ f?;:; i

cOordinacion and articulation are eaagﬁtial to effective delivery of
/

.wJ

~\\\8ervicea. Lack of | these elemeuts ia a major aource of criticiam of theafbj B

v

s approach. Critica cite the extremely fragmented view of the pupil thatf‘ |

tenda to reault fram extenaive apecialization.- Profeaedonal jealodsieed'
: among specialiaﬁa and lac¥ offcoordination tend to produce gapa and du-fj R

R

plication in the aervicea.rendered,

| _Develo' ental‘ appy _rOacb (Zaccaria, 1969, chap. 7, pp. 102-114)
Developmental guidance representa a ahif: from criaia guidance.and counwgf?f57

- aeling “toward a prevengﬂve end poaitive approach for helping atudents

(P- 102) ?Ef/?Verall purpoaé 18 to aaaist the individ:’_ to achieve ”}

- maximum developmenr in a11 aepecta of his life.n The obj ctive ia to

. [ L l

ninimize the neceaaigy for corrective and 2urative meaaurea. Realietic-
R Ry

L a11y, the approach attempts to balance preventive and Lemedial activi

3‘j tiea. %';”“
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li:ed expe:tiae in. deveiopmentel pegghology.‘and guidance end counseling. '
Tﬂe ot nhe "focuees upon the totul,development of the scudenc by an inte-;'

grative role, acting in conjunction with faculcy end other epecialiece, e

kd

i uho in turn focuo upou mote limited aepects qf developnent" (p. 105)
'Teaching and guidance ate two aspente of Ghe ﬁgﬁal eductional enterprieefﬂ”

“ﬂuin vﬂlch the couneelot perforne‘e coordiuative rether-than specialized ;‘V

—

N

Cmeles

Activitiea involved in developmencal guidance

'?,etaading the individual haa of bimself and hie environmen; and oﬁ the re- L

n'ZIationship between splf und environment" (p. 103) AcadEmic achieveuent

/’?_: ,

'fand progr‘is, peteonal*spcial relations, and dducatiOnnl-vocationai out-'ﬁf

I

-fjlooks are three typical areas of focua in’ de&elopmental guidance. :

Becauae.of the nunber of pepple involved in the develophencal ap-~'1

.,b

g proach‘—counoelors, teechets, other specieliats. parents--thg ﬁmportance R

'Ll'oi adequate'plauning, fuﬂctional policiGS. and ‘dequd!e,” ~

'fg‘rises drematdcolly. The collabora:ion of counselor a

fb}joint approach to pupile development is a key feature of this approach T g

,qf(unlike the auxiliary role of the counaelor to teacher in the educative fA .

._\ e -, R . u, - “-_/‘.

. ' S ' . - T . . . .,

iffapptoach)i ‘ ‘
| One main ctiticism of the deVelopmental npptoach is that there is |

“.inot an adequace theory of developnental guidhnce,' There ate general

. phaeiz‘o "the undetb'ijvgf"

o




‘pected In addition, it is assumed that students and parents share this

“willingness to contribute ‘to and be involved in the program as activa~

. "Jy AR , - 18
. o, ar ' o . 4 o
Integrative approach (Zaccaria,‘1962,,qhap. 8, pp. 115-130) "A

W

major concetn of the integrative approac is that the over-specialization
and over—segméhtation of interest"nd function has resulted in a widen—

ing distance amohg faculty members, subsequently followed by progressive
diaintegration of interfaculty relationships" (p. 116)  The integrative é”/AJ
approach to guidance takes an holistic view of the student and his learn-‘
ing experiences. It fpcuses not only on . the student but also on the or-

ganization Sf’ the educational enterprise with ‘a view to diffusing and

. disseminating responsibility (as opposed to the sharp delineation of job -

!functions and duties) and to "interfusing ideas and efforts of all indi-

. -

viduals concerned with the educational program" (p. 117) What is envi-

sioned is a fluid organization operating not. along formal organi;ation-‘

= chart lines for performance of tasks, but rather grouping and re-grouping :

o ’

mon the basis of common objectives and pooled eXpertise. In this context,'
vguidance is "(a) a process, (b) constantly evolving, (c) flexible, (d)

7;sharing some common . objectived'with other faculty members, and (e) di-

‘ verging in some ways from other faculty 8 interests anﬂ concerns"

(p. 117)

..

ﬁnderlying an integrative approach are the conditions of recipro-

: ;cal activity, responsible participation, shared concern, mutual respect

‘communication, and cooperation. Out of these grows a _sense of "we-ness

’

in working toward common goals. That the majority of Other staff ‘mem- :

Y
bers accept the guidance program is assumed and that staff members are -

wilIing to commit themselves to activekparticipation in it is also ex— -

tors ab. vell as guidance recipients. ,’:ZJZ .zf - L SRRV
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The approach combines elements of the educative and developmental'-

o

guidance approaches and adds many features from the general area of or-

ganizational development. ‘The role of the counselor becomes more that

g
A}

of a censultant and resq&Sce agent ‘than a counselor with specialist
tools providing direct service to students. o
The greatest weakness of-the integrative approach lies in its de-

_pendence upon active and continuing partiCipation by a large number of

'_people-—faculty, students. parents—dworking both as contributors and re- .’

cipients in an organizational structure. Such participation is difficult

to generate and\sustain, and may call for an inordinate emphasis upon

the counselor to keep\up\momentum in the system.

. Consultive Approaches to Guidance and Counseling

In responae to many of the pressures and criticisms confronting
counselors, ‘the consultive role has emerged as a strong contemporary apC
'nroach in guidance and counseling. The need to. extend counselor exper—
tise ta larger°numbers of pupils, to. focus more on prevention, to be
more. visible in the school to work mmre collaboratively with teachers,
. to "give away expertise to ‘others who in turn can work with pupils, and

to provide an‘outreach to parents to bridge the distance between home

diand school have all _in some way given impetus to the indirect, consult-.

vive mode of. counselor functioning (Dinkmeyer & Carlson, 1973; Gelatt,

‘«r

19713 Nichols, 1971). | e

. :-.-," Pine (1976) identifies three models of consultation.- the purchase

"model, the doctor-patient model, and the process model (p 3) The buy—,/

.*_er in the purchase model (for example, the school principal) purchases

f,the expercise or information of a consultant to meet an already identi-

¢
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fied need ofuthe buyer..fThegguccess’o;;the conSultation depends'upon
-'%hether the buyer 1) has accurately aasessed his,need; 2) has accurately
assessed the expertise and ability of the consultant; and 3) accurately
communicated his need to the consultant.' Implementation of the consul-
tant's recommendationé can also be affected by the fact and manner‘of'
the cOn;ultant's.information gathering, and bymthe_nature of?the changes
recommended. | | | | |

& o

In the doctor—patient model, the consultant is ¢alled in to diag-

nose probiems.and prescrihe remediation.'.The patient, usually some sub-
system in the organization, remains relatively passive while»being exam;
ined. ' A weakness in this model frequently shows up when the subsystem
resists providing information necessary for an accurate diagnosis.t Alj
"so, the total organization may fail to understand and/or be unable to
implement the remedial recommendations made by the consultant. .

The third model, process consultation, is more akin to guidance and
'cbunseling;: It derives from systems theory; change theory snd organiza-
tional development (Blocher, Dustin & Dugan, 1971; Cornish & McIntosh,f .
| 1974 Dinkmeyer & Carlson, 1973 Pine, 1975, 1976 Schmuck & Miles,_‘ |
. 1971; Schmuck, Runkel & Langmeyer, 1971; Shaw; 1973) In process con-'fqﬁ‘ﬁiiqi;

sultation, consultant and consultee (individual, group, subsystem, or- e
o .
ganization) jointly assess the problem and develop remedies. Focus 1s
upon the psychological-sociological processes Operating within the con-
sultee. "By actively involving the consultee throughout the problem
'solving process, process oonsultation attempts to reduce coﬂaultee re-

: sistance and increase terminal ability of the consultee to deal vith fu-lflf

ture difficulties (Pine 1976, p. 4) : 'lv' S ‘4 el K
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e process consultant needs to be an expert in teaching problem

‘solving and uman relationship skills, and in involving people.in self-

38838 sment

. sultan . T - ,’ a .
It is this process model that is increasingly being adopted by
2'counse1 8. to develop new approaches in- guidance and counseling.

l-Blocv‘r (1971 1974), Blocher and Rapoza (1972),, and West (1973) - sug-

i human systems to bring about positive changes. The counselor, function-
ing in-a consultive, resource capacity, intervenes in already-
functioning human systems "to help create and to maintain a network of
Iearning environments in family, school, and- community that will nuture
“.the optimal development of every student" (Pine, 1976, p. 4) The coun-.
selor functions as an applied social sciemtist employing an approach
‘that is "eclectic in that it utilizes several different sources of gain
':;based upon relationship, cognitive, behavioral, and social psychological
"theories" (Blocher & Rapoza, 1972, p. 107) ‘

Blocher 8’ consultation model 1is systematic in that it sets out a
| pecific sequence of activities to foIlow in intervening in any client
: usystem or subsystem (school, class, family or: individual) (Blocher,_
1974, Blocher & Rapoza, 1972 Pine, 1976 Tuma, 1974)

, 1.» The counselor must clearly understsnd his or her own profes--

~sional. identity and define his or her professidnal goals. These need iii - ,:»t

fto be clarified in terms of institutional needs snd perceptions and

‘_..‘_ t . « v A e f . . [ .

_ Extensive eXpertise in solving the specific and unique pro- -

est a systematic, ecological consultation model which can be applied toV‘_

I
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‘those of the potential client population. In short, before the»coun-

sslor intervenes, he or she mist understand self and systems within - P

which he or she operates. o S & |

2, Baving identified his or her profes;ional goaha, and scanned
Mthe organi:ation for relevant opportunities in which to advance those
goals,'"the counselor can identify potential client systems, selectingjf'

. an intervention target on the basis of feasibility of success and pay-'n
of f of success" (Tuma, 1974, P 378) v |

“-[v 3. The counselor then begins intervention by listening to the. hu-
hman system and helping it to listen to itself. This involves building'
communication .and relationship networks in and around the system as a -
basis for identifying client goals to be advanced L
4, The counselor assists the system to identify and clarify spe- ; -
cific behavioral goals, negotiates mutual agreement upon these, and- ob-. 1?1
tains a public commitment to these goals. »n . . ) j ‘Qﬁr .
5. The counselor yass:lsts the client system to. learn and to ohange )
| toward the agreed upon goals by presenting clear, general concepts and
models of the new behavior. The new behaviors are shaped and integrat-.
E ed into the behavioral repertoire of the client system through simula--g“;}” :
tion and tryout. in safe settings, involving error correction and dis— |
;.crimination training. , . ' L “
"é. The process of help-giving 1is. complete only when the client
'system has successfully utilized ‘the new behaviors in real situations '.i . .'T‘L
7and has obtained rewards for doing s0. Evaluation of the intervention o “
process and. of the outcomes in terms of the counselor s‘initially de-' sighl:‘dfl
Etermined professional goals is also involved. Success ratios for 'Afy.

"specific interVentions with specific client populations and problems SRR




.provide feedback to the counselor for use in improving hia or’ her con~"
,sultive performances‘and goal setting. : . i /o

By extending the focus of guidance and counaeling, and by adopting”
more indirect, generalist approaches. counselors may increasingly en~
'gage in process consultation within the clasaroom, in teaching °°“t9é9-h l”“;‘

- e

- on teacher and parent effectivenesa, in Operating groupa~on academic g 2 fﬁ;
improvement and fnterpersonal relationship skills, in consulting with/. |
‘administrators on organizational and staff development, as. well aa-car-‘lh

' rying out individual and group counseling. By utilizing process con-
sultation models, such as Blocher 8, in conjunction with guidance and -
counseling systems and program modela, such as those to be described

below (Merrill Oetting & Hurat, 1974 Shaw, 1973), the school counsel-; :
‘or will be encouraged to function as a human relations consultant/train- '
er,,as a paychological educator, as an- institutional change agent, as a |

pupil advocate in the achool, and as a facilitative manager of human '

;.resources-—aa vell as counselpr (Pine, 1976)

T e

' Frameworks for Conceptualizing Guidance and Counseling

- Aubrey (1974) distinguishes between guidance and counseling as. a.

‘service, or set of servicea, and as a program. while the distinction

' is one of perapective on how guidﬁnce and counaeling should be organiz-
ed and practiced thesg perspectives—-service and program-reSult in ,ﬁf
different organizational and. practice approaches.-.'cuidance and coun-h
.:seling services are discrete functious or. skills performed by guidance
personnel and available to studenta by need or on demand" (p. 6). \

Skilla refer to the counselor s individualncompetenciea, expertise, or

repertoirerof‘ﬁiowledge. training and experience in guidance and coun~' }ijfffft

SE
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’seling. Theae are uaed by the counaelor to carry out functions, activi-

en 24

ties, or operations. Together, akilla and functions constitute the con- o

tent and methods of guidance and counieling and include such things as
».counaeling, consulting, teating, orientation, placement, behavior man-—

agement, and vocational guidance.‘ . \

The approachea deacribed in’ the preceding sections are eaaentially :

descriptiona of guidance and counaeling aervicea. The emphasis in any .

. \
one approach may be dictated by the skills, orientation or specializa-

‘tion of the counselor (which can be extenaive in one area, - auch ap voca-

‘tional guidance, or narrowly based on technique or theory, such as be- ——

bhavior modification or reality therapY) An approacﬁ emphasia may: alao

be dictated by the range of functions atreaaed auch as - in problem— .
centered/adjuetment couneeling, or in the guidance aervices approach.
. /
In the’ program coucept, guidance and counéeling functiona and

akilla are organiied according to short-range and long-range goala,‘

rather than as randomly dispenaible commodities and aervices (Aubrey,lv

‘ 1974, P- 7) Careful planning is required to atructure and sequence

: pro&ram content. A sound rationale, expreaaed in terms of psychologi- fﬁ

.cal -and educational principlea, is required to support the integration .

of guidance and counseling within the’ structure and organization of the

_overall educational program of the»school. The guidance and counselingf..

vy
progran can take the form of "subject-matter and content orﬁanized and
arranged in formal acope and>sequence" (p. 8) structured into }earning
packages, unite of atudy, or full-bloun couraea' or can conaist of an

'organized conatellation of akilla and functions requiring a seriea of




~ attain instructional'goals unrelated to guidance and counseling godls.
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time segments and studentvaccessibility for implementation" (p.Z), or,-

© can be comprised of a combination of both forms.

The primary distinction between program and service is’ the dimen-

sion of time and the resulting stance of the. counselor. In the service

!

orientation, time is static, the focus is on the present, the here and
nou. The service is intended to be supplemental and - supportive, and

exists'solely in’relation to the institutionalnstructure which seeks to

v The guidance and counseling service‘lacks formal access‘to'the student

[N

'body and lacks "a series of planned and sequential experiences'for stu-

- dents requiring time segments similar to the academic disciplines

(p. 7) The counselor works to provide service at point of need or on

demand and, hence, must deal with what comes. The counselor 8 stance’

is reactive and passive. Lacking control of time segments 1in the ‘
’school 8 timetable, and consequently, lacking formal access to classes,

'the counselor is not in pdsition to initiate concerted action to influ—

ence or change the organization and operation of the institution other

than on . a permissive basis.‘”

Acceptance of the program approach by the school means that. changes

"and adjustments are made in the institutional structure ‘to accommodate

”vguidance and counseling Time and space are . provided in which the pro-

-gram can operate, and guidsnce and counseling goals are. included vith.

,‘:/

or are’ shared among, institutional goals. Under this framework, the

_counselor nust assume a proactive stance, taking initiative in planning, B
_:organizing, and csrrying ont the guidance and eounseling program.‘ In_fvv o

’.:doing so, the counselor has control of time, has Opportunity to manage

the,"when" of the progran sequence and implelentation. -5
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~
In this present thesis, the program perspective is adopted. The
-guidancewand counseling approaches cited above are seen as content and
‘methodv(skills and functions)lfor the_program. However, allarger frame-
' vori is required for program’deyelopment; one vith'dimensions that can
form a basis for establish:;g.the purposes of guidance and counseling,
for clearly delineating the role of the ‘counselor, for establishing pro-
‘gram evaluation and counselor accountability, and for establishing com~
. mon expectations about guidance and counseling and the work of the coun-
selor.’ . |
'“Barts.of :ﬁé required,framevork are provided'in tne'paradigm
'b(Figure 1; p..27) developedfby Shaw (1973, pp. 71-76). Conceptualizing
guidance as a program with goals and focus rather than as a. service com-
‘prised of an act or isolated series of acts, his model is an attempt to A
define "the guidance area in terms of underlying principles and concepts
rather than in terms of roles and functions" (p. 10). The paradigm is
built around‘tHO’major-sxes:_ modesaof guidance intervention, and types'
of onectives;” | | | | o
‘The.primary modes of intervention,'on.the one axis, are the direct-
specialist‘approach and thefindirect-generalist approach. In the first, .‘
the guidance specialist uses his or her knowledge and skills as tools in
‘direct intervention into the liVes and circumstances of recipient cLients.-

The guidance generalist is no less a specialist in terms ‘of knowledge and

: skills, but: chooses instead to work through third parties in an indirect\\\\\

-

approach to pupils. Intervention ia once—removed, as it were, and the

Y

' ‘.practi-tioner acts to " give—away his expertise to relevant others. who -
“‘may in turm apply it to the intended recipients. The sehool counselor

: functioning as a specialist would engage in. anong other activi-
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2

ties, direct counseling of pupila on referral at point of need includ-
ing self—referral working as a generalist. the counselor taking an in-
direct approach, would work with teachers -and parents more than with e
pupils, utilizing consultation as ‘he primary function. o
The other axis of the model has to do with focus on major types of
objectivea or intended outcomes of guidance intervention. These range
from prevention. through to remediation and therapy. Shaw recognizes the
need tp state good-for-people values as general goals to which more
specific guidance program objectives are related. On this dimension of
outcomes, he identifies three dominant positions. primary prerention,‘;.
secondary prevention, and remediation and therapy. | |
A third dimension generated by the paradigm is. the proportion of
~ the pupil population to which objectives and guidance interventions
are intended to apply. Along with proportion goes the notion of timing,

the relative time at which guidance intervention will occur.

1f the focus of guidance services is to be all children (orx,
~  being more realistic, nearly all children) then 1t is obvious -
- that time of guidance intervention will be earlier, that it
should be possible to deal with a. large number of children,‘
and that, translated into: ‘an objective, ‘the goal of interven—
tion will be .the prevention of problems, or primary preven-
tion. (Shaw, 1973, P- 72) : P o

‘ At the other extreme is the combination of guidance services rend-’

dered for a limited segment of the population at a relatively later

time. In these circumstances, "the recipients of such services are”

_ lzyely to be those who have. rather well-developed and obvious kinds of
obIems, hence the 6bjectives of such services will be remedial or.. /,«h -

therapeutic" (p. 72).

. [
-

The intermediate position is early identificstion and treatment, g
.'or secondary prevention, in which focus is upon something less than the»”;’

‘total pupil population. Pupil problems are manifest but are not 8o

R



,,’ /29

+

3serious ds to warrant intensive therspeutic intervention,.therefore, ar
| proportionately larger segment of the population can be aerviced.

Shaw '8 paradigm contains six cells éach denoting a particular com-

bination of. mode of counselor interventions, ogjective of guidance i

B

services, proportion of pupil population to be served, and relative

‘timing of the intervention. The identifying features of each cell are
4\. X .
as follows.

R |

I Mental health life/skills training programs.-
. Goal: -primary prevention of problems for all children, timing )
, ‘early in child's school career; mode: guidance specialist works =~
, directly with children in cigssroom and group situ&tions. oo '

II Improvement of the educational environment. ' ‘ _
Goal: primary prevention by means of bringing about learning sit- ‘
~ uations for all children ‘that will maximizp utilization -of abili- - P
" ties (includes focus on school and other nyironments that bear on ' ..
child's learnipg and behavior in school), H early, at~.the
‘outset of schooling if not before, and. continuoys; mode: the
guidance specialist utilizes his/her expertise in an indirect,
generalist approach’ consul;ing with significant adults and partic-'
ipating in curriculum -development, climate building, orgsnizstion
for instruction, teacher in-service, parent training groups, and
'vthe like." » _ ' S SR ‘G

\\

- III Identifyingrand counseling selected pupils. \ ' T I
© Goal: secondary prevention by. identifying and assisting to re—L N
solve children's problems before they become more serious; . N
timing: at the point problems become manifest, and with early de- . ., .
tection, before they become: serious; mode._ direct intervention in 2
. problem identification and resolution utilizing specialist skills -

in individnal and group counseling.

Iv Consultation with teachers cohcerningrparticular\students with

. problems. - :
Goal: secondary prevention by*detecting and res lving children 8
problems before they become seriously debilitatin ; timing: as-
soon after ‘problems become manifest as possible, mode. the coun-
selor provides teachers with knowledge and -skills with which to I

. identify children with problems and with techniques with which to L
vdeal with the selected children. = ,

v w’Diagnosis “and psychotherapy., - ' ;

' Goal: remediation ‘and .therapy for those relative few children ,
whose problems are so serious they cannot function adequately in -
school; timing: relatively. late in- that problems have developed

Q’to the point of . cansing major dysfunction,_ mode. direct intervenj




tion by the guidance specialist in diagnosing problems and conduct- .ﬁ.g"7
ing - intensive treatment mainly on an individual basis.‘f ot .

VI "Dgfgngeis and milieu therapy.“ - : ' IR SR
- _Goal" remediation and therapy in special settings to maintain the
best possible schisvement levels for seriously dysﬁunctional chil~’
-dren while prepsring them to return to a regular classroom §itua-- =
tion'-timing relatively late; mode.,qthe counselor provides some -
direct diagnostic assistance, coordinates the involvement of otheri_f‘

5<specialists, and provides consultive ‘agsistante to parents snd toi. "
specially trained teachers, who have the primary responsibility

. for carrying out milieu therspy.,, L ‘fe,.
A useful addition to Shaw 8 prevention-thexapy continuum, on the
objectives dimension, are the notions of stimulus variables and treat- ;Z:Vif;‘:;

- ment conditiou. In a discussion about yocationsl guidance, Herr &

Cramer’ (1973) distinguish between st}mulus and treatment, adding thac ff”

these two conceptions ate not mutuslly exclusive,xbut they do repre--*

. sent different perceptions of the needs of clients and the time frame Cf‘gff:'ﬁéé

J

: within which vocational guidance Operates“ (p 8) Viewed from_the N

.treatment perspective, (vocational) guidsnce takes on a problem-otien-
' ;tation focused to deal.with “a deficit of some type in the Behevioral ;!L;:gawf
,Trepertoire of the individual" (p 9, uhich.surfaces at ssme potnt of o
‘.decision., Intervention is situationsl and serves as é’ post re-;
fiasponse to a problem that is already present and which impedes the indi

L vidual from progressing ﬂ%someﬁnew phase of life“ (p 9) Seen as a
rstimulus vsriable, (vocationsl) guidance becomes more of a longitudinal~xff i
;u'developmental, preventive type of inrbrvention which precedes the e

-"-i'poincs of crises. - ‘l'he rationale is that 1: the individual effectiVely
: \, ‘ . e




: ly related to segﬁents of the pupil population. plications of the ap-:3"

would require that the counselor have access to classes or groups o‘

. T

program. Rather than focusing on the activities of the counoelor as

: guidance interventions therebyHrelating needs/sn& characteristics j@u

planning snd deciaion making ba': don ¢ Hsid ,'

Shav 's paradigm has value ln that it readily enablea conceptualizauf‘

l

tion of guidance and counseling 3oals, allowing these to. be more direct- f”
RLH

proach taken by the counselor, whether direct or indirect, specialist or

genetalist, are placeo in clearer perspective. Implioationa for rea

eource requirements and organization for implementation can also be ﬂ ‘iff"i“.

drawn from the paradigm.' For example, a direct. preventive approach ’

pupils, raising questions about the number of counselors required
the kind of organizing and scheduling required to provide eccess to
pupils. An indirect, preventive approach raises questions abput oppor*".

tunities for counselor~teacher contact. In a~remedial/therapeut£c ap~7

Q’ e
'y

C proaeh questions about allocating reaources to deal with/the serious :J,,

problems of a few pupils,can be weighed against the needs of the larger ;'h:
pupil population. Ultinately, decisions that answer such questiona are i

value judgments.“ The decision of vhether to provide guidance experiences L ﬂ

for sll pupils. to nake guidmce services available to alI pupils only ar.

some point of ueed. or’ to provide oervices onlo those exhibitins man- f

N (.‘ RN R A2

‘; ifest problems is easentially a value-goal decieion.“vﬁfﬂ;'_;:npjg ‘f/#'v’ B

An important,‘rinciple underlying Shaw'g’model is the concept of

the raison d'etgg,‘attention is shifted to the goals and purposes of I

Tt

of pqpils toythe fnnctt s7:nd activities of couneelors‘ The paradigm

providee a framework fo prosran developnent end organization involving

tidn'of needs, goals,




and priorities. X
A model that further facilitates program conceptualization, plan—
ning and development, and which moves closer to'implementition 1s the .
comprehensive,‘descriptive model of guidancevand counseling interven—
tions developed by Merrill, Oetting & Hutst (1974) ‘This isacompriaed
of thirty—six cells each representing a unique combination of. three ;

B
intervention difensions: tsrgeta, putposes, and methods_(Figure 2,

P. 33)- In their view,fﬂcounseling,interventions.comprise alljcounselorr‘

’ -

functions designed to produce change in clients, groups, or institu—

‘tions" (p. 355) and there ‘is need for some system in which to organize,_

describe, classify and categorize thdse The purpose of their "Cube"

is facilitate development of coherent programs in which a variety of
/J

entions may be integrated to maximize effectiveness and efficiency.

The first dimension of the Cube has to do with who or what an. inter-

\

vention is aimed at: thg targ ts of intervention. Merrill et al. ac-

knowledge the assumption that "'the objective of counseling is to produce

positive changes in the individual client“ (1974, p. 356) but introduce

the possihility that interventions aimed at. groups, institutions, and

communities that influence individuals may be direct goals in and of '
- themselves“ (p. 356) They identify fOur kinds of targets.
- O .

One-to-one or small group interaction by altering his or . her knowledge,

attitudes, perceptions, responses, and the like. ‘,",,-

Primary Group Primary groups are described "as intimate, Continu- £

ing personal associations on a face—to—face basis determined by the de—if
gree of intimacy rather than by ptoximity, (such as) the family, cou-'f;“¥1:

ples, or, close friends, ...(vhich) strongly influence the individual s ?7 g

PR

Individual Intirvention is intended to influence the individual in :

- 32
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Merrill, Octting & Hurst' (1974, p. 355) ..~




34

.self—concept and behavior" ‘(p. 356). 'lnterventions at this level are

¢

aimed at modifying communication and intersction pstterns. perceptions,
structure and relstionships within the ptimary group.

Associational Group In sssociationsl groups members "share a con-.

'sciousness of\similar interests or needsfand bsnd or join together in

”~

: somenorganizationsl way to"pursue those interests" (p. 356), usnslly in

the context of meeting together‘ Interventions at the associational B

group level include attempts to change the goals. communicstion patterns,

interagtions, orgsnizstion, and methods of" schieving*gosls in classes,
/

_c}ubs, student government, or sinilar groups..

Institution or Cowmunity Individuals _are aware of their member-

ship in an institution or community, such as "an individual school a

'school system, a town or city, a neighborhood, a religions organizstion,'

Ainterventions at this leveli -

a statek or a nation" (p. 357), but rarely meet together to creste that‘:

-.consciousnesé.’ Altering goals, communications,vsystem linksges, power

distribution, informstion flow, sanctions and the like would be goals of.*'

/'\

The second dimension of the Cube relates to why the intervention is S

' attempted. ‘the- purpose of the intervention. Tbis dimension embodies

both the reactive. problem—centered role of the counselor in providing

.:remedial efforts st point of need, and prosctive alternste roles. "pre-

venting problems and promoting positive development" (p. 357) "The R :

.purpose of counseling.intervention may be remediation of an existing v.‘;‘

f"has existed between the skill and the environnentsl demsnds", resulting :’
o . . o &

problem, the prevention of a potential problem. or the development of°

i skills leading to positive and crestive growth" (p. 357)

.xemediation Remedihl intervention ie needed where a "discrepancy

o

¥¥ . . . o CERNUN R .o BN .
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in “gome pain for individuals or a.failure of a group" (p. 357)

Prevention . Preventive intervention, both primary and secondary, is
concerned with anticipating future problems and preventing their develop-
ment by providing "the skills that will be needed to adequately meet the '
environmental demands and/or (modifying) unnecessary and debilitating
' environmental demands" (p. 357) .

evelogment 4"DeVelopmental interventions include those programs 1

designed to enhance'the functioning and developmental potential of
healthy individuals and groups.ir_ While related to. prevention, ...the
primary focus (is on) promoting positive growth‘for all, not only for,
those identified as having or about to have problems" (p. 357).

" The third dimension of the Cube involves how the intervention is to’

'be made, that is, the method to ‘be employed' by means of direct service,

‘through others by means of consultation and training, or through utili-

'zation of communications media.:-'

Direct Service Direct professional involvement with the target of ‘:

vintervention may be indicated vhere specialized expertise is necessary
”'to deal'with critical stress. where professional experience and judgment
"are required or where the reassurance of charisma of professional sta= .
' tus is needed. H0wever, disadvantages o£ direct professional service
:wirh all targets include the cost 1n terms of money and scarce profes-' :
“d'sional resources, the limitation of. being unable to deal with large

: numbers of clients, and the consequent inability to reach ‘some targets
L

:Ngfor provide some kinds of programs.h,l ",n'

Consultation and Tr ‘inin

' available in most settipgs has made it essential that. some means of in-

' creasing their range of influence be developed" (p 357) '1hrough con-

£

“The limited number of professionals frtjp

3s



ultation with and training of allied profeasiohals and paraprofession— N
‘als, the counselor can affect the target population not by direct inter—
action but through other individuals" (p. 358). | Consultation involves
working with others who vork with the clientele, counselor, for instance,
'consulting with the teacher who works with the pupils. Training iS<in-
volved more in the situation in which the professional conceptualizes a
program, then seletts and trains others who provide the direct service.’
The utilization of paraprofessionals and peer counselors, for example,
not only increases the mentdl health work force, but takes advantage of
the fact that pafaprofessionals and peers may be able to work more ef-
fectively with some groups than can professionals.

Media Intervention via communications media using ‘such things as

| newspaper articles, radio programs, television, computers, and program-’

med materials chn reach and influence both individuals and groups. and
. extend and enhance the influence of the counselor. |

In deve10ping this model, Merrill et alﬁ stress the necessity for
_ systematic assessment of institutional and individual needs in order to .;‘_
:plan apprOpriate and effective interventions" (p. 359) Equally impor- f
tant is systematic evsluation of the effects of programs developed. n_:

the view of Merrill et al.,,"there is evidence that many programs are

" pot effectiVe in achieving their goals, yet counselors are often guilty‘~

of offering programs year after year with-no evidence concerning pro—r'
':gram impact" (1974, p. 359) .

As Shaw (1973) indicates, systematic development of a guidance and

*Z_counseling program entails moving from abstract, passive, nonbehavioralf'

considerations through a process of planning and decisiOn making to. the e

level of concrete,'active. behavioral implementation (p. 71) The.foreegmv



y

going models involve consideration'at the abstract level. They are
"conceptualizations that aid greatly’ in identifying issues and raising
questions for which answers must be formulated ‘and decisions made.
A third model (Figure 3, p. 38), reviewed briefly here, differs"
considerably from the previous two... Geis’ "Three—Part Model for a
-hUnified Theory of Psychological Counseling" (1969, P 22) takes the ser-'”
vice perspective on guidance and counseling and attempts to organize
‘counselor gkills and functions into a general comprehensive approach.
The - focus is primarily upon direct, proﬁlem-centered, therapeutic inter- 5
vention, although Geis does acknowledge a preventive aspect in that the
counselor can work to facilitate maximum development of all individuals
and not just those in "felt distress or in anti-social difficulties
(p. 22) He also allows that the counselor "need. not limit his inter-
\\ventions to those undertaken during ‘an interview. but may use, poten—
tially, the universe of possibilities toD influence changea" (p. 22).
| Geis calls for the counselor to work from an extenaive psychologi-
cal and social science knowledge base to ascertain, diagnose, interpret
‘7and understand the nature of his or. her counselee, the world in which . .
the counaelee lives, and the interaction between counselee and world

.,,y.‘_
~For example, the counselor should be aware. of -a counselee 8 stage of

e 1

development, his or her leVel of energy. level of ability and achieve-

'ment, whether‘home and neighborhood—environments are supportive or neg—
ative influences, what educational and career opportunities are avail- '

fable for the counselee, and so'on. These data, which- conatitute needs

K

assessment and problem deffnition, are theabasis for formulating coun-‘

~

seling goals. The counselor makes value judgments about what is- good

for people and structures general goals toward which counseling func-a?f SR




figure 3: A Three-Part Model for a Unified Theory of
, Psychological Counseling. : -

Il

I1I

-A Theory of What People—in-the-World are Like
A. What People—in-Themselves are Like -
- 1. Physical-biological Characteristics

2. Psychological Characteristics

'B. Vhat the World-in-Ttself fe Likes ot

c. What People—and the-world-in-Interaction are Like

A Theory of What is Good for People-in-the-World

A Theory of Stimulus Conditions which May Constructively,

- Influence Peqple-in-the-World as a Function of Their
Characteristics-in-the-World and What is Good for Them

A. Counselor Personal‘Qualities

B. Counselor Techniques o * o

- C. Counseling-Related Adjnncts

©(from Geis, 1969, p. 22)
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.tions areuaimed. éuch.value*goals-include: psychologicaf‘independence;
ability to recognire and cope with reality; reduction of self—defeating
_emotions.‘feelings and”habit patterns;mincrease»in problem-solving and
: decisionemakingiskills;~learning new concepts and principles for improv#'
. ‘ . / ;

ed“social relations; and gﬁintaining,surrent‘self-benefiting behaviors. 'f~
o Knowing what counselees and their environments are like, and know— ‘ :
;;ing what is good for counselees, ic is necessary for the counselor to.
select appropriate conditions and activities to effect change. Here-
A again,. the counselor must have extensive knowledge of content and meth—.
h:odr The personal qualities and charact®yistics of - the counselor con-
'-Tstitute a "resident" set of stimulus c::§Qtions. The counselor should

be aware of these: should have thorough self—knowledge. In additio?
‘counseling techniques and skills, and a repertoire of related adjuncts

to counseling (for example, environmental manipulation, group counselb '{,
ing, simulatiOn and games, teats and diagnostic procedures) should be at. pﬁ
‘;.the command of the counselor.~ | | U |
.. This model is essentially a description of the process of counsel— | -
;'por functioning. It Iacks a time dimension and, in ‘the sense of cluster—v

‘hing and organizing skills and functions into intervention sequences, in—‘l
r:ivolves minimal long—range planning What‘is important about the model

fis the emphasis it places upon the professional expertise of- the‘coun- -
';selor, expertise which is required for effective counselor functioning
cin both a service and a program approach |

Having considered models and dimensions of a framework for a guid- 't,':

r:ance and counseling progrsm, Geis' model provides a description of . the

N

Acounselor and counselor functioning required to develop and implement

fqthe-program. Under the program concept, the counselor would extend hia |

P ) B S
- . . .k




~ or her functioning’to include short- and long-range planning and manage-

ment of~time.

Guidance and CounselingrProgram Dimensions

In a systematic approach to reviewing and developing a guidance

snd counseling program a certain sequence of events should be followed

to ensure the resulting.plans and implementation procedures have a solid

_ footing, that mechanisms.for handling contingency situations dre,built
in, and that the system is sufficiently flexible to withstand inevit- -.
able disruptions without disintegrating.
( :
"The sequence of activities should dttend to the following elements
(Aubrey, 1974 Blocher, Dustin & Dugan, 1971 Herr & Cramer, 19;§
'Roeber, Walz &,Smith, l9b9; Sheu. 1973).

Position Statements Position statements are statements of values,

‘-beliefs snd philosophy which do not’ lend themselves to empirical verif-

ication but which. nonetheless, point‘%irection an outline purpose.

Lo

Such statements, about the nature of upils, thd/sims of education, the'

expectations of society, and the like, are _esse tial as a basis upon
which to build a program..i o R . - o

Needs The identification and assessment of needs. of pupils, coun-
’selors, faculty, parents, of the school:and community are. essential to |
program development. Needs are the definer of program purposes, the

basis for goals and objectives, the ultinste criteria for judging ef—

_ fectiveness.

‘Goals and Objectives Goals and objectives sre statements ‘of ex- e

pected outcomes existing in hierarchical relstionship from general to

- specific;- They are distinct from functions snd sctivities in ‘that they

\ .
Ao
\

-
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describe the anticipated impact of guidance and counseling‘actirities
upon‘the clientele-aerved. and how recipients are expected to behave as g'
a result. Thep do not tell how'the service will be rendered.

General program goala are consistent with and contribute to the at-h
tainment of the overall educational goala of the'achool spstem. They ‘

. encompass guidance and counaeling in all aettings at all;leVels
throughout the achool,diatrict'thua provide the unification necesaary.t,'
for a district~wide program. i“‘ | .

‘ " . Objectives and aub-objectivea .pecify in increasing detail antici-

2 pated outcomes of guidance and counaeling tasks. In so doing they more.
'clearly distinguish the guidance and counaeling program from other pro-
grams in the schools. _

Effective goals and objectives ‘have characteristics auch as thoae
listed below. e . »
l.' They are. related to and predicated u%?n identified needs.
2. They are stated in clear and unequiv0cal terms. s
3. They permit determining whether the objective has been attain- -
G -2

ed. Statements in behavioral or performance terms facilitate observa- S

&ion and measurement of outcomes. 'I'he objective statement ehould con- o

in or be accompanied by a criterion atatement describing what evidencedV"”
will be.accepted as attainment. o _‘ ";‘; T 'i 1w;. iR
4, They are realiatic and capable of. accomplisbment. “
‘ ‘5.{ They are applicable to. all grade levela and educational set-.
—tinga, although the means: of accompliahment may differ greatly.

"~ 6. They imply or identify need for unique expertise. . _ oﬁ“d-v

\ -

Operational Aaaumptions Each atated goal and objective has inher-rt‘

ent in it a aet of assumptions relating to resources and attainability..itlf



Determination and choice of objectives require identification and con-
sideration of Operational assumptions such as those indicated below.
1. ‘Staff have or can get training necessary to carry out the func-

tions which will accomplish the objectives.'

_‘i. Facilities and materials with vhich to carry out the necessary -

functions are available or can be obtained.
3. The time necessary to carry out the functions is available.
4, It is possible and practicable to meet this objeetive.

c.S; This objective is the most appropriate amOng objectives that
might be formulated for use of available talent, time and resources.
Consideration of operatiohal assumptions permits the ranking of
goals and objectives on- the basis of priority both in terms of client
; needs and of[guidance and counseling resources, such that available re-
sourcea are most effectively employed to accomplish the most important

'l * .
-;outcomes and meet the most outstanding needs.

Functions and Activities A function is a description of behavior

4 activity aimed at accomplishing stated objectives, of the means,.the

content, methods and techniques, to be utilized to achieve the outcomes

<

.;specified in the objectives. A function does not describe anticipated
.outcomes._ ? e
Functions can be viewed in broad general terms, such as, career

'guidance, or as very specific activities, such asf individual counsel-

ing of a Grade 9 student on aelection of Grade 10 electives.

a

Problem defining, problem resolving, counseling, consulting, refer—4':;

vring, testing, providingainformation, teaching, guidance curriculum de- |

2

' veloping, evaluating and the like are illustrative of program functions. -

Implementation Inplementation statements describe in greater de-'nf)f~’b'"

42
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‘ , i ,
-tail the way in which functions will be carried out. Thep'outline thef”
step—by-step procedures involved in performing the activity or functionr
Administrative facilitation and operating rules and regulations set )
down in the school district, in the school, and in the program need to
be taken into account in implementation.

Evaluation Evaluation for the ‘purpose of knowing how things are dfivr'
going is essential. Evaluation, itaelf an ongoing process, provides
feedback .about both the development process and the. program outcomes, "
which enables adjustment and improvement of the guidance and counseling' ,,'p
program. Through evaluation, the progress of program development and
dimplementstion can be monitored, and the, extent to which prestated ob—55
‘jectives have been achieved can be assessed. ‘

" An important feature of. evaluation which the program structure
'permits is separation of prygrsm evaluation, in terms of objectives,';
from appraisal ‘of counselor performance. The program ‘can be monitored
‘assessed and modified in terms of ita structure independent of a speci- E

y o

fic practitioner. On the other hand the performance of a specific ‘

. counselor ‘can be: appraised inrterms of how Well he or she implements.”"

te

the program In a service app:dach, aeparation of this kind is not

i'Aposaible because the practitioner ia the. program (Oetting & Hawkes, -

 1974; Zytowski, 975). T gfi_q :‘“," B ['-{ ;j R -

-
Troa

. Summa rz of Chapter . '\x ““;‘:_ ' j, o I o
A review of major approaches, both traditional and contemporary, e )
'“to guidance practices in schools identified seven different emphases '

’ andlor organizstional ways for delivering guidance services. The edu-"

-A,cstive and the developmental approaches place stress on positive educa-v'l,“f

o




[T . - . Ca .
. t ‘ : L R ’ . e ' . : v .
. ‘ o0 T B o .

«

e . 3 : . T e e T ey e e . . ., § L

- tional development of healthy people‘ other approachea tend to: empha-
. aize the problem-centered. temedia aide of guidance and counseling. ,“~“p.“,

&

The conaultive approach wae‘ amined in aome detail and a nodel of }
i ptocesa conaultation wae tevieued The counselor as a human relations »Qi}ﬂ‘
conaultant in tha sqhddl uaa indicated as a dominant emerging role of

"%tge counselor.- Such counaelor/consultant would operate within the

: .framework of a guidance_and counseling program in 8 much expanded human L

Icontext.? _ ff, ;
The use of time and the reactive or proactive stance of the coun—-.g;,”

aelor were seen aa major distinctiona between guidance and counseling as

'v{a service end as a program.: The program perapective was: adopted as the En

“'apptoach of this present thesis. As a basis for program development,

B number of dimeneions were drawn from two models for conceptualizing
’.‘guidance and couneeiing. These dimensions contribute to an overall

*ffframework for progt;”’deveiopment.: A third modei described a systematic '

fifand comprehenaiv view of counselor functioning and identified areaa in

:flwhich the knawledge and skills of the counSelor Jre applied. This view

.G'.of the proﬁeaaiénal counablor augments the program approach.~ ' ; |

L . : ".n\" I
!lnally, a: series oé procedural steps were identified as. elements TP |

'_{ in program development that mOVe from abstract, positional statements to AP

T e




" THE GUIDANGE AND COUNSELING PROGRAM = '~ .

3 _"‘ ln thia>chapter, the cuttent.utatus, and its development, of conn;'l o
;Ffselors in,the Edmonton Public School Distiact is examined for the pur—'
H;jpose of ddentifying same of the lnfluencing dynamics that must be taken dﬁ"
féeinto account 1n ptgbram development._ Applying considerations and dimen~
Esions from the models and apptoaches reviewed in Chapﬁbr II, a broadly |

s fconceived guidance and counseling program for the Edmonton Public School '

' ':D:I.atrict is descr:i’bed._- L o ,",'4‘ v s o
: jCOunaelor Statue in Edmonton Public Schopls PN "

| Over tn _apan‘of time fron the years 1mmediate1y following %he o
| Second wbrld Whr through:to the preltnt, the modt notable feature of
i':guidance and counseling in Edmonton Publdc Scnools has been its ateedy
f':progress and degélopmeht.l The number of counselors involVed hae in~

‘cteased with the growth of ;he City and the 1nereased number of ?.;‘,f-“f<~’
’;fschools.g The acopehofuguidance and counse;ing.has expanded to dover b f-;

»

’fithe gtades from Rindergarten to Adult Education, inqluding Spehial

‘;JEducation. The knowledge auq.skills of counselora have expanded and-
:‘eimproved to reach new levels of sopbistication.and profesaional exper~ :

ﬁuftiee in response to demxnds ftom more‘variéd and complex schools and




.“ . . l-" ‘-‘.‘ . ' ' Tl b‘ ' - .
In the post-war years of the late 1940's and early 1950's, second-
ary education, particularly at the senibr high school.level swslled :
with the influx of veterans who yere offered opportunities to complete R

-

interrupted educations._ Crash programs were devised and counseling ser—.
i . :1 '

~vices which focused on educational and vocational planning-were provid—,

ed’to- speed the resettlement of veterans. The impetus of these pro—

7

' grams, combined with use of techniques and prbcedures developed for the

. .. % )

selection, training, and placement of personnel in the armeggforces, E.f;.-';x

2.,

_Bupﬁorted the establishment of guidance counselors in regular secoudsnyfef”ﬂ_hl

A R .. . .
.o . P;

'schools (EPSB l957) R RN o : ' L ‘,;1L,ﬂ'?£il;
S . L g Co :

In the main, secondary achool counselors were teachers or adminia» ;f;%'

xtrators provided with non—instructionar‘time in vhich to incerview stu-

.. .oe

damts, provide educational and oocupational informatipn, assistance f'

) with«academic studies, and to provide advice concerning future pianS'
o i N
.‘Awailable to such counselors Were university courses in testing and

J

measurement adolescent psychology, and guidance, leading to specialist

certifidates in guidance Teache s typically obtained guidance certif-

N
icates thrdugh summer~9ession studies (University of Alberta Calendar,

I . S .I .
: . - . . e . o .
. . X gt I N

1956), Tt o ‘_ R 4-_'_' ‘

. RV , L o : o e . e

During the closing years of the 1950'3, the first full-time coun—

: [sedor with postgraduate level trainihg “in psgchology were appointed in'
'senior high schools (EPSB 1961) However, ic was not until 1961 that "
‘having the counselor as’ a psychological specialist in the achool became&’

.a goal for concerted action. Up to this point, the approach to guid-g N

_ance was generally educative or educational-vocational in nature. The

-

e

‘ 'follouing,general description of the counselor of the day vas made in-
. X e ¥ Y
contrast to the then emerg'ing psyéhological cdunselor' oL :Jﬁ e
- T s . . o o ] X R . . o o ",' ek
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Most of us who are called counsellors do not know much about '
‘personality duvelopment or.about the theory and practise of
-counselling. In the first place, few of us are career coun-
- sellors. Our roots are generally in teaching or in educa-
tional administration, and counselling is a part-time side-
: :1iné.... " ‘As_teachers and administrators, we have developed
. and carried into our counselling an orientation to students
. that 1s more authoritarian than accepting, more rational
~ that emotional.... We. find 1t hard to conceptualize desir-
"* able human development in its broadest sense--beyond 1its ed-
ucational, vocational, and social: adjustment components.
‘ (Davies. Felthan & Morris, 1963, p.‘8) ,

",[ Common practice was routine counseling in which the teacher- . Qéﬂv
, counselor called in every student in a given grade or program to indi— d] i'd_
vidually review academic progress, educational and vocational plans,.i | >
{1, and toqprovide educational and. occupational infotmation. _r“f | .
| 3:’ Guidan\:. described as taking place "in any situation where there .
.‘_lis a deliber te attempt to influence the potential behavior of an in—
S dividual orxgroup of individuals (such that) the duties of administra-_ffd,
' tors and teachersthclude many activities that...might be termed : |
guidance'” (Davies, et al., 1963 'P°,3)' was about to give :ay to.a
o school guidance program, the general purpose of vhich (was) to encour- a
| tage pegsonal growth leading to more self-directive, creative, purpose~'
ful uving"‘(p. 2. | _' .
| R The Cameron Commission on Education (1959) described the future T
. role of school‘guidance as seeking .' | |
| to.assist students éo make decisions in- the educational and-
vocational fields, ‘and to deal with personal problems which
interfere clearly with success in school, ..and with causes ' , Co
of problems related to both behavior and-achievement. o L ff:

; The new approach to guidance laid stress on individual counseling.-'

1guidance is concerned with the individual as a child a
youth,¢and an adult uho is developing interests and abili-
" ties, setting goals and. plans, meeting personal problems....
The chief purpose of guidance is to give the individual °
o whateyer help he ueedg at any point in this development.-




The ‘term counsellor is applied to the guidance worker, and
 the process of working with the individual is called
counselling. (Davies, et al., 1963;vp 3)

'Important features vere evident in the‘conception of guidance and

the counselor that were portrayed.  One was a shift from an institution-

al to a person—centered focus. In terms of counseling theory, the non-

directive, client-centered apptoach was gaining dOminance, the heavy in—A‘

0 3

fluence of Freudian and neo-Freudian clinical psychotherapy was being

o

;‘modified somewhat by the more positive humanism of people like Rogers,.'

V_Maslow,.Combs, and others. Another feature was a shift from an educa— ‘

tive to a problem-centered approach. While the stated intent was to

5enhance the development of all students, in actuality this translated
~into. providing counseling at point of need on a oneftofone basis for d
those pupils experiencing problems 1 |
- N series of factoif combined to reinforce and firmly establish the

;problem-centered counseling approach to guidance in Edmonton Public
\,‘ ’

_Schools. - ,‘ o .

In 1961 the Technical and Vocational Training Agreement between |

,tthe Governments of Canada and Alberta provided millions of dollars for -

C o

the development of technical -and vocational high school education pro—'ﬂ'
. grams. Not only did this Agreement generate many more course and pro- .
- gram alternsfﬂl}s for high school students, it also provided funds for

training and employing vocational wunselors to- assist students in edu- ' o

!

»cational and career planning (Canads Department of Labour, 1961)

In the Faculty of Education at ‘the University ‘of Alberta, a voca- o

*

' ;;tional guidance program was provided jointly by the Departments of "; ) -
‘Industrial and Vocational Education and Educational.¥sychology. “On thefi L

- ome hand vere courses dealéng vith 3bcationa1 education and the nature

1 S "a"' ST ’
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) adding to its expansion and increased sophistication, and brought -many o

2

of the industrial and emgloying community. On the other hand were
courses dealing with personality development, counseling psychology,
learning theory, tests snd measurements, and the like (Ud&versity of
Alberta Calendar, 1962) The student in this program was left to syn-
thesize Eia own vocational counseling approach.. By and large such stu-
dents," many of whom were employed by ‘the Edmonton Public School Board,
developed a client-centered problem focused approach to counseling.

The vocational counseling emphasis never did evolve into a major~

ol specialiied function even. in schools with vocational programs. Career

counseling was dealt with in the same fashion as' any other counseling

concern .

[

The impact of the Agreement over its six-year life was conaider—

o able. The funding it provided brought an influx of students into .the |

]

counselor education program of the Department of Educational Psychology

v

o

trained counselors into the secondary schools.

The years 1961 through 1967 were years of rapid growth in the Cityﬁ
of Edmonton and of relative affluence in education. The Edmonton
Public School Board committed to a policy of providing suitable educa—'
tional Opportunities for all pupils, was building new schools to accom-
modate pupils and providing new programs and services to meet ‘a rapidly
widening range of pupil needs. :Counseling was amongithese servicea
(EPSB 1965) . .

The Alberta Department of Education also recogniied and contribut- d

ed to the development of specialist counseling services by providing

incentive grants to school districts for employing qualified counselors-

engaged in counseling activities for two-thirds or more of their time

- .
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. Over the period of these six years, the Edmonton Public Schooll -
‘Board authorized the followingz

1., the. establishment of a Department of Pupil Personnel Services
.comprised of the branches of Special Education, Bureau of Child Study
(psychological, social work, speech and'remedial services), and .
Counseling Services, | | |
03? the'appointment of a Director to head the‘Counseling Services: .
Branch; | |

. . ,
3. the appointment Qf a Supervisor of Careers and glacement, and

. eatablishment of a Career Resource Centre to gather and disseminate
educationn1 and occupational information and to promote career guidance
| activit i&

4. the appointment of teams’ of full-time, qualified counselors in ‘ :'Q

.all senior high schools, each team led by a counseling department hea
L

, 5. the provision of counselor services in the~adu1t education.pr ,]“'

gram; - o o _
6. the appointment of major-time, qualified counselors in all '
~ junior high schools; T I R \
1. ’the/provision of the. first counselor services at the elemen; -
tary school level with full-time, qualified counselors working multiple \\ 'i

'l _school assfnments (EPSB 1961 1967 1970:. Nichols, 1972)
On review, the availability of money was a decided influence on.
‘“_the development of counseling services in Edmonton Public Schools dur-
: ing the mid-l960's.‘ The. relative aihndance of funds, coupled with a
”;widening spectrum of pupil characteristics and needs, made a policy of .d_f

: providing as many educational opportunities and services as posaible

“— S

Vfor_pupils,,easier»to-adopt and.implemeat.. Combined vith these circum—
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stanees'vas‘s'growing philosophy.‘espoused by society and education,

that stresséd'the worth.of the individual and encouraged the\fullest

development of the human being as a person and valued member of society.
In counseling psychology, the ultimate goal was self-actualization for

each individual Increased disintegration in society was becoming more -

clearly recognized Family break—up, increased crime, hore intense

search for identity, and personal disenchantment were becoming more \ff\.f
-, T

evident as effects causing problems among pupils from elementary
. ) . N ; o
. through senior high grades. o J o : &vhll .

"\ /
In this context, the services of the specialist counselor %lfé‘re-

<

garded with great expectation and were highly rated
By 1967, counseling services had moved from a general educative-
vocational guidance approach to a well established specialized service

in the schoolslb»By 1967 it had become a full—blown,.problem-centered

- counseling approach organized on a services basis to provide a wide

'range of counseling activities.

From 1967 to 1970 chanse was in the fotmnof modest increases in ,‘ut
4the number of counselors employed, particularly at- the elementary school

level (EPSB 1967 1970) By this time pupil populations had peaked and :

£y

vere about to- decline, the basis for educational funding from the B
f

'.Alberta Department of Education was changé! eliminating the incentive

'grant for counselors‘.and a- major reorga ization of the Edmonton Public :

School District was underway.
- The. reorganization dissolved the Department of Pupil Personnel

.Services and separated its thtee branches. Counseling Services was at-

" tached to a Department of Staff*Development (EPSB, 1970' Nichola 197ls.,t

. The terminology of education in the schools at this time included words;'d'
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‘such”ast’ school and'classroom‘climate,‘open climate school nongraded-
instruction, organic.adminiatration, nurturing development of human
potential open area school behavioral and performance objectives, ,..

) systems approacheS’to education, and affective education.” Educational

philosophy was oriented toward freeing educational constraints and max- -

imizing human development for both pupils and faculty.

During the years 1969, 1970 and 1971 the phenomena of highly*_'

-4

transient youth a flourishing drug culture, acid—rock' music‘festiVals, S
and an apparent rejection of established norms and values of society by
many young people were being felt in the .schools. Secondary school
.counselors vere faced with increaaing demsnd for assistance in resolving
students personal and emotional problems. In elementary schools, coun-
selors were responding to’ demands for assistance in early identifica- -

' tion of youngsters experiencing problems related to school performance, .
many of which stemmed from emotional and social origins.. The net effect
was a’ general intensification of the problem-centered crisis oriented
-_approach to counseling.' Conceptually, the association of Counseling v.,
Services with Staff Development was producing an. orientation toward a.

more consultive and collegial role between counselors andateachers.
fﬂowever, the immediacy of demands of pupils in the schools tended to :fv.
'-inhibit development of ‘a. more extended outreach style of working.»ﬂ'

The effect of reduction in educational finances was also being

L;ffelt at this time. General reduction in’ school staffs, reflecting de-,‘-
:7vclining pupil enrolments, resulted in loss‘of senior high school coun-5tlli'
- Vseling department heads and a decrease in the number of counselors in
;j.high schools. The grovth of counselor service in elementary schools |
chontinued but at ‘a much slower rate. ;Thgse‘circumstanoes also tended-;flf

R . T
[ . g : .
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o to, inhibit development of the consultive approach in counseling which . 5. .sz
' was being encouraged by the Department of Staff Development (EPSB, 1970, ' |
lNichols, 1972)

In 1972 another reorganization of the Edmonton Public School
\District reunited Special Bducation, the" Bureau of Child Study. and
Counseling Servicea (renamed Guidance and Counseling) under the |
Department of Pupil Services. Declining pupil enrolments continued ac-
-companied by further restraints on educational funding. Counseling ser—
:vices at the’ secondary school level became virtually. static while growth
“at the elementary level fell far short of school demands for services.

In the elementary schools, three forces were operating to greatly
fincrease the demand for counselor servicea- One was an increased '
awareness and'concern about the development of the total child on the
‘part of teachers and parents. Housing policies adopted by the City of
. Edmonton in which low—cost housing was made available throughout the
city introduced in all schools ‘a phenomenon previoualy associated with
"inner-city" schools., the child of the low socio—economic, culturally
jdisadvantaged, highly transient, single parent family. This phenomenon
:’heightened the need for affective, socializing developmental programs.lhf ;f‘
Increasingly; counselors and teachers were working together in the"
-‘_classroom providing learning experiences for pupils ‘in self—concept )
development and interperaonal skille. o .

_ | A aecond force was the introduction of univeraal Kindergartens‘in
»Edmonton Public Schools.‘ Funded by the Alberta Department of Educatinn, '..'
:-Kindergartens brought younger children and their parents into" the :

Tfschool.‘ Demand for: early identification of children with dearning pro— l'ﬁi

s

,hlems and for preventive action rose sharply. Both of these activities, R

S - . e :
[ . . PR o




- ers, with groups of pupils, and with parents.

‘earlylidentification and'preventive‘programming, involved the elementary <
school counselor.: k!third'force ﬁa.‘alsoV stimulated'hy the Department
| of Education, the provision of funding for special education programs
”for children with identified learning disabilities. Ihese programs
._Wgenerated”much attion for counselots in-identifying, diagnosing, and“““v-5““***~
'“placing youngsters in educational settings designed to help them over—
come learning disabilities (spss 1974, 1975, - 1976).
Currently, at the elementary level a collegial "we"" approach to

guidance and counseling is. much in evidence as counselors and teachers

pool resources in reaolving the problems of youngsters, in . making early

he's

: identification,of.pupils in need; and ingdeveloping preventive approach— ,

y"ea;‘t R L ; ' : EREE .gi T o ‘f ' L
‘In partdthis stems,from.the necessity of the_counselor-to work

| with significant'adults on behalf of young=children; partly’it arises
“d-from the greater opportunities for - counselor access to elementary class-
-rooms vith less departmentalization and specialization than in second—
ary achools, and‘partly it.stems from a greater awaruness and inclina—
tion in elementary schoqﬁs to attend to the uotal development of the
,child. Elementary school counselors are in high demand to -test and
diagnose children s learning difficulties. .In addition, they are -func-

"tioning with a greater tendency to work 4in a consultive mode with teach—

At the secondary level a aharply reduced budget for counselor

'fstaffing has resulted in a reduction of the numbers of counselors in

K
s

'V.junior and senior high schools.r Demand fotvservices has not reduced.»

v :
COunselors are under presaure to find nev vays to meet these demands

e,
-

‘ vith fewer resourcesr_"
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In summary, major dynsmics thst have influenced the development of

the current counselor status in Edmonton Public Schools appear to in-
/ . :

" clude the following. S I
1. the growth and decline of pupil enrolments which have affected .

educstional financing, -and the range‘of pupil charactetistics and needs fi

FY o .
l.‘ . V-

- in the schoola, . "v S PR
2. a policy'df providing educational opportunities for all pupils,

resulting in increased specialization and departmentalization of pro- '

o

grams and services;

3. a resultihg demand upon counselors %o assist in identifying and

i .

placing pupils in appropriate educational settings,
4. changes in educational philosophy and approaches to. education

reaulting in changed perceptiong of the relationships between pupils and

faculty, including the counselor'.q

_S. changes in dominant orientations toward guiéance and counseling

arising from social science theory and supported by counselor education ' %n

programs; .

bf6. changes in’ dominant public values and views of education,

7. the ebb and flow of educational finances. _'» | .‘f

Iﬁéﬂdmonton Public Schools, the pfbh}em-centered counseling approach
has remaixgs relatively consistent over the past ten to fifteen years.e”
General descriptions of the role of the counselor in this mode and des-
'vcriptions of counselin ctivities with respect to selected segments of
jthe general pupil populaéion have not, however, sustained a- sufficient-:
rly uniform set of expectations about counseling and counselor function—;
ing to ward off questions and criticisms about effectiveness in counsel- .

ing. Comprehensive assessment of pupil needs.vdefinitiVe statements of .

5
510 £oX)

e S T
TS ey e . - - B o See .. )

R P



guidance and counseling objectiVes, and camprehensive evaluation of.

‘ counselor services have not been carried out or developed adequately

L

_enough to rebut criticisms (Nichols, 1975)

-

The mix of dynamics operating in Edmonton Public ‘Schools in l/]6

places guidance and counseling on the verge of major changes in direc-

tion.

The Guidance and Counseling Progr

€y
The guidance and counseling program described here must be quali-'

fied at the outset with acknowledgement that this is a "drawing board" iap;
description and an incomplete blueprint. Any program that involves the
: iefforts and. enterprise of groups of . people should be dynamic and fluid
remaining static only on- paper. The development of any such program re-
quires the involvement of other people to shape and implement it.
_ Therefore, correspondence between the program 8 paper description and -
Vdits actuality is only approximate. In short, the process of program
; development and implementation is much ‘more complex and extends well be-
i‘yond what is written here.' o
There are at least two levels of program development that need to
’be recognized One is the general framework for guidance and counseling. ff;.ﬂfg

for the school system as a whole. Thia covers all grades from Kinder— Ad

garten through Adult Education and ail programs from regular to special : ~f“:¢

iy

£

'education.‘ It provides the philosophical foundation, aims and direction'

‘for guidance and counseling, and 1is. the basis upon which the second

- -

oY
i
A
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level of program development rests. the guidance and counseling program
o the school. . S L




'The deacription"preaented here is of the general school system
program with reference to the elements and processes involved in de- .
vveloping ‘the program at the school level The aequence ‘of the deacrip— -

‘tion is as follows:. position statementa,n,;i

:; goala“and.oharacter- :

tions.

. Position Statements sl T "; ,gé,=-

Theae beliefs, values and assumptiona are founaational to the’ pro-'

. gram.’ They are also those of the present writer. These are statements v;

’: ghat would require sanction from the administration ‘and board of '

trustees of the school’ syStem, and acceptance by counselors and school L fgﬁ

’ staff members in order to truly becdme the foundation of the program.-s N

Three areas are identified in which positions need to be eatablished°

the nature of pupils as‘human beings, the broad aima and purposes of ;'i‘ L 'i

""education, and the relationship of guidance and counseling to. the over-" |
: : ' o

hall educatidnal program.

Nature of pupila as human be g ;

;l; Buman heings live in a contingent universe in which there is -
;’,an element of unpredictahility.' There is in the world a senae of pos~ B
sibility and probability but not. of certainty. An indeterminate world -
‘:provides humans with freedom of choice hut also renders the world un - |
;knowable in its totality. Bumans must Eunction then on partial knovw :;\ S
ﬂledge,_on estimates of reality, and on faith (Kroll, Dinklage, Lee, /._ :)"hﬁ g
Morley & wuson, 1970, p. 143). *'-" "._ Q ,Jé S Ll
2;_ A basic human characteristic is the searchA;;r meaning. -Bumani:'

V‘beings are proactive, moving to engage in interaction vith their envi~ fii‘

- ronments searching for meaning. -
s I




‘iwith the world snd determining their own hehsvior (Willismson, 1965

-‘p._201) ‘Human rationality includes the “cspacity to discover, cteate,- P

S e . L D N ., . . . o

v

- ‘e . . v I3

. 3,_ ﬂumans ate tational beings, cspsble of cbgnitively dealing

express -and act on meanings" (Kroll et Fl., 1970, p. 143) : Humsn mean-: n

;‘ings enconpass all of tﬂ' quslities of mind including logical thought, f

~‘feelings. values, conseience snd imsgination. ":_J'”ij R vf__ft;\

'l'bl The process of decision msking which permestes sll humsn sctiv-

.{1ties from the mOBt trivial td the most momentous, is central to. the

S )
functioning of humsn beings as searchers of meaning. Decision msking H‘ .

and the telsted processes of problem solving and conflict resolution ji'”fi“*'c"

o

"-are comprised of learned skills which can be modified snd improved

(Kroll et al., 1970, p. 145)

5. Human beings are social beings by nature. Theirigtowth And."

\

: development involves a8 process of socislization

-

'by ‘which an: individual born with behavioral potentialities

- of enormous rsnge,_ib ‘led to develop ‘actual behsvior which
18 confined within a ‘much narrower range--the range of what -

o ;'is ‘¢ustomary: and acceptable for him dccording toé the stan~
-fvidards of his group. (Childy 1954, ;p. 655) o L ‘_. e

hllSocislization.is accomplished by msstery Of developmental tasks

:, (Havighurst, 1972) which results in the child accepting and internaliz—

‘:fpeople in his soeiety. This system’becomes the frsmework through which

a
-

“.S B

7fing the system of beliefs and norms governing relationships -among o

.,

[Cad

the adult views his world (Herr & Crsmer, 972, p. 29)

DeveIOpmentsl tesks in the socialization process derive from three
v A ‘ LS

sources,' Physical nsturstion enables the ind vidual to scquire or’ gsin :
sccess tn n:w ﬁhysical and psychological needs\aniﬁ%esources. The in-'
~"c>(""-\‘\

diwidusl meets new densnds snd expectations ﬁron significsnt others

snd.the society around him.: "These inne&'and Outet‘Eorces contrive to Jfgl‘f“




S

: ‘p. 5) The third sburce of developmentai tasks is thé self, "the hig‘n-— v *
[T ‘9 X ".‘

est level 6f :lntegration of humln)personality" (Kroll et: al., 1970,‘

’ vi_mental forces. "As the eelf ewx,,éa, it becamen increaaingly a force ’

.’

' :ln 1ta awn right 1n the def:ln:lng and accompliahiug of hie developmencal

[N -\v
L S . -

,tasks" (Havighutst, 1972, p S) 5

6‘; The development;il uaturemf ':huuum life 19 of fundamental :Lm-
L porcance co education and to guidance and counaeling. ’I‘bese conaid'eta-
"tiona are importaut (Blocher. 1971, 1976 Et‘:lckson. 1950~ ﬂavighurst, K '

19725 Herr & Cramer,v1972) o j. : S X

B a pupil grom:h and development are cant::lnuous,

b development is process :lnt:hnat:ely fnvolving learning which
. ia both a cognicive and an emoc:lotml experience; o o

t

‘c. development 1s seen ag a succession of stages through which

LX
i

jpupils paas, wi@ each st.age characterized by a series of developmenta'l ok ,' '
.‘tasks--some un:lque,l ‘some recurring-—-—in which t:he individual attempts tq |
"flsatisfy perponql ne‘&s and meet: societal demands, , -

~d. pupils :ln each life stage can be described :l.n tems of general . o

| . characceristics they have ip comon because most pupils in oureculture

B o

"i.pass through similar st:agen and tasks,

»
.

‘ e an :lndividual confronts a d@%ental task when he or ahe :

: perceives the need or demand to. alter present:v behavior and master new

learmtsger U e e

-

°
‘s&‘

| f premration for maacery of developneur.al tasks occure in the

fpreceding atage in whié"h euccessfdl"achievement of taaks leads to "eat-

©




v
)

isfsction ‘and success in~later tasks while failure leads to unhappiness

# in the individual disapproval by society, and difficulty with 1ater

Q

tasks (Havighurst, 1972), ) . . 'f o o o

)
.

g. mastery of developmental ‘tasks is accompanied by enhanced self-
‘concept and additional skills in intetpersanal relations, decisison mak- ‘
ing, problem solving and conflict resolution; ' | -'

_ h. .any pupil at any stage,- with any task, may encounter*'obstacles ‘

to learning, to decision making or problem solving which can impede

growth and developmental progress. . B .

Aims and purp@ of education . ’Q‘

o The "aims and purposes of education are formulated out of intetpre- .

L] .
. o

" tations of societsl values and exi’!ectations made by elected government

- and school board representatives and by educators. ‘ Interpretations are -

- modif’ied and ref_ineﬂ'»by direct_ pressure from parents, e,mployers, ‘and

S/

v

t«,mslues of 30ciety were, consistent and -

f

. fNonetheleﬁ, gg’gﬁﬁe&sq iefs in society regarding the individual R
. PS¢
r»’ o . ;;,,; y

{; séeh g&;fmlﬁ.tﬁaa*e, expectations. T

N Se ¥ Indiéliduals

-

u;pour society can,- do, and are expected to exer- .




) e e 4 | .
Apected to develop and fully uti&ize his or her potential 88 a person to

achieve satisfaction in life, and to behave with social awareness and -

. responsibility, | . ‘ " ' ‘ o
“ 4, a self-directing, socially responsible individual is expected
to constructively participate in and positively contribute to the pro- <

.

.ductivity and well—being of: sdbiaty
This latter expectation seems to be*saining momentum as a counter- YV
balance to the intense individualism of. recent years. Indications of

public concern ahout the diffusion of societal purpose may be seen in
g :
such things as: increased constraiii of individuals by governments at .
/ .

‘“ all levels, involving everything from wage and price controls éb regulaid._‘ v

:l,tion of dog‘ownership, growing 7upport ‘for reinstatement of capital pun--ld ‘,1
' iehmenz to curb crime in society, intensified search for moral and
'spiritual stability in society! and efforts to improve the economic

health of the,nation through increased productivity. - n,,
/

In education, this trend can be seen in the growing ctll for a ‘re-

;»turn to the "basics . Criticism suggests that the schools have streased' e

1», Y N
g

‘too much the process of lanning, emphasizing critical thinking, analyz-f w0

-ing. without ad@quate knowledge of content and . skills to ﬁéf}.

Reqﬂgya%uin 3

L e J& ’ﬁs are applied FOI‘ expmple, minutes of ‘meetings of
PR g . } -
the‘&dﬂonﬁon prfic School Board over - the ‘last two years depict ef?;§4 o
o reinstadgﬁg;nadian history-and Se°8rap;y. to Tenew emphasis on liter- ‘éf _f
kiacy and improvement in computational skills and mor; particilarly, to | *?'A‘L

- a0 E . d

) reinstill attitudes of productivity and improved scholastic performance. -‘*”d

In 1970 a pdsitioq;statement written for Edmodton Public Schoolsr

B3 ") I - .,‘ . : ;

bt h‘fjf ’ . B a. ;_ .o o L : ,,-.-[} o . : oL
AL we believe it 1is the purpose of theASdmonton Public ‘School -
‘@-“:g' ,System to fglter development of individuals to their fuliest '

B

’u
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L
’

5, potential in terms of their talents, skills and abilities.

‘ ;ﬂ.f ‘addition; the system aasists in 'the development of a life

.style which emphasizes self—reaponsibility, self-understanding,
qgrial.consciouaneaa and’ human empathy .

’Erfthe Albertafbenartment3é@ Edntitionb-in itakinterim edition

; \ ,gqt‘fie@»ﬂ\e {dllowing needs o?

~ S “ \ v LI # ) " ‘V .
o 1.. ﬁurtuxing a. heal&hfudmand*“roductive environment.
S -)2.'~Preparing memﬁdﬁﬂ'to aabume uqeful roles and perform necessary "

‘ servi et T
R T Develﬁiing modes o!‘dffective communication among its members.
4, Develdping’a commoﬁ'set of "ideas, meanings and procedures. '
"5. ‘(imiting through Iav and’ convention the range of behaviors of
., }ta members. @ '~w> s -\
6 - Establishing proc dures to ensure its continuity. maintenance
. and improvement. .

In the school's contribution to fulfilling these. societal needs,

vt

tne goals of educatiou would have the. pupil develop the following T

r(pp. 7-9): . _:‘ e ' o o =3
1. Learn to be a good citizen. : % .

2. Learn about and try to undefatand the.changes.that take place

. 1h the world. -

‘3. Develop skills in communication (listening, apeaking, reading,

- writing, viewing).’ : .

4. Learn how to organize, analyze and use information in a criti— .
" cal ‘and objectjve manner.

5, Learn to respect and.to get along with people-ot}Varying beJ’ - *,R
Lo liefs and life styles. % , ’ .
6. Learn about the world of %ork. ST ' il :

7. Develop management. skills.
8. Develop a desire for learni
9:»-Learn.how to use lelsure t
- "10. Practice jand understand the ideas of hiplth, fitness and sqfe-
: ty. L
.11, Apprecia e culture and beauty in the vorld.: C f'» , L :
12, Develop asic and apecial knowledge competencies-v , - Lo

"It is intere+ting to note the revqrsed order of goals relating to

o the develOpmaht f¥ skills agd sbilitigs and to social consciousness,~ o
- , , . el
between 1970 an7 1975. Also, to notegthat development of basic know-"

st

ledge appears last in<1975 wﬂen concern about laek of. baaic knowledge.
is on’ the uvewins- R Z ",ﬂj‘: o \‘. o |
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Additional intents and purposes of education can be inferred from -
public opinion wl'\‘w tends to be issue-orientnd and tranaient, yet per-
sistent/until satisfying action is taken on issues. The following have

been indicated in various polls, surveys and delegatfons (Brosseau, 19733
,EPSB 1975, 1976 Gallup. 1971, Lauwerys, 1973): g
'1.« concern about pupils 1ack of discipline ‘(or .too much unguided
freedom),'disreSpect for teachers and auﬂhority, vandalism, absenteeism,; '
and Pupils lack of interest in school;. | : - 1 | A *
2. urgings to return to more rigorous academic standards, “to’ bal—

'ance reasoning ability and applicat@n of knowledge with learning of :

basic knowledge, facts and skills, and to develop alternative education-

-

al programs and approaches in which such standards can be established

..

to suit the various learning styles of pupils,

wi ’
3. urgings for curricula which are more releyant to citiisnship

P W
-

in this country and to productive employment upon: leaving school' T O

o '

. MR
4. - recognition bf the neqd’to provide greater assistance to atd— ' wf
dents in educational and vocational development, planning,“and decision"
a ",l'.‘;

5. ‘insistence upon improving'educational effectivenessiandvcontm R

efficiency. - .

Relationship of g dance and cpunsel -3 to the totalieducational.
program L . , T '.’. IR ';'

Education is a human enterprise concerned~with learning and child

PR

fdevelopment. Learning in schqol-in both its cognitive and affective o
. A':v% ' T
‘ dimensions-is dependent upon the interrelationships among peOple,'i,i B

particularly'between pgpil and teacher. Guidance and counSeling is

- concerned with both learning-and vith interpersonal relations.

.
S 'Y:“

T - ‘
o ™ “

ot (LM - N

' ’ 3 - o - . - ) . -7 L N N '.(.
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Guidance and counseling should be structured as a coherent, com-
prehensive program. As such it is one of the many educational programs
provided by the Edmonton Public School Board (EPSB Budget, 1976), uhich

‘-Q

share in accomplishing OVerall educational aims and purposes. contribut-

ing to and aiding the positive grqwth and development of chifﬁren

-

thgough the medium of organized educational activities To this point

" in ‘time guidance and counselingvin Edmontgn Public Schools have been

,4
S A

: organized as a service supplemental to the academic program. With the ~

introduction of the Program Accounting and Budgeting . System (PABS), the

idea ‘that each separately funded segment of the school enterpriae is a ?. ‘1

program wasg established. “The PABS structure, while basically an account-
L&
source management, and program evaluation (EPSB Budget, 1973) ) D

ing procedure, introduced the notions of objectives, prierities, re-

In this program context the aim for guidance and counseling is to .
. move from a supplemental service to. become both an integral part of the
'feducational mainstream and to provide servicg to pupils and teachers

vho comprise the mainstream.,

Needs

Lot . e

| The importance‘of needs, of both individuals and of the institu-'-
vtion, is paramount to the program. Ouﬂy through systematic assessment”
'dof needs can the goals and objectives of guidance and coungeling be
C.bclearly formulated. Needs and goals define thespprposes of the program ,:i
"rand provide answers as to why the counselor should do any particular ‘if
thing in the achool, At the school system level needs can be identdfi—
l~ ed*on only a generalized basis. Needa asaeasment is essential at the jl ﬂ,;;%

level of the school and its wity 4n order to identify unique o




v o S N 1
"school and pupil need characteristics.‘ Such assessment servsl*to re-
'fine, reprioritize, and/or confirm general system needs Several per— e
: spectives on. general needs are presented here along with recognition
‘that the prevasiveness and relative importance of needs can best be

translated into program approaches at the individua

l,school_levelr

The need hierarchy .

A prevalent clsssification of individual needs is that of Maslow
(1970) which ranges prepotent needs on a continuum from basic survival '

fy needs to more" esoteric psychological needs The usual.hierarchical
‘Ap’listing includes needs, such as: !

- : " N

1. Requirements for food, 'shelter, clothing, rest, health and re-

creation.
. A Do L
2. fwA feeling of safety, security, and trust in relationships with

. important others, such as family, friends and teacher(s).'
- 3. A feeling that one is cared about by others, that thé& are
"_sensitive to one as a person and respond to one s ideas and féelings;,

a feeling of belonging_and acceptance by others, such as group, family,
ke : -
school class," team ﬁnd peers.

/-.

Fy

',‘4 A feelingudt gpsitive achievement,-success and pleasure, a

i

‘ P8

~feeling that others~recq.pize one aj“in individual in one s own right

with unique interesta,-feelings, end»skills.l

g, . L -
: 5, Becoming mﬂgq'lelf-zirecting anlizfss dependent, assuming more

LN
Sy

\responsibility for one 's own aetions, feeling q8;£:adequate, confident,j{
. Y . "14 \I' -
,iself—sufficient and good;about oneself wanting to ‘learn on- one's. own,

s ks

’Pto create and express one 's ideas and feelings' beooming more dgle to b
take hard knocks and disappointments. }// : o - .
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_Herzberg's empiricsl aeed studies (1959. 1966) group Maslow s

types of needs into two major categories. (s) those that require con-'

q’

stant replenishment. that are cyclical in nature,. that result in be-
L

havior to avoid or alleviate unpleasantness and pain, that must be met
" to ensure physical and psychological—identity survival, and (b) those
" that require investment of time, energy and self in- creative accomplish- '

ment of tasks. that provide stimulation for self~realization£¢for

- S e

achieving one s potential and for psychological growth. ,
.

- Psychological growth is a- process of experience and learning involv— 3‘
ing knowing more, seeing more relationships in what is kno%n._being cre- '

ative, being effective in ambiguous situations, maintaining individual—
ity in the face of pressures from the 3roup, attaining and . e&iriencing

a sense of being more than one was in the past.. 31 ".' rl@ ‘ L%

In handlins developmental tasks, cﬁe !individual is simultaneo\xs"ly PR

A
'attempting to satisfy personal needs and meet societal demands and ex-

pectations. Mastery of developmental tasks results in the individual n e
learning selected, socially approved methods for satisfying needs. The‘,'-””

(3

following are developmental tasks that the SChool attempts to. assist f
pupils to‘master (Havighurst, l972, Herr & Cramer, 1972 Zaccaria, ' ‘

-

Y 1 Learning competancy skills', speecﬁ?and.languaée,:psychomotor_‘f~ i

..’,,-'_ “

skills, reading, iting, calculating
) °~;v:”24, Learning to value self and to develop feelinga of adequacy.-fff; “
3. Learning to belong and develop a mutuality vith others. f?‘

dL}fLearning to manage aggression and frnstration.,f

'4.S.H‘Learning to become reasonably and responsibly independent;ﬂ e

-




6."Learningfan appropriate giving-receiuingdpattern, and dé&él—’
oping social interests. | |
7. Learning to be emotionally flexible
8. Learning to make value judgments.

9. Learning to choose, decide and accept the consequences of

~

one 's actions. - ‘F
10. Learningﬂto develop ‘the capacity to relate to chaqging social
Tf“:groups and develop a feeling of belonging. |

11. Learning. approprfﬁte sex roles - to be argirl or boy...

R ﬁ . .
.12, Learning to understand the nature of*%ork and how it operates
, , ,‘.*-~q

in the pupil's environment.

13. Learning to realistically appraise personal attitudes, inter— :
f . - P . . 1
- ests and capabilities. ' o R L '

l&. Learning to. understand life styles ‘and’ to plan for . life. .ip R ;ywﬁ
School tasks as needs | i | - ‘ |

. . . B - . s
- : A

“The guidance and counseling program is addressed to meeting both

the needs of individdals and of the overall educational institution 4n
:_its efforts to meet individual needs. From the- point of vigw of the'ffﬁ;gf;;.ﬁ
vorganizational enterprise, there are.’ certain tasks that schpols must ‘fifilﬁl”i;
accomplish. These afs administrative and’ organizational tasks based on’ ;i«; 7:
" the goals of . education and the characteristics and needs of pupils.-- .
ftNeeds can be infer:ed from the following (Roeber, Walz & Smith, 1969)

iﬁ- Pupils are brought into and maintain contact with formal learn-'

| R ¢ ng experiences.

N':v 2 Pupils understand the gbals and mea ing of the whole and pares

jhiof their”educationaluprograms, .
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3, Pupils'find~some combination.of4learning'experiences related to
their‘needs._ . | g
»‘d. Pupils are g!Lt in optinum lesrping conditions. .

5 Pupils live within limits considsred essential to personal de~
| 7velopment and social living., _ |
' 6,' Pupils develop skills and understandings necessary to becoming
'“_self-directive, particularly those related to decision making processes.(i> :
( 7. Pupils are assisted to find appropriate opportunities for work,
‘“educational and vocational,pursuits during and subsequent.to leaving for-
mal education.-A‘ | | | .

;th,. Pupils benefit indirectly fron continuous attempts to agsess

»';the value end inrove the quality of educational programs.

Desdred pgpil outcomes as needs :

-

)Another perspective on pupil needs is to view these as outcomes of ‘.i’{}

guidance snd counseling desired by pupils. Such perspective bringsv

o
‘needs closer. to the status of program objectives.' In a: study to assess

hdesired pupil outcomes (HcKinnon, 197&) four broad areas were identified,.

: each containing a grouping of specific needs of the type illustrated

"here:"s ) " - o f» SR
V‘l, NAcademic'learning‘outcomes ‘;

"“.al ‘I need tohread faster. i »

.b' I need to know how to study better.

. eo I need to become more comfortable when giving information .

or speaking 4in class.'“'}'»j¥@j'

. 2. Educational-vocationsl outcomes
“a. I need to understand my abilities, interesrs,,and other»'

characteristics. h

-




t A}

b. I need'information about high,school reguirements for grad-

F] . D

.uation. ' -
c. I need to consider more than one alternative for what I
‘should 'do after high school.
d. 1 need to know what I nave to do to prepare for work that I
want to do in the future. |
Q:ﬂglnterpersonal outcomes |
a. I need to knOw more about the needs and feelings of others.
"b.u I need to know how people feel about me. \1." ‘ .
:c.. I need to better solve problems with my parents. o .
.di‘ I need to improve my ability to develop relationships with

&

others and to.have more’friends,_

4. IntraS‘rsonal outcomes : L - o N
- ea;_.I need to know more about myself
' b. I need to be more satisfied with my life, my achievement
dand myself f;i::}i o R . k\
rlbg - c.’vI need someone to talk to when personal problems arise. ¢
A PR & R -
~fnﬁm' ~ds 1 need to be mdre akillful in making decisions and solving

vproblems. ”
‘Other needs‘
In program development the needs of pupils; thebprimary target\for
Jthe,program, are - import;nt. Bowever, program targets may also be teache -
'ters,'administrators, parents and others fog vhom needs must ‘be- assessed ..
if appropriate objectivesiind functions are to be depeloped. Important,y _
palso, are the needs of the program practitioners in terms of job satis- o

B faction.ﬂ The effectiveness and efficiency of the program can be adverse-.,v

| Ky affected if job satisfaction needs are nor adequately met.

AR




Goals and Characteristics of Guidafce and Counseling

Given position statements, aims and purposes of the educational

context in which guidance and c0unseling functions, and ‘given’ the domin—

4

ant needs which exist in that context and which underlie the purposes of o

guidance and counseling, it is necessary to specify what the nature of-
guidance‘and counseling is and what its purposes are. | |
- The overall aims of guidanee and counseling are
Di. to assist pupils to deyelop effective approaches to learning,
to. acquire optimal self-awareness and understanding, to acquire skills
vand understanding in interpersonal relations, decision making, and pro-
blem solving, and to apply what has been learned to’ day—to—day living :
lrand to educational and vocational development, | »
2. to assist pupils to deal effectively wi}h specific problems,
'concerns and difficulties which stand as obstacles or barriers ‘to_educa-

- tional progress and personal growth and develoj!ent.'

,‘The terms guidance and counseli_g, while frequently used inter— '

. changeably,‘are used differentially here~to'indicatehseparate’and'dis—_

:J_tinct but related sets of functions.

Guidance is primarily instructional in nature and grOup Oriented 1n L

‘ approach. It is aimed at preparing pupils for futu;‘ development and
motivating them to learn about themselves, about how to relate to others,

-how ‘to plan, decide and resolve problems. Its focus is developmental

1

' and preventive, with emphasis on

, knowledge-and-skills for use»in.

g tion and experiential learning form a large component of BUidance '“QQV.E;;f;:”W

Counseling, both individual and group, is a. problem—centered, re~

mediational or treatment approach in which the counselor assists an in-i;

"ing generalized understandings, #_.v.

ﬁ ery day situations. Affective %’uea-.'.

70
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. dividual to recognize and efﬁrctively deal with some specific problem,

concern or difficulty that stands as an obstacle or barrier to- growth,

development and satisfaction.

The major emphases of the guidance and counseling program ‘can be _f‘f,-<

I&

ordered in a hierarchy of program purposes (Blair, 1969 Clark, 1970,

Paterson & Masciuch 1972 West, 1969) .
: P
l. Development andggeneral prevention. Guidance programming under

this emphasis deals w;sh mental health/life skills education, education— e

zal and vocational planning and. development, utilizing various;ﬂirect and _

3

indirect ‘group guidance approacheg to provide learning experiences for

-

pupils (Cells I and II, Figure 1, p. 27)

,,_~ 'Z,l Early identification and secondary prevention. Program goals
- are to help to identify, at—ﬁhe earliest possible stage, upils with.

incipient and manifest problems in areas of. learning, and social and

personal,development also to help to remediate and resolve identified.'r

problems to prevent these becoming more serious and debilitating.. Ap—m'

prosches may be direct counseling. individual or group, with selected

t

pupils, or. consultive to assist teachers and parents to identify and . re-

mediate problems of selected pnpils (Cells 111 and IV Figure 1, P- 27)

“

b'3. Diagnoais and remediation. In. this lesser, but important empha- -

sis, ‘the counselor uses or enlists diagnostic skills to assess seriously
1

B dysfunctional pupil problems. Direct treatment may be provided in coun—

seling, but other priorities and time and resource constraints will like- '

‘ 1y dictate reﬁerral of such pupils to other services aiid ., agencies for
extensive diagnosis and intghsive treatment, dr plasealnt’iﬁ special ed-

o ucationsl settings (Cells V and VI, Figure 1, p. 27)

Ag\

i

=
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' The dominant gmphaeis in the guidance.and counseling program deacrib-';;;tl
- 'ed here is upon the devalopmental and preventive aspect. balanced with B
”neceasary remediational approaches. In terms of Shav 8 model (Figure 1,.
p. 27), the current focus ‘on direct counseling of selected pupila
(Cell III) is shifted to the left toward development and primary preven-‘:
'»tion and downverd|tovard indirect consultive, emphssis, extending from
‘Cell III to. include Cells 1, 11. ‘and 1v. " |
' Conaistent with the concepts of developmental continnity and

_?-mastery of d:%elopmental tasks, and with the view of humans as decision :

kers and searchers for meaning, is the view of problem as an obstacle
or harrier which impedes developmental progress. This perspective sees:avfi

ithe individual seeking ways to remove, go around, or»overcome the ob- :

: stacle in’ order to resume or maintain psychological growth and develop*hg:_

1;ﬂ, 6

-!ental progress.; The advantage of viewing problema in this manner is, .,,}}"'
vtperhaps, only one of aemantics, but it does lend credence to a- develop;ifipwt"
‘._mental and preventive guidance approach designed to provide,the individ-;;f»"‘
fﬂual with knowledge and skilla with vhich to anticipater recognize and f;f;f e
»‘}effectively deal with ohatacles.ﬁ It is also supdortive of a counseling
Espproach that fqgnses on learning ‘or re-—learningr on’ problem defining |

1

7;and*ﬂecision making——all of which have an eduoa,‘onal connotation. This
4

Ad;is in contrast to prohlem viewed as a deficiency a disability, or LR
thdisease vhich tends to plsce the locus of the p blem within the individ-r

f:,ual and connote the need for remediation or treatment of - the igdividual

s o RN I T R
: f(WéBt. 1969) ./'“4f~b‘iﬂ~t ,;f- ‘ﬁ S —l o '1 : o _,ff*,»f*t;fdf
A relatéﬂ poetulate for a developméntq} and preventdve oriented R

‘vnguidance and counseling programais thedassumption of normal good health

‘.‘and~developuent among the majority °f P“Pils. This aeaumption is sdpe"f;




Do

-

_ portive of a developmentel ,nd preventive view and of the ides thet the '
3uidance snd counseling program csn serve sll pupils._'Both the assump~
tion'%f normsl developmentsl progress end the view of problem as deVelop~

mentsl impedence 1end an educational complexiOn to guidance snd counsel-

ing, clbeing the distance betveeﬁ the educationsl mainstream and the pri-

. vacy of counseling with its "mystique" of psychotherapy. ‘;'f.‘~‘ .
.' Unlike the probleuhcentered, service approach which purporgg';o
serve all pupils but in actuality mekes ‘contact only with referred

¥ r

pupils (including self-referrals), the guidance snd counseling program

is not only inu! .ﬁot sll pupils but in reality can reach sll pupils.

All pupils are ss intended recipients of developmental snd preven—

n,

tive guidance. cOunseling, however, focuses only on those pupils ex-

periencing problems, cdﬂcerns. or difficulties that are more of a situs— |

tional or transient neture, that is those for whom counseling interven— f
tion can provide demonstrsblf sssistance within the school setting..v
TYpicslly, counseling an: individual alone or. in a group setting is, of

' relatively short duration, a]:though subsequent followup contacts may

occur over the course of the school year(s)

The job of the counselor includes both guidsnce snd counseling..

Y.

Houever, guidance need not be counselor—dependent, nor the counselor be .

the exclusive guidance prsctitioner., With the counselor wot ing in a 4‘;

consultiVe, coordinstinx, resource assistsnce mode, guidance programming S

‘may: in fect be carried out hy teschers, parente and pupils. This-is con—‘

siat@ﬁs with the concept of ﬁevelopmental. preventive guidauce ss a

school-vide progrsm involving responsibility by all school stsff members. -

Codhseling is counselor—dependent. calling for the specific knowledge‘

snd ekills of the trsined counselor.-wp_ﬂﬂfdi‘




~.

"other’pupil records. B ;' *1-l91 - h J'Q*:..;7,fI

Guidancc and Gounseling Functions .
oy

A function describes the weans to be used to achieve the outcomes ,
. l.

P Ju

specified in program objectives. Where needs, goalg and~objectives

identify the purposes, the "wﬁy" of the guidance and’ counseling program,'

" functions -have ta do with the "what" and "how' of the program. ﬂFunctions

] - «

are the content, methods and techniques ofvguidance and co,unse'ling’}i

° . ! T ;

In the process of program development, assessment of needs prﬁyides

r -

'

_ the basis ‘for setting goals andcobjectiyes; Once having set goals and

.

" objectives, the process then becomes one of selecting the’ means,4the con-
bJe ‘ : ne .of ectd .

tent and methods, which will be used to accomplish the ohjecttues (Shaw,

2

: . S, - s i

1973) L

What is presented here is a compilation of guidance and counseling

‘ functions, meant to be illustrative rather than exhaustive of the broad

- i

field of guidance and counsq;ing Actual selection of functions for L ._"

/

igglementation at the school, level requires consideration of the targetgf

N N

| and purposes_of the interyention,-aEd consideration of the availahility

'-ofgskills,ftime, materials, facilit es, and other,resources. Use oﬁ the'

" Cube model of Herrill etial. (Figure 2,-p.7§3) can fAcilitate'thishselec- )

A3

tion process. IR T .
. . . '

1.- ASSessment Assessment of needs, identification and definition“vf

of problems, evaluation ot behavior change and developmental progress fe—

il}quire use o. methods and techniques anch as the following' observathn

ciometry, scholastic pérformance and achievement tests,

3 ®

. X : N |
ﬁpsychological tESts of ability, aptitudes, interests, and persOnality,\_r :

proiective techniquesu critical incidents, anecdotal reports 'health and

orl

PR . P Sy : ~ 3 A A e . I, .
: o e T S
; o . ’ v - . . v

! .
. 'N>’A . L i )
T S AR R ol
. R RAVCREE A . L

| Lo . : R . '

v

_check lists' v'rbal and nonverbsl interactidn analysis. grpup dgnamics Qsl -»‘»~~
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_2. Orientation In orientation, pupils, parents, and stsff mem~
. J ‘P
bers ste provided with informstion, first hand experiences knowledge of

.prooedures for .entry and exit to current educational settings and to

suéceedidﬁ levels of postsecondary education and direét employment. :" R

[J
_*rOrientation,should provide an nndeéstsnding not only of the structure :f%?l
.and purpose of the educational progtram but also of. the physical facili—
R
! ﬂbies ‘and the ﬁemands, expectations and dominant characteristics of the

figlerpersonal enviroqpent in the setting.‘ Sode’ methods and techniques

ﬁgﬁ’%r orientation include' dissemlmation of information through printed

)

gpnd audio—visual media, use of group sess(ons and individual intérviews, B
» : .

- use of field trips, touxs, exchange visits, actual and simulated learﬁ- R
a, ) ',:"!?iﬁ . ¥ ,‘ . RN v 4"

ing exPeried@Es role playing, and’ "buddy“ systems. el P /i

. 4 - B . . “ ’?" E ;

3. é%ganizational aﬁl study skills This involves pupils lestning' . .ff,

D

‘ sysfematic spproaches)tg_msnaging time, to studying, conceptuslizing and'
organi;ing lesson content and msterial to” be l:jm i, preparing £ot ' "0.
- Hriting exsminations, snd simirar aspects‘ of . formal earningn Methods
- .may include groyp. instruction, use of medis packages; pr:grammed l:arni.‘
ing packsges, simulstion and games, contrscting, reinforcement schedules,i

involvement of teacher and parent assistance and support, anﬂ involve—

¥

‘ ment of professionsl, volunteer and peer Cﬂiudent) tutors. ‘ _ S e

s 119'. Bducstional plahning Tnvolving pupils, their parents, snd

teschers, educationsl planning includess developing swareness of re-
B A

quirements, alternstives, personal needs, preferences, strengths, values

gosls. Informstion gsthering and processing, planning, decision mnk- - ﬂ

\.‘*-fu h S \\

8g and conflicﬂ resolging ere also involved Educegionsl plsnning is ’5’3’\

£

o,

;‘closely relsted to life skills development, to vocational development 1i'~‘f

o snd to arientstion._ - ;;ihéaiﬁdl"ffilézg

| e B R _* . : ot N g B
A U O N S O S el v



" concept, self-co deﬂ’ce,ﬁbs,e‘h '
. ST e N
-ties. Individual {md grlu@\seling, consciousness—rai,sing groups, be~

‘ 'be employed. This function relat%gosely to educational

‘"':'5. Mot vation &' pupi'ls to pegevere in school and to pursue an . {,‘
L Vn ™. l

education ia aimed et mgeting naf@lageds. Appro’ches dealing with self<

l v,

;'neer rblations, adult—bupil rela-

tions; (dentity, and:personal meaning are involved in motivation activi- -~
e

e

havioral contracting, teinforcement schedules, and similar methods may .

Mo

X qins and

v
- DTN . . s ,, ;4

' ® B g . . 58 \ -
vocational development. , : ;o "‘; L Ny gL
. & "‘ .'.i’ : v :’ ‘ . /z%o: ‘o {". :”\‘ (:"L‘:m
6.. Life skills dkvelogment 'I‘his b‘road‘function covers a éangebgp?
G : Na"‘j' o
' oﬁ knowledge, ﬁdere(tandings and skills %n affective edel!ionr dealing \
. ’ . \ . , s “ J}M. _~‘d‘;"v- .
vith sucl; dimegsions as." U '.j S e A&-rg; RS jéf sa g

identity, dependence-ind,ependence, need satisfaction (es --

psycho],ogic gmbwth' e )

: .
a. aelf—ccncept development-—including self-aw&reness, I?ody image,*‘ -n.@

. p <

P
R ) %
d & . . ; a . Lt ,,’. .
. .

*'Af:

) h

. b. interpersoﬁal‘@relationsuinéluaing communica' Snidkills
le . - )'1 N

nonverbal, attendm, listening, empat:hizing), cooperation (goal settingf;)

B

pooling and sharing resources, decision making, qrriving at consensus,
.. £ [
problem solving, encountering. managing and resolving conflict), and P
L

v

consultation (counmmicating. mediating, arbitrating, advis,ing)‘ s

S
. c decision making-including ident‘ification of decision poi,nta e

e

" and alt:ernatives, estimating coneequencesQ; choosing, implementing (acting :

‘upotfl) decisions, risk taking, ﬁaluing, assuming respon&ibility for deci—. .

- sions, goal setting, and planning, T %r

f_tion of problem, and retolving ptobleqs utsgﬁing intetyersonal and
. decision making skillo. identifica;_

'_.sulFation, and implementation tkil]:a

s

d problen solving-including manuncauon, ana(ysie ana defin,i—

Al

-

: '. d utiﬁzation 'of reaources, con—
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e. 'conf.li‘ct nan‘agenient--invdl'vinﬁ leatning about the nature, types

9 - and sources ofg«zonflict and ut:llizaglon of s‘kills for encountering, pro—- :

[

blem solving, decision making, consulting, cooperating, and. mediating. )

‘ Methods and techniques in the area of life skilla developsent are
P &
legion. ranging from dtdactic teaching and dya’l‘ic counaeling through

¢ -.nr".

$t .
v ﬁlay, process 3r0\Jps, T-groupt encb@ter groups, role pl-aying, simula— X
i 4 *. .

{;gon and games, micro-teaching and‘mlcro—counseling ~
» - B .
croes—age interaction{‘;* peet counseli@g, computer . 3
3 Ky w ' :
»and counseling, use of audib—visual medit, field trips, liﬁe expetie&ce _ b
et EOR IR

¥ Uie a\ (l.'.‘ . " i .
tours, exchange ‘L_iaits, an ﬁny others.~ Many th&re%tal approaches and R

» » .
structured programs d@auabla te- this function, includinw & S &

ot; 4

Humanistic Education (We:[nstein &wFangg.ni, v 1970), Human Relations (R‘lqve,

: ~l976), Curriculum ofs’%ce‘ms (Bot&m,d.970), The Interactive Pgocess éf L

. JA‘AR; : )

Educstion (Gorman, 1974) Emotional Eduta%tion (ElLis, 1972) Magic o .
&

'L Cirele-—lluman Development Program (Bessell & Palomares sl

g “ 2
‘ Curriculum of Intentionality ; Human Mations (Ivey, » 1

» H Classtoomvv

'Meetings—-Reaiity Therap)' (G saer, 1969), Deliberate Psychologiczﬂ S

.V‘Education (Mosher 3 S;rinthall 1971) Dimensions of Personality o ‘ T
'(Limbacher, 1969), DUSO——Deve,’Loping ‘Understending of Self ~and Others "

(D:lx)kﬁwyer, 1970), TAD-—Towatg Affective Development (Dupon:, Gardner | . | |

3 B“"Y' 1972)' F°°“3 on Human Developmen:f (An’itson, et al., 1972), f R
v"Valnes Clarification (Simon, Howe & Kirschenbaum, 19727 c°nfluent, . .,
Ed"cati"“"ces“lt Therapy (Bl‘O\m, 1971). Traneactfong_l z:.nslysis with SRR

'Children (Amtmdsen, 1975), Behaviorsl 'l'hera'py (Ktumboltz & Krumboltz, e
.1936), Life Skillsrnevelopment CCOnger, 1972), Peupectives for Living
: (BPSB. 1973). Ttanspersonel Psychology (querts & (:lark 19755 4
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7. -glreer development As a function,-career developméntvis con- °

S . ;

. 'c‘ o
3
. cerned with career Awareness exploration, planning,. ‘

"career entry. Dimensions involved overlap extensively\‘4t assessment,
z_orientation, ducational plannihg, and 1life skills development.a Involv-

ed are such methods as: simulation, on-hands learning, decision making
]

O

8

igames many forms of information processing, and work experience ‘Manypia-

. @ R
lstructured programs and approachea are available An this area.

' Job Search Skills (Canada Manpower, 1972) Career Entry Skills (Clarke, ’

.1973), Self Directed Search (Hollahd, 1970) are illustrative. e
! Tl

Counseligg As a: functiOn, counseling ip a prgcessj;g‘
¥ : : KO

rather than content Both individual and group eounseling are includad%

“with o&lem—centcred reﬂbdiatioual focus.eff,vg( ‘ iflgi , E'““'f‘gk‘

\\

i
9 ‘Consultatign Consﬁltatigp is also a proceSs function in which _

e

.

.three rather distincgﬂhpproaches can be identified.

Crea‘t iVe' _

a.i Consultation/ttaining—-ln this the function is one o&grgivihg Q:‘f

[} ,3

away one 's expertise._ The.emphasis 1is on- the helping skills and human B

~

idevelopment training with teachers,anarents,»eommunity voluhteers, and

' puplls. - The. intent is to extend the expertise of the counselor to manyb '

: others wh6 in turn wﬂrk directly with pupils. Human Resources Develop- -3v

~

e

Q-

. nient—-m (Carkhuffr, 1972), C—Gmups (Dinkmeyer, 1973) Tea.;her Effec—

-
- 1

tiveness Training (Gordon,«l97&) and many simi!ar approaches are avail-‘1u~, o

L .
able for u(a with staff member81 In the area oi_parent training many

*

)

dprograms.and approaches exist (Chriatenseng 1972 Dinkmeyer, 197l.uj'i}_}ff

.f Dreikurs et al., 1959 Ginott, 1961, Gordon, 1970 Green, 1976 Kothes. .

,':"1975' Satir, 1967)

b*ﬁoconsultant as psychologieal educator-ln this mode the °°“°3¢l-i*_;;an

\or gorka.with teaehera to provideeaffattive education as in the life ,f’ ;:_




, \ ,
skills function, and with parents for home support and education ‘In the

deliberate psychological education approach of Moshet and Sprinthall
(1971) high "school students learn the fundamentals of counseling
| psychology and lay—comseling with which to engage in peer and cross-age
counseling Anothe‘r asp@ deals with early childhood devélol:ment en-
'abling ‘students to act as aides in kindergarten an‘ primary grades ‘
'}"c. Co“ultant as pupil advocate and change agent*-Bere the coun— :

selbr utilizes communications, decisiom making, problem solving, and

groap dynamics skills along with organizational development knowledge to

v &
e §

assist pupil

e

ﬂv

ngthen their positions when faced with un?ue insti—c ,

79

tutional restraintg, and to assist sta!f d‘ re-or”t and modify institu—u; )

. X X ._ ) ,«p ) . .
tional emphaSes . ;,a - R I C ;& o
’ ) o ] N L / . . . ‘q .
, -_10. Resouree ass;istance In this function, the counselor works in

et

Y

an- indirect, consulti e mode informing teachers, parents and pupih about

» kinds and source*s of esources The coun’éelor also enlists particular

9 : - . e

resource persons and gents to perform specific services, _and marshalls

.and coordinates thg" co\llection and distribution of program resources in

«»the scho SR e .' N
3 S 3 SR

11-; Prg&ram development This is a process function only remotely

‘vJ " \ {\ -
4 N

related to meeting phpil needs yet essent’ial to the establishmt-.nt and

PR

maintenance of the guidance and counselingernvolved are: needs .

- 5
RS IERLE ,ac.

e

assessmsqt-~ goalr dﬁl"{&ﬁtﬁlés f‘omlatinn.»pm Mning, function _ -

p

. selection and implementation, ‘and evaluation and followcup. _ S e

-~

_mry of ProL . RS .: f | ‘ :
o ‘The sui*danca and counseling progm described here is

programs which’ contribute tb accouplishing the educationll.}j:" , A
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' gchool system. Current .concerns about education stress. the need to im-

: to the well being of society to ensuro that,good life.- In. thia‘honteﬁ:.

a

| the purposes of guidance and counseling are to contribu&; totpupils

. .
L] - . RN

prove the effectiveness of the school and Eo.iiovide young peop gpwith a

greater- fund of knowledge, with increased competency in basic ski ls.,

e . ,
-and with a greater sense of direction, purpose and commitment., Th aim
Jy ) . -
is for young people to achieve a good personal life and also contrib te’

LR “ '\

é!ﬁfi
S

..
3

v i

"""L‘\ AR SO

acquisition of basic skills%;especiagiy‘those required sfor- effective A
. B R

living in our society, to facilitate the positiveaéevelopment of young f.. R

a’v

peop1e~ and’ to help them deal with obstacles in their paths of develope L

a & . R " -
ment and educational progress. B ‘.f_ : ‘3” 2
g '. . ! \'N'. ~

3 ) . .

‘To accomplish theae purposes, it is neceaeary “to ide‘Fﬁfﬁawhat L,

1

_ and counseling efforts aré directed._ Goals and objectives must also be fftp"

_ prioritized because time and resources. especially personnel do not per-'t"

: the multiplier effect of counselor intérvention. Provi,

needs pupils have and to determiné’the relative importance of these ‘as f

9

factors influencing pupil development._ Out of needa assessment are R

formulated program goals and ohjectives, the ends coward which guidance

&

mit meeting all object:l.ves."_‘.\-»'.','._»._N..,,,-"_p - ,,”L;, o ;;_ d s

/ ' ST
The program emphasizes developmental and‘/teventive interventiOn, :

-_-.'- L

but acknovledges that problem—centered, remediational approache | mugt. f@hi
R B S e T
also be provided f,' gb,;‘, _i - "v"';r‘é“ Hom e T ';- . “‘f e

Consiatent with & develgplental, prev!ntive emahaat: %s increased E_ﬂ;?ilaaf
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E- . ," . " “
3fprogram from the staths of a supplemegtal service iu the school to that

_tn‘.‘av:lmg an integral patt in the e‘ducational mainstream where accesa

land involvement with pupils really takes place.- .

- ’_}g W L ) E
The program disti uishea between guidanse aqd counseiing Gu&danee

is aimed at g?hancing the development'of all pupils. Counseling focuseg

" on the specif&c problems bﬁ pupiAs to ﬁrevent mqre serioua difficultie§ h’; ‘

.,-v Au‘_fl‘, . SR \
R N . Tt .," ‘6 [N . ', -.“"“ R o‘ﬂ," \?"’. v )'
: ; L

from deve10ping. 1 g T‘ B R T ' R
. .. b ‘ lx . N : .

_'“",' Lo \')' A BRI “ Ve e & y o .
%

IW#ﬁbncefpi

tf&ea?ha\}”~ ‘; the process;oft pfogrﬁm development beéomes e

been aacertained«aﬁd program goals ana objec~ .

) - _ 3 .ﬂ!‘ T
~_involyegﬂ tion and impfeientation of gpidanee=and tounseling ‘Ll,"u‘
S Nk PO L
_functiona, the content and methoda to beunsed to actomplish<objective§
The prOgram objectiveslﬁthe counserdr s repertoire of knowledge and

i

4akilla, and the availability of resources will inflﬁéﬁce the dhoice of ,"”L

functions to be employed.. The program ia eelt—renewing through a PIO‘&,

WW

.cess of evaluatioa and followup used as abasisfor adjusting aé% improv—

RO

L Lol i . . )
% . ST o \

ing program operation. N
. ¥® .
o, 5
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CHAPTER IV L :

- Aa ;

LS B

OF THE SCHOOL COUNSELOR

In Chapter Iit was tated that many of thehprobIems counselors' are
,currently facing result from the lack of cqnafstent expectations about
' the role 6 the counselor and the purposes.rf ;uidance and counseling.
‘Ihe purpose of this thesis was to formulate a program basis upon which A
.the counselor 8 role could be more clearly defined and f‘bm which common J.Z .

(exgectatiOns could be generated.

. ,.&"

It is this writer 8 belief that the. 'structure ﬁor guidanceis,.-

\

.’and counseling will assist the counselor to ut] ize hisuor her skills .
with. increased effectivegesa ang’greater Job satisfaction. "The program o

A

structure will reduce role confusion for. the counselor and others by re-.

fducing the need for the counselor to respandzhaphazardly to all’ presf:-7l
"lsures, demands and problems, thatﬁcomeahis or her vay. The‘program re~
v,quires the counselor to approach his or her work system‘ﬁ@cally. ic oo
. lends order to the disarray of human igteraction‘thﬁ coun&tlpr continual— R
:ly encounters. It does 80 oagkhg ‘basis of prioritized needs and goals )‘-.

| 'which serve as- an anchor for the counselor, holding steady and serving as_ ,
! aireference point on which to est ish expectations.. With a‘focus fix-'

'ed .on needs and spals, the program then provides flexibility limited only -‘

'by resource. constraints and the counselor 's own creativity to- se}ect

;functional content, methods and techniquea for achieving those goals.
‘ v
Simply stated, the counselqr's job is to develop the g&idance and

: counéeling progrsm ;,n-the s)m%, and to implement‘ and ‘evaluate it.» Hoxg-.-

"Never. the counseloa: cadnot do- this ‘slone. B,
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Responsibilities and Wprkingﬁgelationships )

On moving from service to mainstream status, at leq.t in part if

not in. total, the counselor is deemed to be a resident mber of the

school scaff and as such is responsible to the principal while working

.

in that school.

-

The.relagionship between the dbunselor and'teacherS'in'the school' :wi‘ ¢
is that.of peers ‘on the same staff to whom the same expectations of com- :

mitment aé@ involvement in the educational progfam of the school apply.

.ml

4 ‘gThe principal is responsible for the development, implementation

‘ Jand éValuskioﬁ of the 8uidance and counselins Program in the school P

v ®

“even tqgngh*the counselor is the primary practitioner in operat{onaliz—

"<ing the program Ihe principal's task is to enable and to facilitate

N

‘the program in his or'her 'school (Jones, 1972) R - ,,f' -

The counselor has a functional responsibility to the Director of
& g o
Guidance snd Counseling for interpreting and adapting the school sys-
, E
tem s guidance and counseling program for implementatianfat the school

PN

1

' ’level (Jones, 1972) i ; - | ..
The cqugselor has a collegial relationship ‘with other pupil ser-
'_nvices specialists (school psychologist, school social worker, and

WBthers), and curriculum specialists in the school system. From the .

‘ . @ w‘
point of view of theé counselor, -such- specialists are school systqm re- ..
s . ¥ J

gource agents in the operation of the guidance snd counseling program S e
,"/ . . ) L3 o

' o . e

in the school. g-r S j' ‘ .7_-' . _-‘ e
ﬂnless stated otherwise. the counselor 8 assignment to the schcpl o i

i:‘covers’all the pupils in the school, in all grades and programs. .;;
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Role Dutieb and'Tasgs o o IR -

v

It is expected that the counselor will develop, implement and eva1—<

~uate the guidance and counseling program in the school. This is to be \)f
: Q. N .

:'done in consultation with the principal and teachers, and with pupils,‘

;parents, and other resource personnel as appropriate. There are four -

»

,facets to the job of counselor, each covering a given scope and sequencen

.l."Establishing the purposes of guidance and g%hnseling in the
i schOol.

a;, Through assessment methods, pupil needssthat should be met

by guidance and counseling are: expected to be identified and'ranked in

~
~
DN

lﬂ"terms of relative importance. et | . gi

[, b. Guidance and counseling goals and.t, ¥

R »\‘ R

\M;o be forﬂnlated. indicating anticipated outcomeiﬁ ‘

pupil behavior. Priorities for goals and objectives should be establish— '
ued in terms of the relative importance of pupil needs and ‘the avai%.iil-
',ity of resources with which to accomplish objectives.

| 2;[ Selecting the guidance and_ counselingffunctions

A From the mad;vpossible alternatives, the functiggal cﬁhsgnt

w]lnd methods to be used to accomplibh stated objectives are to be select-fr"

Lo . . , - . . ._ ) B X - . c K
. jedo oo . . .. . . i 4 S . O C t . T,

- b;‘ Sel ction of’ functions should take into accoumt both system '

< . B ~, m .

and school emphases for guidance and gainseling, and should include.

deCieions agout whether approachea are developmental, prevéntive or re—

‘ ‘ -

medial, individua! or group, direct of‘indirect, consistent with accom - P
. e (I T : .

. ~plishing objectives aod maximizing’the mmltiplier effect.

T ggzing out the functions selected..q i ' ':\‘-au;jg,-n;.

.

A sequence of program activitiea should be planned.on a ,'J 5
time line for the school tern,,.-




m%'b. .Neceaaary.reaources with which to carry out functions*are
expected to be identified ‘and managed S ‘ . o
C. The danected functions are to be carried out.

4. Evaluatingpggidance and»cOunseling program outcomes.‘ o

J'a;' Criteria for determining accomplishment of objectives are
: e;pected to be formulated ‘along with objectives. o o .u; _‘TQr'f,

&

1

b. EvaluatiVe procedures with which: to asaess the impact of -

47;4‘

to be’ developed. . .
s ' »

jf' c. Internainprogram evaluatiqn, based.o"“

and observable changes in pupil behavior, is exgected to be carried ™

routing&y. ‘“\\1dh . B ) _ ‘ Ay
. ’&pg d. Eva tive data, t'cluding followup information, should be ;\'
: used rOutinely to modify and improve the. program. f. ; .: ‘ ’_* QQH‘.

J ]
. T
Tﬁe fact that, the counselor is éxpected to consult with the pri!ci- ‘K RS
i DR
" pal and teachers in the school to asseaa needs. eﬁtablish objectives, \ R . \

\
\

. and develop the guidance and counseling activities to- aocomplis Jec— , df‘ﬁf
e / H
pivea requires the counselor to take initiative, to eatablish consultive 4
R y
vorkin relationshipa," and. to involve the achool ataff in the guidance

L

*and - counseling program. The counselor muat become active and visible in
? tﬁ; sehool if the proégam ia to be made operational In addition, one f#sfu

of the characteristics of program dev lqpment is the predetermination of
”‘objectivea and program structure, and thJ commitment of these to vriting._(uf:”

,‘

vaoraome counselora, hav;ng to comply with a aeeminglyurigid and task

_oriented set of expectationa may be most uncomfortable. Yet few, if
1

> any, counaelora functiom without planning and atructure, however, the'“ »f;_.‘.%

needs, goals. and approachea they employ 3%? aeldom written down ,“;p

.,9.-.. S . LA ‘.



- The greatest initial source of resistance to program development

and implementation is likely to be the counselors themselves. Establish~
- )*1. /

t of the program in the school syseem will necessitate in—service for
:zneelors and principals dealing not only with the program concept but |
Qsao with the specifics of needs assessment, objectives formulating. pro--"
i . ' . .

am planning and evaluation. '

g‘ B The intent of the program, as opposed to service, approach is to

“give the counselor control overnhis or her role in the school, tto.'

. the counselor from t:he position of . %aving to’ meet a varie‘ty of oft.en - .
t:onflicting expectatione, to the role of working toward mubuallﬁg.agreed ‘

”ppon pgposes and goals. 'Fhe inteﬁt of the program is to enable the

M
counselor to mske maximal use of his or. her speciali&ed skills and know—

ledge within a structure in which acceptance and support is built in. “

vIt is ':lntended that the task‘ oriented business of ptdgram developmentv | .
would beco:xe routinely established as a means to facilitate and enhance | - .",;'
the essenti.ally Process‘orientation of the counselor. . L _ , .j. ‘f‘"‘ : ‘

,/...

o . S . . e R
" . - o o . R , ‘
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" CHAPTER V .

b
v

| SMMARY, IMPLICAPIONS AND RECOMMENDATIONS .
Summarz . S . I .r" :‘

1‘hia tﬁvis bﬁgan on the, ’cemise that the sehool cou‘lselor was ex*-' S

v pgriencing diffd.cu,};ties caused b! a, dive:gicy of expectetions about whar. i

the cou:ﬂselor gw { - how ‘effectively it is dbna, azﬁd abont' what the cpun-"}';w y

| aelor should do o vériticisms, pressures and demands from all sides have @, '

i\ R . . 4
ML : " ‘ N

put the counselor in t' sition of edué’a on flotsam, puahed, pulled X _' AR

S .... " R

and tossed by every ¢

t and t:ide., The purpoqe ‘oF the chesis was. to oy

y o . AN

e B
and counéeling promm" structured around ddentified needs and ptédefin“ L

e L. . . e '} B

', *iable. Approaches and%dela fot classifying 'and cate- 4, }'f

goiizing‘ guidance and counaeling dimenaiou were deecribed.

sions of coimseior functioning were a}ao tev:lewed.. Neeessa §
AT ' :

_ ot‘ program development: and structure ‘were ddentil'ied. PR A A

As contexc for program developmt/:nt. eotﬂselon sta:us /4.n Edmonton ' ' oy

’l |

’Publ:lc Schoall was tgat:ed over a pefiod df years./ The mensibns of a

\

guidance and cmmseling ptogruii we,re desc‘ribed. 'rhe overall aim pg

4 education :I.n the achoo:l. systeﬂ and thc xe}ar{an of guidance and ctmnpel ,

O




development 1is dependent'on assessing and ranking the relative impor-
tance of such needs within that sehoolfand its community.

Guidance andlcounseling were firmly hased_on the developmental
characteristics of pupils. The intent of the program is to move guidancei
and counseling into the .educational mainstream, requiring that major em— |
phasis be placed on developmental and preventﬁve, rather than remedial
approaches. The educational, as opposed to therapeutic, characteristics.
of guidance and counseling were stressed.i Guidance and’counseling uere. . .

L . \,

. . : . ’
defined as separate but related approachesﬂ underscoring the .

’

developmentalifreventive/remedial distinction. . The notion of problem

DO RN

8 to development rather than de-

‘was also restated in terms of obstac

- -

ficiencies-or pathology in the-imdiv' val, again’aspa means to stress

£

the developmental, preventive and ed ‘ational.

l\ : - )

Tn ofder to extend counselor rebOurces in the school and to ensure °.

Ll gt

g

impabt on all pupils, program emphas s was placed on the indirect, con-

i
.Y
hH
Cab
4

sultive mode of counselor functioning Facilitating and enhancing
others to carry out guidance and counseling functions is a major pro-

gram characteristic.

The nature of program development is to fix on needs-based objec—

tives, then to select from tbe universe of guidance and counseling con-
tents. methods and techniques, those functions that can best accomplish

_ the established objectives. This permits maximal flexibility for the

-w ~ o

'counselor and others to work towsrd meeting pupil needs.

The role of the counselor is to develop, implement and evaluate B

. - - v

the guidance and counseling program in the school. This necessitates“

working with principal, teachers, and relevant others to determine needs,

o

define objectives,»Select‘and carry out functions, and to evaluate the ;vi'

i

\
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program_accomplishments;: Description ofvthe'counselor'a role beyond
stating"these universal duties, can be'completed only in terms, of the
specific needs, objectives, and functions established in the school pro-
gram. At the school level, "the program will specify whether the coun-
selor is counseling individuals 'or groups, is conducting parent training
sessions, is testing youngsters with learning problems, or providing re-.jd‘

»
.source assistance to teachers on. career simulation games. How well SN

these’ things meet pupil needs,\and\whethe; the counselor should be do-
ing these and not other things are also determined by the school" program.
Common expectations. can be established at both the system and the
' schooz levels. Guidance and counseiing is to. emphasize the develop- -
'mental and preventive, although provision for remediation remains.
Functions selected for the program shoufd maximize outreach and the L
, , . |

multiplier effect- Thexcounaelor 8 role is to . devebop and implement the

program through consultation with school staff |

o

\Implications and Recommendationa ‘ . . ',,44> . e

" A crucial implication in'this thesis is that the guldance and’ s

A\ e ——

, counseling program concept will work. . An initial,recommendation-is~that

the\major tenets of this thesis be tested. Questions such as the follow- . - o
ing need to be answered.‘ Does the program concept generate commoﬂ ex— .
, pectations about guidance and counseling ‘and the role of the counselor?

Does reduction in the diversity of expectations about guidance and { -

3

: counseling and counselor ‘role result in more positive support for guidﬂ

ance and\counseling? Does the counselor functdon with greater efficien— Js'
t ) . , A"
cy. and efﬁectiveneas under a program framework? Can the prograﬂ'in L

fact reach_all pupils? i - ﬁg_:_, - j' e A," S e

.




Tne program is;objectives-baaed in terms of pupil needs. This
meliea both that pupil needs can be _sufficiently well aaaeased to -
support the program, and that objectivea can be well enough formulated
0 providésclear purpose ‘and direction for guidance and counseling An
additional aet of questions needa to -be answered‘ Do‘program planning
and development require 80 much time and effort that they become ends:h\
themselves at the expense of guidance and couneeling activities? What 2 ."_ -
criteria should be uaed to rate the relative importance of pupil needs? |
What are the best techniques for efficiently aasesains pupil needs?

The operation of the program can generate many questione. %an the
program concept operate in all circumstances, or 4are there minimum
limits in terms of counselor time, counaelor-pupil and -teacher ratioa
under‘which the program structure collapaea? Can counaelora who' are
eaeentially procesa oriented people maintain that orientation in a taak-

\

focused structure? What hapdens to the rolea of other educators.

) @

(teachers, principals, achooA psycﬁologiats,and aoeial workers, and

others) when the counaelor adopts the pro%ram structured role? If en-

phaais is placed on consultation and the d;velopmental, preventive |

focus, what happens to those pupila with 1mmed1ate problema and concerne? ae
gffective implementation of the guidance and couneeling program de~

penda upon cgunaelor commitment to it, and upon their knowledge and

akilla in program~development as vell as guidance and couneeling. There

is implication here for in-aervice ptograms for counaelora, adminiatra—v

tors, and teachers with respect to the program concept needa aasesa- o o

- L
ment, objectives aetting, evaluation, time planning, and resOurce man- ‘

P,
N .

agement. The recommendation ta made that in—service program packages be

v

developed to deal vith the program develapment aspect of guidance and

o o . a‘/. T o . : . : R
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counseling. S M o
: . g e
1 v - L3 Lo

Pre-aptwice education of counselors becomes a concern uhen che de-

manda on counaelor expertiae-imblied in the program are considered;

L

Kpowledg& of program d&velopment 13 a bnsic requirement.

Increneéd ‘con-

sultive akilli are called for, not only in program development, but alao

ig.the implementation of fhnctipns that ‘are consistent with an indirect.

developmehtal, preventive emphasii. The program would seem to call for

a practittoner who is skilled in basic counseling techniquea, but albo

]

who can function as a oﬁcial scientist in the frea of human deveropment

LA

~

and helping reletidnd. The implications for counselor education, for ot o

'.

N

adminiscrator education, and-for Seacher training ptograma are eignifi~

.cant ..

o
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